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1. JAZYKOVEDA




Communication in International Negotiations: Strategies and Tactics
Daniela Brevenikova

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

Abstract: BREVENIKOVA, D.: Communication in International Negotiations:
Strategies and Tactics. Komunikacia v medzinarodnych rokovaniach: stratégie a taktiky
Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2005, no. 7, pp. 4 — 10.

The paper deals with communication in international negotiations, while the focus is
on negotiating strategies and tactics. The first part contains definitions of basic concepts
(negotiation, strategy, and tactic). Two basic strategies are distinguished: win-win and win-
lose. These strategies may be implemented through tactics, some examples of which are
mentioned in the present paper. The final part of the paper deals with simulation as an
effective technique of teaching negotiation skills; advantages and constraints of using this
technique for this purpose are briefly summarised.

Key words: negotiation, strategy, tactic, culture, negotiation terminology, win-win
strategy, win-lose strategy.

The present paper starts with an illustrative story describing a possible negotiating
situation.

In Minnesota, USA, a train hit and killed a cow belonging to a Swedish farmer. The
railway company sent an agent, so that he negotiated the compensation for the damage. "Mr.
Swanson, *“ said the agent with a shiny smile, "the company I am working for wants to pay for
the damage that occurred to you. We deeply regret that your cow died on our rails. On the
other hand, I am sure you will agree with the following. Firstly, the cow had nothing to do at
our rails and you, as its proprietor should have prevented it from going there. Secondly, the
accident could have caused our train to derail and it could have had mortal consequences for
our passengers. Lastly, the cow entered our land without any permission. Just to sum up,
what you think, Mr. Swanson, what should the compensation between you and the railway
company look like? *“ The farmer declined his head and then whispered sadly: "I am only a
poor farmer... I can give you two dollars. *

The story above is an extreme example of manipulation during negotiation process.
One participant -- the agent -- uses an outright dirty tactic and by means of arguments based
on negativism and pessimism he makes the other party (the farmer), a person with low
perception, feel guilty.

However, this is not what negotiation is about; at least, not always. There are various
approaches to negotiating, which differ according to whether they are used by academics or
men of practice, sociologists, economists or psychologists, according to what is negotiated as
well as the focus of a particular negotiation stage. Here are some examples:

"The (negotiation) process may be viewed as a game, a style exercise, a place for
conveniality, or a fight...: (Dupont, in: Kremenyuk, V., 1991, p. 51)

"The negotiation process may also be considered as a joint choice from among different
alternatives." (Sergeev, V., Kremenyuk, V., 1991, p. 51)

For the purpose of this paper, negotiation is viewed as an interactive process of

adjustment in which a series of factors converge into the negotiating situation.




Communication Variables in Negotiations: Culture

When the Belgian executive Maurice Van der Kuylen first met his joint venture partner
from China's Post Office, he said, "Mr Fong, time is money’. Mr Fong replied, "Mr Van der
Kuylen, time is eternity’. (Hendon, D. W. - Hendon, R. A.)

Communication and culture represent two elements of the process; in international
negotiations, communication and culture constantly interact. (Kremenyuk, V., 1991, p. 47)

In negotiation literature there have been made several attempts to explain links
between culture and negotiating styles and behaviour of negotiators. Some negotiation experts
(usually negotiators with extensive experience) consider cultural differences a central issue of
the international negotiation. Other variables in negotiations are influence and persuasion,
threats (compelling or deterrent threats), values and interests.(Ch. Dupont, in: Kremenyuk, V.,
1991, p. 331 - 342)

Through communication negotiators send and receive verbal or non-verbal messages
related to the process. These messages include exchanges of information, argumentation
tactics, the use of signals, messages, and attitudes.

Research on the role of communication in negotiations has emphasized its
psychological aspects, but some analyses focus also on systems—interaction analysis,
focussing on sequential analysis of statements. Even non-linguists have admitted that
linguistics may contribute to the analysis of language used in negotiations. Experts on
negotiation (e.g. Dupont) realise the importance of discourse style, sequences of questions and
answers, degree of concord between verbal and non-verbal cues, etc.). Hansberg (1985) (ibid,
48) mentions the importance of being able to differentiate words and expression that are
suitable when, e.g. inviting negotiators to talk, keeping them talking, showing that you are
listening, supporting, reinforcing, confirming, etc.

Some Notes on Terminology

The negotiation process is designated as negotiating, haggling, bargaining; its
participants are negotiators, bargainers or players. Words used to describe the process and its
parts varies according to whether the negotiation is seen as a conflict or a dynamic interaction
of negotiators, who employ it to arrive at an agreement. (After: Knapik, P. - Choluj, V.,
p.283). In the former case, terms like attack, defence, or counterattack, deadlock are used; in
the latter, problem solving, collaboration or co-operation.

To identify the various characteristics of negotiations, authors use such terms as joint
or contradictory objectives, dependency, exchange of information, game, uncertainty, or risk
taking.

An interesting case is the use of terms of agriculture when describing the development
of relationship with the customer (B. Tracy, in: Knapik, P. - Choluj, V., 2004, p. 283):
ploughing, sowing, watering, fertilising, weeding and crop-taking. Ploughing covers
developing a customer network, acquiring information, contacting potential clients, etc.
Sowing refers to meeting potential clients and making them aware that their problems may be
solved by the product or service offered. Watering means providing references or certainties
to customers; fertilising is selling to large well-established customers and making them and
other potential customers believe that the product is of an excellent quality. Weeding is
keeping competitors at a distance, and finally crop taking is Tracy's term denoting
accomplishment of the sale and its repetition.

Negotiation Strategies and Tactics

There is a great deal of variety in the terminology in literature of negotiation when
discussing strategies and tactics. Some terms are used interchangeably to denote strategy,
approach or style. Strategy may be seen as an overall plan used by negotiators to achieve their




objectives, while tactic is referred to as a thoughtful procedure, containing a sequence of steps
reflecting the strategy. (Lukni¢, A., 1999, p .51)

According to Roy J. Lewicki there are to main negotiation strategies: win—win and
win—lose. Before defining these strategies, we will describe styles of managing conflict,
which create a framework for negotiations.

There are five fundamental styles of managing conflict. They are:

Contending (Competing): We try to convince the other party to accept a position that
favours only our own interests. This approach involves persuasion, manipulation,
concealment of our true position, and the use of threats and pressure tactics.

Accommodating (Yielding): We focus on the other party's needs rather than our own.
Accommodating may be used to end negotiations or to leave the other party completely
satisfied so that we can ask for something later, or because the issues are much more
important to the other party than to us.

Compromising (Splitting the Difference): Both parties view the issue as a fixed sum
and settle differences by each getting "a piece of the pie".

Collaborating (Problem Solving): Both parties work together to maximise the joint
outcome. They define problems in terms of shared goals and interests and try to work out
options that are acceptable to both parties.

Avoiding (Inaction): The negotiator neither pushes for his/her own objectives nor
shows concern for the other's objectives. Avoiding is used when a negotiator fears conflict,
when issues are seen as significant, or he/she wants to delay negotiations.

The choice of approach to managing conflict depends on the degree of concern for
one's own outcome and the degree of concern for the other party's outcome.

Win-Win and Win-Lose Negotiation Strategies

Most win-win negotiations, in which each party gains something, are a mix of
avoiding (inaction), compromising (splitting the difference), and collaborating (problem
solving) because the range of issues negotiated tends to vary in importance to the parties.
Negotiators should recognise that when the conditions integrative bargaining are not met
(common goal or objective, faith in problem solving ability, motivation to work together,
mutual trust, clear communication, and validity of the other party's position), then distributive
negotiation strategies should be used. When the other party uses a win-lose strategy, win-lose
(distributive) negotiators can easily manipulate the openness of win-win (integrative
bargaining).

Clear and accurate communication by both parties is considered one of five aspects
facilitating win-win negotiations.

Negotiations usually take place along a continuum that ranges from nearly pure win-
win to nearly pure win-lose. In most bargaining situations the actual strategy is a mix of
approaches: e.g. initial discussions could be distributive, with broader issues being negotiated
within a relative integrative framework, and some final details being negotiated win-win, and,
in turn, other final details may be negotiated win-lose if either of the parties has specific needs
(Lewicki, R. J. - Saunders, D. M. - John W. Minton, J. W., 1999).

Tactics and Countermeasures

In practical negotiation manuals, negotiators (Hendon, D. W. - Hendon, R. A.) are
advised when and how to use specific tactics and given tips on what should be done if the
tactic is used against them by the other party (countermeasure).

Basically, three groups of tactics are differentiated: professional (or fair), aggressive,
and downright dirty (unfair) tactics. Here are some examples of frequently used tactics:




Big pot

Coming in with high initial demands will help the one who uses this tactic to get the
most out of any deal.

Keeping the pressure on is another way of describing persuasion. At the heart of
persuasion is reckoning with the other party's needs and letting them know that you wish and

are able to meet these needs.

Nibbling away

In the early stages of the negotiation, present small proposals that will make it easy for
the other party to examine your ability to deliver.

Countermeasures: Scrutinise your contracts, especially if they involve numerous
technical details any many figures. These kinds of contract are prime targets for hidden
nibbles.

Turn the tables on the other party

This tactic works best in a seller's market. Instead of trying to convince the other party
of the desirability of what you have to sell, put them on the defensive by getting them to
prove why they deserve what you are offering.

Stall for time

Leaving the negotiation completely for a while. Come back when things are getting
better and try to renegotiate then.

Countermeasures: Requests for a time-out period can be dealt with in different ways.
You could grant it and use the time to improve your own position, or refuse and create in this
way a sense of urgency in reaching a decision.

The well is dry: "I 'm financially constrained...”

This excuse may stop the other party's efforts without putting the blame on you and
possibly make the other party lower the cost of the proposed project.

The well is dry: 'I'm ethically constrained from going any further...’

In this case you indicate that you do have the power to decide on the matter at hand —
but you do not believe the other party's proposal is ethically acceptable.

Wet noodle (assume a poker face)

You give no emotional or verbal response to the other party and sit impassively.

Divide and conquer

Alienate those members of the other party's team who are sympathetic to you from the
rest of their team.

One-step fall back

This tactic concerns concessions. The least valuable concession is made first;
negotiators develop a wide range of concessions. In that way, they will have more room for
manoeuvring, and avoid having to trade off more valuable items.

Say, Yes, and... ’

In this rejoinder "and” amplifies viewpoint without challenging it. This tactic may
result in the change of the other party's offensive confrontation into a defensive interrogation.

Say, Yes, but...”

"Yes, but...” rejoinder may be used if we admit the other side is right and we wrong. By
saying so we respond to an attack with a defensive argument.

Good guy-bad guy (Unfair Tricks)

Negotiators play this trick to make the other party reduce their expectations or to
achieve a fast concession.

An effective use of tactics is the result of thoughtful preparation and a workable
system, the aim of which is to evaluate the major factors operating in a situation that may be

negotiated. In the early stages of the negotiation, before committing their energy to the




conduct of the negotiation itself, negotiators study the situation, the problems involved, their
own and the other party's comparative strengths and weaknesses and risks.

Simulation in Teaching How to Negotiate

Knapik and Choluj (2004, p. 283 - 284) highlight the importance of developing
negotiating skills through role playing, simulations, case study, discussion clubs, on-the-job-
training, and ping-pong brainstorming.

Simulation is an important analytical tool in social science, which is used for teaching
and analysis. Simulation exercises have been used for the purpose of training government
officers in negotiation techniques.

One reason for using simulation teaching international relations is that negotiation is
an experience that may be simulated; that is, the human interaction involved in negotiation
may be represented in a laboratory setting. Negotiation requires both applied and intellectual
skills. Moreover, the aim of educational simulations is not only acquiring some information
but also teaching participants how to use it.

Designing a simulation exercise (Simulation here refers to a role-playing exercise
with human subjects.)

Yefimov and Komarov (1982) distinguish two types of simulation exercise: a static
and a dynamic one. A static simulation is one where the participants are given all the
information at the beginning, which enable them to conclude the exercise. A dynamic
simulation is one where participants are given an initial scenario; they are periodically
supplied with new and changing information. Static simulations are considered more valuable
for training in international negotiation than dynamic simulations.

Using simulation to teach negotiation skills: some advantages and constraints
Advantages

One advantage of using simulation in developing learners” negotiation skills is that it
promotes subjective understanding of negotiation processes that are difficult to convey
through other methods and enables the participants to gain subjective insight into the
complexities of the situation.

Simulation as a teaching technique also has some advantages in the transmission and
retention of factual information in comparison with traditional classroom methods.

Simulation develops various skills acquired through classroom teaching, including the
skills of being imaginative and innovative. It is usually assumed that creativity is an important
trait of a successful negotiator.

The most useful aspect of simulation both for teaching and research is that it
demonstrates problems faced in the real-life negotiation, including non-rational aspect, e.g. its
complexity of information, interests, and relationships and uncertainty about the outcome.

Constraints

Critics of simulation often question whether students learn factual information as well
through simulation exercises as they do through the more traditional methods of lectures and
readings.

If simulation exercises are highly complex, their participants miss communication.
Complexity increases the pressure on negotiators to establish their negotiation priorities,
poses a risk of loss of control, and may result in failure in the negotiation process. (After: G.
R. Winham: Simulation for Teaching and Analysis, in: Hendon, D. W. -- Hendon, R. A., pp.
409 - 423)




Conclusion

Since there are various approaches to negotiations, it is hardly possible to lay down
universal rules of successful negotiations, including those related to the choice of most
effective tactics. On the basis of research and practical experience, negotiation experts
(Raymond Cohen, 1991) present their recommendations to negotiators. We have summarised
these recommendations and arranged them under several headings:

Preparation

A careful preparation for a negotiation also includes studying the other party's
language, culture and history, and not just the issue that is negotiated.

Relationships

Cultivating contacts and acquaintances is a well-spent time. Negotiators are advised to
establish a warm, personal relationship with their interlocutors and if possible, get to know
them even before negotiations get under way.

Verbal and non-verbal message

Negotiators must consider the fact that the other party will interpret the message in the
light of their cultural and linguistic background and may not be aware that things appear
different from their opponent's perspective. Both negotiating parties have to be alert to
indirect formulations and non-verbal gestures.

Status and face- maintenance

Negotiators should be aware of the emphasis placed by their opponents on maters of
status and face. Anything that leads to the loss of face is likely to be counterproductive.

Persuading (arguments versus facts)

Negotiators should not overestimate the power of arguments; facts and circumstances
speak louder than words.

Strategy and tactics

Negotiators should adapt their strategy to the other party's cultural needs.

When haggling, negotiators are recommended to leave themselves plenty of leeway,
i.e. start high, bargain doggedly, and hold back a trump card for the final round.

Concessions: Repeated concessions tend to confuse rather than clarify the issue.

Patience: Negotiators are advised to be patient and resist the temptation of making
unnecessary concessions and working under artificial time constraints.

Presenting the outcome of negotiations: In the case of face-conscious negotiators, an
agreement achieved in negotiations must be presentable as a prestigious outcome. On the
other hand, symbolic gains may compensate face-conscious negotiators for substantive losses.
(After: Cohen, R., 1991, p. 160 - 161)

Failure to conform to these recommendations is likely to result in the failure of
negotiations. Along with other reasons of the failure, Fayerweather and Kapoor (Kremenyuk,
V., 1991, pp. 331 - 342) also mention lack of empathy; inadequate recognition of the specific
features of the decision-making process; failure to adapt the negotiating process to the local
environment; poor handling of the intermediary role of the negotiator; etc.

SOURCES

COHEN, R.: Negotiating Across Cultures. Communication Obstacles in International
Diplomacy. US, Washington, D.C.: Institute of Peace Press, US, 1991.

HENDON, DONALD. W. - HENDON, REBECCA, A. : World-Class Negotiating. John
Wiley and Sons, Inc.

LEWICKI, ROY J. - SAUNDERS, DAVID M. - MINTON, JOHN W.: Negotiation. Third
Edition. Boston: Irwing McGraw-Hill, 1999.

LUKNIC, A.: Vyjednavanie a jeho hlavné prvky. In: Ekonomické rozhlady, 28/1, 1999,

s. 45 -53.




KNAPIK, P. - CHOLUJ, V.: Socialna antropolégia a obchodné rokovanie. In: Ekonomické
rozhlady, 33/3, 2004, s.278 - 289.

KREMENYUK, V. (Editor): International Negotiations. Analysis, Approaches, Issues. A
Publication of the Processes of International Negotiations (PIN) Project. Jossey-Bass, Inc.,
Publishers, 1991.

Resumé

Prispevok sa zaobera stratégiami a taktikami, pouzivanymi v komunikacii v kontexte
medzinarodnych rokovani. V prvej Casti sa definuju zakladné pojmy (rokovania, stratégia
a taktika). RozliSuju sa dva zékladné druhy stratégii: vyhra — vyhra (win — win) a vyhra —
prehra (win — lose). Uvadza sa niekol’ko prikladov na efektivne a frekventované taktiky
medzindrodnych rokovani. V zéverecnej Casti prispevku venuje autorka pozornost’ vyuzitiu
simulécie na nacvik zru¢nosti rokovania, pricom poukazuje na vyhody a nevyhody simulécie
na uvedeny ucel.
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Juraj Hladky
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Abstract: HLADKY, J.: Language (non)culture in broadcast of commercial radios.

Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2005, no. 7, pp. 11 — 15.
The level of attention to language culture in public service media and commercial
broadcasting stations. The level of language education of presenters and editors.
Psychological, psycholinguistic and mass communication aspects of language culture and
their influence on listeners/viewers. Acoustic — stylistic, lexical — semantic, morphological
and syntactic imperfections in speech acts of presenters (analysis of broadcasting materials of
commercial radios in Trnava and Nitra regions. Generalization of requirements put on
a presenter from the aspects of language culture and culture of speech.

Key words: language communication, language culture, public service media,
commercial radios, acoustic — stylistic imperfections in speech of presenters, globalization,
lexico- semantic, morphological and syntactic imperfections in speech acts of presenters in
commercial radios.

Verejnopravne média (Slovenska televizia, Slovensky rozhlas) v minulosti pomerne
dorazne dbali na aroven jazykovej kultiry. Poradensku sluzbu pre redaktorov a moderatorov
zabezpecovali pracovnici v §pecializovanych oddeleniach oboch institicii. Odbor medidlneho
vyskumu Slovenského rozhlasu podnes vydava interné metodické a praktické prirucky, ktoré
suvisia s jazykovou kultirou v éteri a vychadzaju pritom z beznej rozhlasovej praxe.

Ciel jazykovej vychovy Zurnalistov v Slovenskej televizii bol a v Slovenskom
rozhlase aj je stale pochopitel'ny: formovat’ jazykovo-stylistické povedomie moderatorov ¢i
redaktorov tak, aby boli ich prejavy jazykovo korektné (porov. Pavlovi¢, 2002, s. 125 — 128).
Ak aj odhliadneme od toho, Ze zlou jazykovou kultirou redaktori devalvuju slovensky jazyk
a zneist'uju ostatnych pouzivatel'ov slovenciny, nastava tu aj isty psychologicky efekt, ktory je
v novinarskej komunikacii, resp. v interakcii prijimatela (Citatel'a, posluchaca, divaka)

a expedienta (redaktora, moderatora, hlasatel'a) vel'mi dolezity. Jazykova kultira reCovych
prejavov expedienta totiz pozitivne alebo negativne ovplyviluje aj tispesnost’ celej novinarskej
komunikacie, teda napriklad aj to, ¢i prijimatel’ hodnoti expedienta ako doveryhodného (v
niektorych pripadoch az mienkotvorného) komunikanta alebo nie.

V poslednych rokoch jazykovedci aj teoretici v oblasti Zurnalistiky upozorfiujii na
jednostajne klesajucu uroven jazykovej kultury osobitne v televiznom (pripominame, ze
verejnopravnom) vysielani, ale aj v printovych médidch (osobitne regionalnych a lokélnych,
porov. Rendar, 2002, s. 356 — 359). Pricinu tohto javu istotne musime hl'adat’ v uvol'neni
medialneho priestoru. V poslednych dvoch desatroc¢iach na Slovensku vzniklo (a zaniklo)
niekol’ko desiatok komerénych rozhlasovych stanic s regionalnou pésobnostou.

V pripade takychto médii méZeme skor hovorit’ o moderatoroch, pretoze programova
Struktura vysielania je zamerana na hovorené slovo (kontaktové relacie s priamou ucastou
poslucha¢ov) a na popularnu hudbu. Spravodajsku ¢ast’ vysielania zabezpecuju vacSinou
patminttové spravodajské bloky sprav, preberanych (s miniméalnou Gpravou) z agentirnych
servisov. Iba malo komercénych rozhlasovych stanic si vyraba spravodajstvo prostrednictvom
svojich vlastnych redaktorov.
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Jednou zo zakladnych poziadaviek, ktoré takéto rozhlasové stanice kladu na
moderatorov, je ich schopnost’ ,,prirodzenej* komunikacie — schopnost’ spontanne a pohotovo
reagovat, schopnost’ dynamicky rozmysl'at’ a myslienkové obsahy takisto dynamicky
prenasat’ do reci priamo v éteri. Jednym z d’alSich kritérii byva, pochopitelne, tzv.
mikrofonicky hlas — nepriznakova az prijemna farba hlasu (timbre) ako vysledny akusticky
efekt vo vysielani atd’.

Teoretici rozhlas oznacuju ako tzv. prchavé, efemérne médium. Je to pochopitel'né,
pretoZe prijem vypocutej informacie je naroény na sustredenost’ prijemcu.’ Istotne to suvisi aj
s tym, ze v pripade rozhlasového vysielania ide o jednosmernu komunikaciu s minimalnou
moznostou spitnej vizby a takisto s tym, Ze je tu vylutena jednota miesta komunikantov.” Na
tento ,,hendikep* rozhlasového vysielania by mali pamitat’ moderatori osobitne pri tvoreni
textov — €1 uz ide o ¢itané (teda vopred pisomne pripravené) alebo spontdnne hovorené texty.
Ich kompozicia musi byt jasna a zreteI'na, logicky musi byt slovosled aj vetosled.

V rozhlasovych textoch by sa mali dynamicky striedat’ jednoduché rozvité vety

s jednoduchymi suvetiami. Prijem informaciami nasyteného textu méze skomplikovat’ vetna
stavba, preto sa v rozhlasovej ani televiznej re¢i neodportica vo vel’kej miere pouzivat
zlozené suvetia s komplikovanou vetnou stavbou. V novinach alebo ¢asopisoch ¢itatel’ moze
kedykol'vek €itanie prerusit’ a vratit’ sa k informdcii, ale v pripade elektronického vysielania je
komplikovana informacia pre prijemcu uz stratena. Navyse, isté ,,vyrusenie® v recepcii
hovoreného textu negativne ovplyviluje nielen prijem aktudlneho textu (resp. aktudlnej
informacie), ale aj prijem d’alSieho, bezprostredne nasledujuceho textu.

Platon v istej suvislosti poznamenal, Ze pisané slovo je len tienom hovoreného slova.
V praxi akoby sa vSak na tento vyrok zabudalo a akoby bolo potrebné pripomentt’, ze hovorit
neznamena aj nie¢o povedat’. Problém nebyva len v stereotypnosti melddie vety,

v nedostato¢nom alebo nendlezitom vyuzivani suprasegmentalnych javov. Re¢ moderatorov
je casto ochudobnend nedostatoénym vyuzivanim intonacie, ktoré sa prejavuje napriklad

v neodliSovani priznakovych a nepriznakovych vyznamov slova ¢i slovného spojenia,
pouzitého v istom kontexte — stereotypnd intonacia moze sposobit’ neadekvatnu interpretaciu
vyznamu slova, slovného spojenia alebo vicsieho vyznamového celku (napr. pri irdnii alebo
zddrazneni vyznamu slova, vypovede). Nevyspeld az povrchné technika reci daktorych
moderatorov sa prejavuje aj v tempe reci a pouzivani pauz. Tento jav je Casty pri rychlom
¢itani textu s komplikovanou stavbou vety alebo viet. Prestavky sa preto neraz objavuji na
neoCakavanych miestach (...trestné oznamenie||na neznameho pachatela...). Pri¢inou je aj
nevyhovujuce korigovanie vydychového prudu v reci. Prestavka v reci mé dvojaky zmysel:
fyziologicky a logicky. Pauza, ur€enéd na nadychnutie sa moderatora, ma zaroven aj
ohrani¢ovat’ myslienkovy celok. Clenenie prejavu viak mozu signalizovat’ aj iné intonacné
prostriedky — vyska, sila hlasu a timbre (porov. Kral' — Ryzkova, 1989, s. 100). Zda sa vsak,
Ze spravne vyuzivanie tychto paralingvalnych prostriedkov sa javi v re¢i moderatorov ako
eSte VA¢si problém.

Spominané zvukovo-Stylistické nedostatky sa prejavuju najmé v nepripravenych,
spontanne hovorenych prejavoch. Ako d’al§i problém sa ukazuje aj neddsledna artikulécia
slovenskych hldsok. Nejde tu len o neexistenciu hlasky dé v reCovych prejavoch moderatorov
komerénych rozhlasovych stanic. Pomerne bezne (ale neocakévane) sa méakka vyslovnost’
spoluhlasok (najméi spoluhlasky /) straca aj uprostred slova (popondhlajte sa do Lidlu),

z hladiska kvantity dochadza k nenélezitému skracovaniu dlhych alebo k predlzovaniu

! Aj preto sa odportiéa prijem rydzo intelektualnych obsahov transformovat’ (zvyraznenim zazitkovosti
napr. vo ficri alebo v inych zanroch umelecko-dokumentarnej publicistiky atd’.; porov. Jurco, 2003).

? V televiznom vysielani je spominany ,nedostatok” zmierneny moznostou synchrénneho prijmu
vizudlnych informacii — obrazové a zvukové informacie sa navzajom doplnaju. Tym sa zmieriiuje aj moznost’
entropie v hovorenom texte.
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kratkych slabik (napr. pri privlastiovacich pridavnych menach: Benesove dekréty; opakuje sa
scénar), zo stipavych slovenskych diftongov sa casto stdvaju zvukové spojenia,
pozostavajuce z dvoch samostatnych hlasok (vzjat, ljetat), destruuje sa vyslovnost’ hlasky o
(vosmich, vuosmich), ba vyskytuju sa aj problémy vo vokalizécii slabik (vo vuosmich
pripadoch).

Ani slovna zasoba, s ktorou sa mézeme stretnut’ vo vysielani, neukazuje na vysoku
jazykovu urovenl moderatorov. ESte stdle mozno na vlnach éteru pocut’ bohemizmy
(doporucit, prehlasit (nieco), krabica, hranolky atd’.), mnohi moderatori zasa s obl'ubou
ohuruju svojich posluchacov anglicizmami. L. Rendar (2004) hovori o globalizujicom vplyve
angliCtiny a zaroven upozoriuje, Ze globalizacia v sebe skryva velké moznosti, ale aj velké
rizika. Tu, nazddvame sa, treba odliSovat internacionalizaciu od globalizacie.
Internacionalizacia jazyka je prirodzeny proces, ktory vzniké ako dosledok jazykovych
kontaktov a vedecko-technického rozvoja spolo¢nosti. Neuskuto¢nuje sa zivelne,
neodovodnene. Globalizacia je v§ak omnoho radikélnejsi proces a negativne moéZe ovplyvnit’
nielen uspesnost’ komunikécie, ale aj jazykové povedomie pouzivatel'ov inych jazykov. Do
slovnej zasoby tak Uplne bezne, a pritom neraz nésilne a neucelne prenikaju cudzie slova.
Velka frekvencia zbyto¢nych anglicizmov pritom sam text znejasiiuje a na prijemcu posobi
skor ako snaha o sebaprezenticiu autora textu. Istotne ucelnejSie je pritom pouzit’ domace
pomenovania, ku ktorym navyse mézeme utvorit’ synonymické rady a tak variovat’ texty.
Spokojne v§ak mézeme povedat, Ze ide o mddny jav, ktory do istej miery odzrkadl'uje
kultdrne vedomie ,,globalizatorov*. Obsah a dosah komunikacie, ktora je priam poznacena
anglicizmami, preto vel'mi jednoducho nemusi byt’ len kulovy (z angl. cool), ale aj kulovy...
(ako si tieto slovd mozno nevedomky obc¢as zamieia moderator bratislavského radia,
informujiceho o dopravnych obmedzeniach; slovo kulovy dnes uz vari mozno zaradit’ do
mladeznickeho slangu vo vyznamoch ,,skvely, uzasny®, ,,blaznivy*, ale aj ,,pekny, dobre
vyzerajuci®).

In&¢ je to s pouzivanim slangu. Komercéné rozhlasové stanice, zamerané na sucasnu
popularnu hudbu, sa stali si¢ast’ou mladeznickej kultiry najmé vd’aka vel'kému poctu
kontaktovych relacii. V takmer vylucnej orientécii na aktualnu popularnu hudbu sa skryva aj
intencionalita ich rozhlasovej produkcie — snazia sa oslovovat’ mladez a mladi dospelu
generaciu. K tejto ciel'ovej skupine sa priblizuje aj mlady hlas moderatorov a ich slovnik. Do
textov preto vstupuje pomerne vel'a slangovych vyrazov (porov. Mislovicova, 1995, s. 138).
Vicsinou nejde o umelé a nésilné pouzivanie prvkov mladeznickeho slangu, pretoze
v stkromnych radiach relacie moderuju mladi I'udia a prirodzenou stcastou ich jazyka su aj
tieto, na socialne prostredie a socialny kontext viazané prvky. Treba vSak povedat’, zZe nie
vSetky slangizmy je vhodné zaradit’ do textu. OdliSuju sa totiZ mierou expresivity, ktora,
pravda, moéze vychadzat’ aj z toho, ze niektoré slangové vyrazy st nové a da sa oCakavat’, ze
¢asom sa vnimanie ich expresivnosti v povedomi pouzivatel'ov oslabi (napr. expresivnejsie je
v komunikacii slovo cajka > caja, cajocka oproti slovu kocka, pretoze sa nim pomentuva
nielen mladé pekné, ale aj naivné dievca atd’.). No aj vo vysielani rozhlasovych stanic, ktoré
sa zameriavaju na mladého posluchaca, by malo platit’ (v komunikacii) osved¢ené pravidlo,
Ze menej je niekedy viac, a teda pouzivanie slangizmov by nemalo byt neucelné ¢i obcas az
nasilné. Efekt bystrosti ¢i dynamickosti moderatora sa da navodit’ aj ina¢ nez velkou
frekvenciou anglicizmov, slangizmov, priznakovych lexikalnych prvkov alebo opakovanim
urcitych konstrukcii (azda je uz istym idiolektizmom, Ze moderator trnavského radia
pravidelne kon¢i prehl'ad horoskopov takto: a nakoniec ryby, rybky, rybicky...). Moderatori by
sa mali va¢Smi spoliehat’ na techniku hlasu. Mnohé vyznamové odtienky slov ¢i celych
vypovedi, postoj k obsahu textu, ale aj k samému posluchacovi spol'ahlivo dekodujeme
z melodie reci, tempa, intondcie; poslucha¢ vel'mi dobre vnima, kedy sa moderator usmial,
kedy je unaveny, kedy zasa s poslucha¢om spoluciti a pod. Forme prejavu, hoci intencionélne
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zameranej na mladého posluchaca, totiz nie vzdy zodpoveda aj miera akejsi paralingvalne;j

a empaticky prezentovanej intencionality, resp. forme prejavu nezodpoveda neraz az strojena
blizkost’ moderatora k posluchacovi. Tento nesulad moze byt neraz aj pricinou nelichotivych
hodnotiacich vyrokov posluchd€ov na adresu niektorych moderatorov.

V reci moderatorov mozeme identifikovat’ aj d’alSie jazykovokulturne nedostatky —
nereSpektovanie, resp. neodliSovanie dvoch prirodzenych rodov v slovencine, ktoré sa
prejavuje v nedoslednom prechyl'ovani neslovenskych (najmé anglickych) priezvisk. To
v kone¢nom dosledku moze niekedy viest’ napr. aj k tomu, Ze recipient nedokaze urc€it’ ani rod
osoby, o ktorej sa hovori (osobitne ak ide o medialne neznamu osobu). Problémy sa vyskytuju
v ohybani apelativ, ale aj vlastnych mien (najcastejSie v tvoreni genitivu, napr. trestné
stthanie poslankyne Libusi Martincekovej). V spontanne hovorenych rozhlasovych textoch
moderatorov ako priznakové posobia daktoré slova a slovné spojenia, napr. nakolko, prebieha
vypredaj, co sa tyka atd’. Istotne je vhodnejSie ich nahradit’: pretoze, kedze, je vypredaj, zacal
sa vypredaj...; ked hovorime o..., pokial ide o..., prip. tuto konstrukciu moéZeme vynechat’
uplne.

Daktori moderatori si akiste neuvedomuji sémanticky rozdiel medzi slovesami leZat’
a visiet, ked’ pouzivaju spojenia zalezi od toho... (spravne zalezi na tom) a zavisi na tom, je
zavisly na niecom (spravne zavisi od toho, je zavisly od niecoho). Pozorny posluchd¢ si
v§imne aj to, Ze na zapadnom Slovensku fitka vietor o sile siedmich metrov za sekundu (¢i
azda so silou sedem metrov za sekundu?), ba dokonca aj to, ze dnes budu fukat vetry (?)
severnych smerov (7). Dozvediet sa vSak mozeme aj to, ze okamzita teplota (?) na
Lomnickom stite je 29 stupniov... Z konstrukcie stretne sa prezident USA a Ruska zasa
nechtiac vyplynie, Ze obidve svetové vel'moci maju vlastne jedného prezidenta atd’.

V nasej Givahe, ktord ma skor charakter marginalii ako ucelenej Stadie, sme sa snazili
poukazat’ na daktoré (zavazné) jazykovokulturne nedostatky v praxi moderatorov
sukromnych rozhlasovych stanic. Analyzované javy sme Cerpali z jazykovych prejavov
moderatorov komer¢nych rozhlasovych stanic, vysielajucich v trnavskom a nitrianskom
regione.

Praca moderatora ¢i redaktora na vinach éteru nespociva v jednoduchom rozpravani
do mikrofénu. VyZzaduje si sustredenost’, istotu, teoretické vedomosti, praktické skusenosti,
ale aj dokonalé ovladanie jazyka, ktorym prendsa informéacie k svojmu publiku. Povedané
inac¢ — tato praca v sebe sustred’uje viaceré nadania (zdmerne sme nepouzili termin profesie):
byt zaroven dobrym hercom, psycholégom, diplomatom, ale aj zabava¢om, rozpravacom, no
¢o je hlavné — byt dobrym re¢nikom.
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Resumé
Stadia analyzuje Groveti jazykovej kultary vo vysielani verejnopravnych a
komer¢nych médii. V§ima si zakladné nedostatky v re¢i moderatorov, napr. nespravnu
artikulaciu, neddslednosti na Grovni suprasegmentéalneho systému, ale aj problémy z oblasti
lexikologie (sémantiky), morfologie, syntaxe a Stylistiky. V zavere prinaSa konkrétne
odporucania a predstavu dobrého re¢nika. Poznatky spéja so psycholdgiou prijmu.
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Zu deutschsprachigen Briefen des Stadtrates von Bratislava an die Stadt Trnava aus
dem 16. Jahrhundert
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Abstract: HRASNA, M.: Towards the content of the 16th century Bratislava City Hall
letters addressed to the City of Trnava. Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2005, no.
7, pp. 16 —23.

Since awarded municipal privileges the city of Trnava played central role in the field
of the so — called “confinium* on the territory of contemporary south-east Slovakia. It kept
very vivid (similar status, aristocrats, institutions) contacts with other cities of the then
Hungarian Empire. These contacts were reflected in an abundant correspondence (majority of
which was written in German). Also the letters of the Bratislava City Council to the City
Council of Trnava (16th century) constitute one of the fundamental parts of the city
correspondence and could be found in Trnava (branch of the National Archives in Bratislava).
Language of city correspondence arouses interest of German studies, last but not least, of
historical text linguistics. Following works of other German scholars, we are trying to point
out various opening discourse markers, the purpose of which is to serve as elements
controlling and facilitating text perception. We also pay attention to modifications of these
discourse markers in time and space.

Key words: urban language, language of documents, guests, privilege, archival fund,
early, new, letter, Hochdeutsch, opening discourse markers, text production, handwriting,
form of communication, cover address, salutatio, exordium, narratio, petitio, conclusio, basic
model

A. TRNAVA UND SEINE WECHSELVOLLE GESCHICHTE

Die Stadt Trnava/Tyrnau entstand aus zwei auf beiden Ufern eines kleinen Flusses im
stidwestslowakischen Hiigelland liegenden Siedlungen. Eine dieser Siedlungen wurde,
bedingt durch ihre gilinstige Lage auf der Kreuzung wichtiger Handelswege, sehr frith zu
einem bedeutenden Marktplatz. Da hier die Miarkte regelmiBig samstags stattfanden, bekam
sie den Namen Sobota, der zum ersten Mal in einer Urkunde des Esztergomer Erzbischofs aus
dem Jahre 1211 belegt ist, durch die dem dortigen Kapitel das Recht zugesprochen wird, in
der Siedlung namens Sobota das Zehent zu erheben. Die aus beiden Siedlungen entstandene
Stadt fiihrt jedoch ihren Namen auf die benachbarte Siedlung Trnava/Tyrnau zuriick (vgl.
Simon¢i¢, 1989). Der Name wird aus dem slaw. #7n ,,Dorn“ hergeleitet. Die in der Sprache der
deutschen Kolonisten iiblich gewordene Bezeichnung 7yrna gelangte tiber das Ungarische in
lateinisch geschriebene Urkunden, spiter setzte sich in beiden Sprachen, sowohl im
Lateinischen wie auch im Deutschen die Benennung Tirnavia/Tyrnau durch.

Deutsche Géste kommen bereits im 12. Jh. in die Siedlung Sobota. IThnen wird auch
der Bau der dem HI. Nikolaus geweihten Kirche auf einem Hiigel {iber der Stadt
zugeschrieben. Die Kaufleute profitierten aus der idealen Lage der Siedlung auf der Kreuzung
von Handelswegen, die Ungarn mit Westeuropa verbanden. Beglinstigt war der Handel auch
dadurch, dass Trnava/Tyrnau 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
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wiederspiegelt die wirtschaftlichen Interessen der Géste. Die Stadt wird aus Zustdndigkeit des
Pressburger Gespans ausgenommen und einzig und allein dem Konig unterstellt. Die
Rechtssprechung und Stadtverwaltung wurde durch gewihlte Organe der Stadtbiirger
vollzogen, deren Entscheidungen durch das konigliche Gericht liberpriift werden konnten.

Die Biirger wihlten am Ostermontag jeden Jahres einen 24, spiter 60 Mitglieder
zihlenden sog. AuBeren Senat electa communitas, von dem dann ein 13-gliedriger Magistrat
(senatus magistratus) gewéhlt wurde. Unter seinen Mitgliedern wurden der Richter (iudex),
der Biirgermeister (consul) und der Stadtkapitin (capitaneus) gewihlt. Die Biirger hatten das
Recht ihren Pfarrer selbst zu erwihlen. (Néheres in Simon¢i¢, 1989 und Marsina, 1984b)

Mitte des14. Jh. iiberragte Trnava/Tyrnau mit seinem Reichtum alle anderen Stadte
der heutigen Westslowakei. Von dieser Tatsache zeugt auch das Dekret des Konigs Karl von
Anjou aus dem Jahre 1342, in dem Trnava/Tyrnau vorgeschrieben wird, in die konigliche
Kammer 100 Mark zu entrichten, wéihrend z. B. Tren¢in/Trentschin nur 10, Topol'¢any 20,
Krupina/Karpfen 35 Mark zu zahlen hatten.

Bereits zur Zeit der Erhaltung der Vorrechte war die Stadtbevolkerung nicht nur sozial
geschichtet, sondern stellte auch einen Schmelztegel von Ethnien dar. Die Gewidhrung der
Privilegien eréffnete den Weg fiir einen weiteren starken Strom von deutschen Gésten. Dies
hatte der Konig selbst in seinem Privileg vorausgesetzt, wo er ausdriicklich betont hatte, dass
er diese Stadt fiir den best geeigneten Platz hielte fiir die Niederlassung der Géste im
Pressburger Kommitat. In Folge des wirtschaftlichen Aufschwungs Tyrnaus im Laufe der
zweilten Hilfte des 13. und im 14. Jh. kamen weitere Wellen von Giésten in die Stadt, sodass
das deutsche Element in der Stadtbevolkerung das Ubergewicht gewann. Schon in der zeit vor
den hussitischen Feldziigen in Oberungarn kann man schon beobachten, dass in die
niedrigeren Bevolkerungsschichten das slowakische Element eindringt. Unter hussitischer
Besatzung Mitte des 15. Jh. fliichtet 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, spiter ebenfalls bei der Wahl des Stadtpfarrers. So ermahnt Konig Matthias
Corvinus durch ein Mandat aus dem Jahre 1486 die Biirger, die Streitigkeiten zu unterlassen.
Wer gegen diese Verordnung verstof3e, solle mit Tod und Verlust des gesamten Besitzes
bestraft werden (vgl. Simongi¢, 1989, Marsina, 1984a).

Anfang des 15. Jh. wurden die groferen ungarischen Stidte, unter ihnen
Trnava/Tyrnau, zu gleichberechtigten Partner der ungarischen Landesherren. Sie wurden als
sog. 4. Stand zum Landtag eingeladen. Diese Stddte besa3en eine entwickelte
Selbstverwaltung und waren dem Konig als Landesherr (dominus terrestralis) verpflichtet
(vgl. Marsina, 1984b).

Der Tyrnauer Stadtrat hatte einen starken administrativen Apparat zur Hand, zu dessen
wichtigsten Bestandteilen die Stadtkanzlei gehorte. Sie diente als Verschriftungseinrichtung
fiir die Angelegenheiten des Richters und des Stadtrates, gab Urkunden in Sachen der Stadt
und der Stadtbiirger heraus und fiihrte Evidenz iiber wirtschaftliche Angelegenheiten der
Stadt.

Der Besitz von einem authentischen Stadtsiegel ermoglichte es der Stadt, bereits
Anfang des 14. Jh. eine diplomatische Tatigkeit zu entwickeln, die in den folgenden
Jahrhunderten an Intensitdt gewann. Zu den éltesten schriftlichen Zeugnissen — Urkunden mit
eigentumsrechtlichem 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 aufstdndischen Truppen besetzt wurde. Diese Truppen, so das Protokoll, hitten viele
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Urkunden, Protokolle und Gerichtsakten vernichtet, einige Siegelstocke, sowie das goldene
konigliche Siegel von der Privilegurkunde entwendet.

Heute wird der wesentliche Teil des Archivbestandes von dem sog. Magistratsfonds
gebildet. Einen Bestandteil dieses Fonds stellen publica dar, 6ffentliche Dokumente, zu denen
Urkunden (Privilegien, Dekrete, Mandate, Artikel der Ziinfte usw. gehoren). Unter den
publica stehen ferner decreta regia (kdnigliche Dekrete) sowie Mandate der ungarischen
koniglichen Kammer, favernicalia (Tavernikalbriefe), palatinalia (Palatinbriefe). Unter
Urkunden finden sich 19 deutschprachige Schriftstiicke unterschiedlicher Provenienz, die in
den Jahren 1406 bis 1730 datiert sind.

Die Testamente machen die Zusammensetzung der Stadtbevolkerung zu
verschiedenen Zeitpunkten der Stadtgeschichte sichtbar. In einem Inventar erfasst sind
Testamente aus den Jahren 1511-1874. Die Verteilung der in deutscher Sprache verfassten
Testamente auf den gesamten Zeitraum ist nicht gleichmaBig. Etwa bis 1615 bleibt die Anzahl
der Dokumente verhéltnismaBig hoch. Nach 1615 ist bis 1795 eine Abnahme nicht nur der
Testamente, sondern auch anderer deutschsprachigen Dokumente zu beobachten. Dies ist mit
hochster Wahrscheinlichkeit mit der jeweils herrschenden geschichtlichen Situation in
Zusammenhang zu bringen. Im 17. Jahrhundert hatte die Stadt wiederholt mit Besatzungen
seitens aufstdndischer Truppen zu kimpfen, mehrmals wurde sie von der Pestseuche
heimgesucht. Somit nahm der rasche wirtschaftliche Aufschwung der Stadt, den sie seit ihrer
Entstehung genossen hatte, sein Ende, in der Stadtwirtschaft machten sich
Rezessionserscheinungen bemerkbar. Eine Zunahme der Anzahl deutschsprachiger
Schriftstiicke ist wieder ab 1795 bemerkbar.

Eine dhnliche ,,Periodisierung® des Archivbestandes kann hinsichtlich der Verteilung
der deutschsprachigen Schriftstiicke auch bei weiteren Inventaren vorgenommen werden. In
die éltere Zeitspanne fallen dann Dokumente aus dem 15. und 16. Jh., in die neuere
Materialien aus dem 18. und 19. Jh., eine Zasur 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 hochster
Wabhrscheinlichkeit im Zusammenhang mit den neueren administrativen Regelungen des 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 stiddtischen Amtstrager auf, sowie
unter den Aufzeichnungen iiber Stadtfinanzen, den Rechnungsbiichern, den Prozessualia,
Iuridica, Akten der Ziinfte und der Gilde.

Briefe sind in zwei Katalogen erfasst: unter den Missiles finden sich Briefe, deren
Empfanger die Stadt Trnava/Tyrnau ist, unter den Missiles civitatis tyrnaviensis dann solche,
deren Absender zumeist der Stadtrat Tyrnaus oder andere stadtische
Verwaltungseinrichtungen sind. Die Inventare betreffen den Zeitraum zwischen Anfang des
16. Jh. und Mitte des 19. Jh. Unter den Missiles des Zeitraums zwischen 1500 und 1570
kommen 229 auf Deutsch verfasste Briefe von verschiedenen Absendern vor. Unter den
Verfassern finden sich Personen wie Adlige aus der nidheren und weiteren Umgebung der
Stadt wie auch andere Stidte, zumeist andere freie konigliche Stadte, mit denen Tyrnau einen
regen Briefwechsel unterhielt.

Der Fonds Missiles umfasst ebenso auch alle Briefe, die im untersuchten Zeitraum von
Pressburg nach Trnava/Tyrnau geschickt wurden. Pressburg gehort zu denjenigen freien
koniglichen Stiddten Ungarns mit denen Tyrnau einen iiberaus reichen Briefwechsel unterhielt.
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B. TEXTEROFFNUNGSSEQUENZEN ALS GRUNDMUSTER

Arne Ziegler geht in seinem 2003 veroffentlichten Band ,,Stidtische
Kommunikationspraxis im Spatmittelalter von der Prdmisse aus, dass es im Text
Makrostrukturen gebe, die durch die Textarchitektonik (formale Anordnung der Textteile)
und Komposition des Textes (Strukturierung des Inhalts) reprasentiert sind. Dabei konnen
sich die Textarchitekturen horizontal (durch typische sequentielle Textverkniipfungen) oder
vertikal (durch aufeinander referierende Elemente) konstituieren. Dabei sei es bei einer
textlinguistischen Untersuchung unumgénglich, die verschiedenen Konstruktionen der
inititerenden Textteile darzustellen. Dies wird dadurch begriindet, dass der Text eine
rezipientenorientierte Gliederung aufweist, die ausgerichtet ist auf ein schnelles Erfassen des
Textes auf den ersten Blick. Hierbei werde der Text auf indizierende Muster liberpriift — die
sog. Texterdoffnungssequenzen. Diese erleichtern es dem Rezipienten, den Text selektiv zu
lesen und zu verstehen. So werde der Text in erster Reihe partiell rezipiert, gescannt. Die
partielle Kontrolle des Produzenten und des Rezipienten iiber den Text werde durch lokale
und globale Verfahren ermoglicht. Dabei handle es sich bei den lokalen Verfahren um die
Stiftung der Zusammenhédnge zwischen aufeinander folgenden Elementen eines Textes. Die
globalen Verfahren stiitzen sich auf die Textgliederung, typographische Gliederung sowie die
schon erwéhnten textarchitektonischen Gliederungen. (Ziegler, 2003, S. 209 ff.)

Bei der Beschéftigung mit historischen Handschriftenkorpora dringt sich die Frage
auf, in wie weit diese den von Ziegler fiir die Pressburger Stadtkanzlei des 15. Jahrhunderts
skizzierten Textstrukturen entsprechen und ob sich fiir andere Zeitspannen sowie
Verschriftungsorte dhnliche Regularitdten in Textproduktion ermitteln lassen.

Da sich das uns vorliegende Handschriftenkorpus von dem von Ziegler untersuchten
Material nur in der Zeitperiode, jedoch nicht im Verschriftungsort unterscheidet und die
Kommunikationsform Brief sich in dem betreffenden Zeitraum bekanntlich nach einem
relativ festen Strukturmuster richtet, kann vorausgesetzt werden, dass die Handschriften aus
dem Trnavaer Archiv nur wenige Differenzen zum Material aus dem 15. Jh. aufweisen. In den
Untersuchungskorpus wurden 20 Handschriften aus dem Bestand des Magistratfonds des
Trnavaer Archivs, Abteil Missiles aufgenommen (das eingehende Verzeichnis nach
Archivsignaturnummern ist dem Literaturverzeichnis angeschlossen). Ihr Umfang betrégt in
den meisten Fillen eine, seltener zwei, drei oder auch vier beschriebene Seiten. Die Schrift ist
die gotische Kursive mit mehr oder weniger ausgeprigter Neigung zur Waagerechten, die fiir
das ausgehende 15. und das 16. Jahrhundert typisch ist (vgl. Diilfer/Korn, 1995). Die Sprache
der Handschriften ist dem Frithneuhochdeutschen zuzuordnen.

Im Folgenden wird das traditionelle Schema dargestellt, nach dem sich die
Kommunikationsform Brief im untersuchten Zeitraum richtet. Dieser allgemeinen Darstellung
folgt im Weiteren eine libersichtliche Auflistung der im Trnavaer Korpus vorkommenden
initialen Textsequenzen in den einzelnen Strukturbestandteilen der Kommunikationsform
Brief. Die Grundmuster werden als GM1 bis GM17 gekennzeichnet, in Klammern erscheint
die Vorkommenshiufigkeit der einzelnen Grundmuster.
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Strukturelle Hauptbestandteile

Inhalt — kommunikative Funktion

1.Salutatio

Benennung der Kommunikationspartner;
Definition des Interaktionssystems; Gruf3;
Anrede

2. Exordium

Begriindung des Briefes; Bitte um Gunst;
Bemiithen um Wohlwollen und Interesse

3. Narratio Informationsdarstellung; Darstellung des
Sachverhalts
4. Petitio Zeigen, was der Adressat mit den

Informationen machen kann/soll; Festlegen
der kooperativen Funktionen; Bitte;
Vorbringen des Anliegens

5. Conclusio

Schlusswort (GruB3, Ausstellungsort, -datum)

(Aus: Ziegler, 2003.)

Aufenadresse

GM1 (19)

Apposition Nominaler Kern Attribut Apposition

ndhere Bestimmung | Adressat Ort ndhere Bestimmung

91. Dem Erlamen weilen herrn Richter zu Thirna,

vnnfern ginltig~ vnnd liebn freundt

Salutatio

GM2 (19)

Apposition Nominaler Pronomen Nominaler Adverb

Kern Kern

nédhere Adressat Absender- Objekt temporaler

Bestimmung Zuordnung Bezug

644. Furfichtig Erfam vndt weile frinde vndt Vnler frundtlich willig  zutior
ginltige herrn nachparn dienlt

Exordium/Narratio

GM3 )

Pronomen HV/VV (Nominalphrase) (VV)

Auftraggeber Verb/Empfangsverb | Objekt Empfangsverb

91. vnns  [eind zway vallel kugln heut dat~

148. Erfamen herren Vnns bringen

GM4 (2)

Nominalphrase Pronomen A%

Kommunikationsform Auftraggeber Empfangsverb

278. E.w. Schreiben Anmich langend
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GMS (5)

Nominalphrase HV Pronomen A%

Kommunikationsform | Verb Auftraggeber Empfangsverb

137. Erfamen herrn E. w. [chreiben mit [einer Innhalt haben wir vernomen

GMB6 (2)
Adverb Pronomen Nominalphrase Verbalkomplex
Handlungsbestimmung | Auftraggeber Adressat Kommunikationsform

175. Erfam weis herfi demnach wir E.w. gelchriben habn

GM7 4)
Pronomen \AY Nominalphrase \AY
Auftraggeber Performatives Verb | Adressat Empfangsverb

360. wir geben E.w. zuterlteen

GMS8 (2)

Adverb Pronomen Verbalkomplex

Anschluss/Verweis Auftraggeber Empfangsverb

283. ..wie wir bericht werden

Petitio

GM9I (8)

Verb Adverb Pripositionalphrase | Pronomen Nominalphrase
Verb Handlungsbestimmung | Adressat Auftraggeber | Performativ

996. It demnach ann E.w. vnler frandtlich Bitt

GM10 4)
Pronomen/Nomen Pronomen Adverb Verbalkomplex
Zweck Adressat Handlungsbestimmung | Handlung

137. des IrEuch atich dmaflfen zihalten befleillet

GM11 (2)
VvV Adverb Nominalphrase
Performatives Verb Handlungsbestimmung Adressat

723. Bitten demnach E.w.
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Conclusio

GM12 (10)
Pronominaladverb Pronomen Pronomen Adjektiv/Nomen
Instrument Bezug Adressat Zweck

91. hiemit was euch dinftlich

GM13 (2)

Modalverb Pronomen Pripositionalphrase | Pripositionalphrase Verb

Absicht Auftraggeber | Adressat Handlungsbestimmung | Handlung

173. wolln wir [olhes der vmb  als vnlere In der belchuld vnd
pillikhait  E.w. glete gleichn vad  verdienen
nach nachtparii In Merern

GM14 4)

HV Pronomen Nominalphrase | Verbalkomplex

Verb Auftraggeber Adressat Empfang

785. Haben wir E.w. nitverhalten wellen

GM15 (2)
Nomen Verb Nomen
Gott Anrufung Objekt

785 Gott geb hilff vndt gnad

GM16 (19)
Verb Nomen Nominalphrase
Verb Ort Tag, Monat, Jahr

1116. Dat~ prefburg 21 Novembf 1545

GM17 (19)
Nominaler Kern Attribut
Auftraggeber Ort

91. Richter Burgermailter vnnd Rate der Statt Bre(birg

Die wesentlichste Funktion der Grundmuster als textiniziierende und
textrezeptionssteuernde Elemente 14sst nicht allzu viel Freiraum fiir deren strukturelle
Verdnderungen offen. Dies mag einer der hauptsdchlichen Griinde fiir die verhéltnisméBig
hohe Festigkeit der Grundmusterstrukturen sein, wie er sich auch im vorliegenden
Handschriftenkorpus, wie erwartet niederschldgt. In den untersuchten Handschriften kommen
keinerlei derartige Differenzen auf, die eine Deutung als markante strukturelle Verdnderungen
der Texter6ffnungssequenzen in Zeit oder Raum zulassen wiirden (vgl. mit Ergebnissen von
Ziegler in Ziegler, 2003, S. 219 ff).

Unseren Untersuchungsergebnissen zufolge bleibt festzustellen, dass mit der Zeit
vielmehr die Variabilitdt der Grundmusterstrukturen steigt, insbesondere durch
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wortschatzmédfige Bereicherung von Erweiterungskomponenten der einzelnen Grundelemente
der initialen Sequenzen. Erwartungsgemaif fallt diese Variabilitdt in den Rahmenteilen
Salutatio und Conclusio aus, eine steigende Tendenz ist in Richtung zum zentralen
Textbestandteil Narratio zu beobachten.
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Resumé

Od udelenia mestskych privilégii v r. 1238 zohravalo mesto Trnava centralnu rolu v
oblasti tzv. konfinia na dne$nom juhozépadnom Slovensku. Udrziavalo vel'mi zivé kontakty s
inymi mestami vtedajSiecho Uhorska s podobnym postavenim, ako aj so sachticmi,
kralovskymi a inymi institaciami. Tieto kontakty nasli svoj odraz v bohatej korespondencii, z
ktorej vel'ka Cast’ bola napisana v nemeckom jazyku. Aj listy mestskej rady mesta Bratislavy
mestu Trnava zo Sestnasteho storocia tvoria jednu z podstatnych Casti koreSpondencie mesta,
ktora sa nachadza v trnavskej pobocke bratislavského Statneho archivu. Jazyk koreSpondencie
vyvolava zaujem germanistiky, v neposlednom rade historickej textovej lingvistiky.
Nadvézujic na prace inych germanistov, pokiiSame sa v tomto prispevku poukazat’ na
jednotlivé pociatocné textové sekvencie, ktoré posobia ako element riadiaci a ul'ahcujici
vnimanie textu a na ich zmeny v Case a priestore.
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Adaptacia anglickych kompozit v si¢asnom spisovnom jazyku
Zuzana Vépyova

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

Abstract : VEPYOVA, Z.: Adaptation of English Compounds in Contemporary
Standard Language. Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2005, no. 7, pp. 24 — 26.

The most numerous group of loan words in Slovak language is created by English
compound nouns. They may be approached and studied from different points of view and
characterized by their inseparability, semantic unity, their unity of morfological and syntactic
functioning and certain phonetical and graphic features. English compounds are written as one
word, hyphenated words or separate words.

According to the word-formation structure, we can distinguish simple compounds,
derivational compounds and compounds with at least one clipped base.

English acronyms infiltrated into Slovak vocabulary are the words formed from the
initial letters of expressions consisting of more than one word ; initialisms are the letter words
with alphabetic reading.

Key words : compounds, lexical unit, compounding, anglicism, base, morfological —
syntactic function, phonetic and graphic features, acronyms, abbreviations, initials.

NajpocetnejSiu skupinu prevzatych anglicizmov v slovencine tvoria zloZené slova,
ktoré su vysledkom procesu utvarania novych slov skladanim a zvicsa su z okruhu lexiky
administrativneho, ndu¢ného a publicistického stylu.

Skladanie je jednym zo zékladnych, najproduktivnejSich a najstarSich spdsobov
tvorenia novych slov v jazyku. K zloZenym slovam mozno pristupovat’ a skimat’ ich
z rozli¢nych hl'adisk : diachronicky - je to proces tvorenia novych slov spajanim najmenej
dvoch zakladov a synchronicky - zlozené slovo je lexikdlnou jednotkou, ktoré sa sklada
z dvoch a viacerych zékladov, gramaticky a lexikalne funguje ako jednoduché slovo.

Zlozené slova maju pri obohacovani spisovného jazyka dblezity vyznam. Podstatou
ich slovotvornej Struktiry je spajanie plnovyznamovych slovnych zékladov do jednej
lexikalnej jednotky, alebo sa tvoria na zaklade prirad'ovacich a podrad’ovacich syntagiem.

Zo sémantického 1 formalneho hl'adiska su v jednotlivych kompozitach zretel'né
zlozky, ktoré v izolovanej podobe funguji v tom istom vyzname ako v kompozitach. Kazdy
z komponentov si zachoval pdvodny vyznam a sicasne je tu nové slovo, ktoré¢ ma celkovy,
casto Specifikovany vyznam. Slovenské ekvivalenty anglickych kompozit maji tieto slovné
zaklady: a) jednoduché, napr. brejkbol : brejk - rychly s6lovy unik / prechod do protiutoku /
bol - lopta / vSeobecne zndme slovo zo Sportovej terminologie /, brejkbol — zachytenie lopty
priamo v lete a podanie d’alej, b) edvodené, napr. snowboarding, bestseller alebo c)
skratkové, napr.: e-mail, e-learning. Stava sa, Ze jeden zo slovnych zakladov moZe mat’
prevzaty povod, napr.: nohejbal - ¢esky slovny zaklad nohej + anglicky slovny zaklad ball;
profitenista - latinsky slovny zéklad v skratenej podobe /profesional/ + anglicky odvodeny
slovny zaklad tenista, peoplemeter - anglicky slovny zaklad + grécky zaklad...

Pri preberani anglickych kompozit sa niekedy podceiiuje kategoria prirodzené¢ho rodu
a nepravidelného pluralu v angli¢tine a do komunika¢ného procesu preniknu slova typu
kowbojka, frontmanka alebo Soumenka, ktoré vznikli skladanim dvoch substantiv. Slovny
zaklad boy, resp. man je v anglictine muzského rodu, zenskym ekvivalentom je dievca, resp.
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zena Cize prevzaté slova muzského rodu s derivacnou priponou -ka, ktorou sa v slovencine
tvoria Cinitel'ské podstatné mend zenského rodu, su semanticky i morfologicky nespravne.

Anglické kompozitd mozno charakterizovat’:

- ich nedelitelnostou, to znaéi, Ze nemdzu byt’ narusené inym slovom — airbag, airbus,

- ich sémantickou jednotou — armwrestling /z4pas v pretlacani pazi/,

- ich jednotou v morfologickej a syntaktickej funkcii / st jednoduchym slovnym

druhom a ohybané ako celok / - greenpeace/grinpis, evergreen,

- urcitymi fonetickymi a grafickymi znakmi — brainwriting, T-shirt, M-size.

V anglictine je niekedy vel'mi tazké odlisit’ zlozené slovo a slovnt skupinu, pretoze
nepozname vseobecne platné pravidlo, ktoré mozno pouzit' na vymedzenie anglickych
kompozit. Z ortografického hl'adiska nie su dané pevné, nemenné pravidla v pravopisnej
sfére, do akej miery moze byt kompozitum pisané ako: jedno slovo, napr.: topmodel, laptop,
kornfleks, pinkarta, tinejdzer, jackpot, playstation, chatboard..., so spejovnikom, napr.: sugar-
free, cholesterol-free, know-how, ink-jet, in-line, on-line, off-line, twin-set, pin-up-girl...
alebo ako izolované slova, napr.: talk Sou, hot dog, fast food, dream tim, all star, second hand,
fitness club...

Podra zlozenia alebo odlisnych sposobov sladania slov mozno anglické kompozita
diferencovat na:

- jednoduché /skladajuce sa z jednoduchych zdkladov/: playboy, notebook, bilboard,

biznisman, laptop, soundtrack, gélman...

- odvodené /jeden slovny zaklad je odvodené slovo/ : headliner, windsurfing,

homebanking, hitmaker, cheerleaders

- so zloZzenym slovnym zakladom : softsexfilm... / V slovencine zatial’ nenachadzame

slova typu aircraftman alebo aircraftwoman, slovenské ekvivalenty maji bud’

jednoduchu alebo odvodent $truktaru zloZeného slova. /

- pozostavajuce aspon z jedného skratkového zakladu : e-learning, e-phonebanking,

- e-mailbanking, SMS-banking, VIP-party, sci-fi...

Skladanie je najtypickejSim spdsobom tvorenia podstatnych a pridavnych mien
v obidvoch jazykoch, slovesné kompozita typu internetovat’, snowboardovat’ su zriedkavé.
Podrla vztahu jednotlivych slovnych zdkladov mozno vyvodit’ koordinativny /prirad’ovaci
vzt'ah/ alebo subordinativny /podrad’ovaci vztah/, ktory je v anglictine zastipeny
v pocetnejsej miere.

Mnohé zlozené slova st akronyma /skratkové slovd/, ktoré ako anglicizmy prenikli do
slovnej zasoby slovenciny a podl'a spdsobu tvorenia mozno ich charakterizovat’ ako slova,
utvorené z pociato¢nych pismen vyrazov, skladajucich sa z viac ako jedného slova, Citaji sa
ako bezné slova s pravopisnou vyslovnost'ou a piSu sa bud’ vel’kymi pismenami alebo
zriedkavejs$ie malymi pismenami:

AIDS [ejc, ajc] — Acquired Immune Deficiency Syndrom,

RAM - Random Access memory,

PIN - Personal Identification number,

CD ROM - Compact Disk Read Only Memory,

WHO — World Health Organization,

UFO — Unidentified Flying Object

UNPROFOR — United Nations Protection Forces,

NHL — National Hockey League,

UNESCO — United Nations Educational, Scientific and Cultural Organization,
laser — light amplification by stimulated emission of radiation,

www — world wide web,

radar — radio detection and ranging,

basic English — British, American, Scientific, International, Commercial English,
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programovacie jazyky : algol — algorithmic oriented language,
cobol — common business oriented language.

Abreviacia je proces skracovania v najSirSom zmysle slova a v si¢asnom obdobi sa
tento proces stal vel'mi aktudlnym, niektoré slova alebo slovné spojenia nadobudaju pri
dorozumievani enormnu frekvenciu v dosledku ekonomizacie. Je to interlingvisticky proces,
ktory sa tyka vSetkych prirodzenych jazykov. Pri tvoreni skratiek v slovencine sa musi dbat’
na to, aby sa skratka koncila na spoluhlasku, lebo pre charakter slovenského slova su
spoluhlasky dolezitejsie nez samohléasky. Ked’ sa skratky, znacky alebo skratkové slova
vyskytuju vo vete, treba ich v kontexte chapat’ ako plné nadzvy a nie ako gramatické utvary,
napr. nie ,,USA zaujalo stanovisko®, ale USA zaujali stanovisko /Mistrik, Moderna
slovencina, 1983, s.89/.

Zo stylistického ako aj informativneho hl'adiska je ddlezité, ¢i sa pouzije skratka alebo
plny nazov. Plny nazov sa pouziva v oficidlnych prejavoch, skrateny vo familiarnej alebo
hovorovej reci.

Prevzaté abreviatiry z angli¢tiny — inicializmy sa piSu anglickym pravopisom a maju
pravopisnu vyslovnost’ /alfabetické ¢itanie/ : VIP [vi, aj, pi] — very important person, PC [pi,
si] — personal computer, SMS [es, em, es]- short message service, CD [si, di] — compact disk,
PR [pi, 4] — public relations, UT [ju, ti] — universal time...

Niektor¢ skratkové slova /ako sme uz vyssie uviedli/ sa pouzivaju ako slovny zaklad
v kompozitach, napr. sci-fi, high-tech, hi-fi, teleshoping, telework a vyslovuju sa ako jedno
viazané slovo s anglickou vyslovnostou.
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Resumé
Zlozen¢ anglicizmy v sloven¢ine mozno skumat’ z rozliénych hl'adisk, pretoze su
charakteristické svojou nedeliteI'nost’ou, sémantickou jednotou, morfologickou a syntaktickou
funkciou a ur¢itymi fonetickymi a grafickymi ¢rtami.
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Maidchen zu sein ist schwer, aber...
Viera Lagerova

Katedra modernych filologii, Pedagogicka fakulta TU,
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Abstract: LAGEROVA, V. Being a girl is hard, but... Mddchen zu sein ist schwer,
aber... Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2005, no. 7, pp. 27 — 30.
On the basis of selected texts from children and youth literature the author tries to show the
models of girlish/boyish behaviour in different periods. Using the source of picture books
from 19th century to children books of the 90s (20th century). She gives an illustrative and
broadly conceived picture of the boyish/girlish roles and their self-recognition. Models of
education apply to life and social examples of parents and are adjusted to the particular era
events.
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Lange Zeit gab es wenig Neues im Bereich der Kinderliteratur, was Inhalt und
Geschlechterrolle betrifft, bis sich im Laufe der letzten fiinfzehn, zwanzig Jahre ziemlich viel
verdnderte. Biicher fiir Kinder traten - und treten - immer mit dem Anspruch auf, die kindliche
Welt zu zeigen. In den alten Biichern wurde Kindern jedoch eine Wirklichkeit geboten, wie
sie nur in der Vorstellung von Erwachsenen existierte.

Die idealisierte Vorstellung biirgerlich gepriagter Eltern wurde als tatsdchlich
existierend dargestellt, Verhaltensweisen, die Eltern fiir wiinschenswert hielten, wurden
tradiert.

Besonders deutlich ist das bei den alten Madchenbiichern festzustellen, die von der
Rollentradierung am stédrksten betroffen waren. Das Médchen sollte auf seine kiinftige Rolle
als Frau und Mutter vorbereitet werden, es sollte rechtzeitig lernen, zu dienen und fiir andere
da zu sein.

Die Eigenschaften, die ein Maddchen haben sollte, waren klar umrissen: bescheiden,
fromm, fleiBig, liebevoll, demiitig.Diese sogenannten "inneren Werte" galten noch mehr als
“dullere Schonheit. Intelligenz wurde nicht gefordert. Jungen hingegen sollten sein: mutig,
neugierig, klug.

Die Kinder sollten moglichst problemlos in die Lebens- und Gesellschaftsform der
Eltern hineinwachsen. Fiir Maddchen hief das: Sie sollten eine gute Hausfrau werden und
einen Mann bekommen, der fiir sie und die Kinder sorgte. Selbsténdigkeit im Handeln und
Denken war fiir sie hochstens bis zur beginnenden Pubertit erlaubt, dann muflten sie vom
"Leben" diszipliniert werden. Jeder oder jede hat wohl schon mal eine Protagonistin vom
Typus "Wildfrau" kennengelernt. Als Kind darf sie toben und auch mal ein Kleid zerreifen,
doch als junges Méddchen muss sie einsehen, dass ein solches Verhalten der Kindheit
vorbehalten ist: ihre Realitét als Frau sieht anders aus.

Maidchenbiicher iibernahmen hier die Rolle des "Lebens", indem sie beisplielhaft
Aufmiipfigkeit und Eigensinn bestraften, dagegen aber Wohlverhalten belohnten.In den alten
Bilderbiichern ging es nicht viel anders zu: In Bilderbiichern des 19. Jahrhunderts bis in die
dreifliger Jahre unseres Jahrhunderts war es so, dass Médchen, hiibsch gekleidet und mit
Schleifen im Haar, vorwiegend auf Stithlen oder Binken sa3en und mit Puppen spielten, oder
sie hatten eine Puppenstube mit einer voll eingerichteten Puppenkiiche, in der sie Tee kochten
und was dergleichen Tétigkeiten mehr waren. Das hei3t auch, dass sie fast immer sitzend oder
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stehend abgebildet waren und sich beim Spiel wenig bewegten, sie waren korperlich passiv.
Und selbstversténdlich achteten sie auf ihre Kleidung, ein Fleck auf der Bluse war bereits ein
grofles Ungliick. Das Spiel der Mddchen bezog sich nur auf die Rolle, die sie spéter im Leben
erwartete und die sie bereits in frither Kindheit einzuiiben hatten. Ganz folgerichtig wurden
erwachsene Frauen in diesen Bilderbiichern fast immer als Hausfrauen und Miitter gezeigt,
vorwiegend bei der Zubereitung des Essens. Frauen, die sich ihren Lebensunterhalt selbst
verdienen konnten und dadurch unabhingig waren, gab es im Bilderbuch nicht, jedenfalls
nicht in den Biichern, die ich kennengelernt habe. Kleine Jungen hingegen hatten Baukésten,
Rechenschieber, Holzeisenbahnen, hélzerne Wagen mit Pferden, Drachen und anderes. Sie
durften Ball spielen, mit einem Boot fahren, basteln, auf Bdume klettern. Das spielerische
Abenteuer war ihnen nicht verwehrt. Sie waren korperlich aktiv, und ein "richtiger" Junge war
einer, der sich nur schwer bindigen lie8. Ein Junge, der sich bei einer Priigelei eine zerrissene
Hose zuzog, wurde zwar auch ausgeschimpft, aber das Lacheln der Mutter zeigte dann
regelmadssig einen nachsichtigen Stolz. Aufgeschlagene Knie gehdrten ebenso zu einem
Jungen wie ungekdmmte Haare und rote Backen.

Viter in Bilderbiichern verrichteten anerkannt wichtige Aufgaben wie Héuser bauen
oder einen Acker bestellen. Sie verdienten das notwendige Geld, hatten Kontakte mit der
AuBenwelt. Sie waren stark und kréftig, konnten sich wehren und wurden bewundert. Fiir die
Kinder waren sie unangetastete Autorititen, streng, aber gerecht - und, selbstverstandlich,
kliiger als die Miitter.

Die ersten berufstatigen Frauen, auler den Dienstmédchen, Mégden und
Waischerinnen, die in Biichern fiir junge Kinder auftauchten, waren vermutlich Gouvernanten.
Fiir kleine Madchen war dieses Berufsbild nun auch nicht gerade verlockend, um so mehr, als
sie spdter in Kinder- und Jugendbiichern lasen, dass Gouvernanten sowieso nur Frauen wiren,
die aus irgendwelchen Griinden keinen Mann abbekommen hétten.

So ungefahr blieben Bilderbiicher bis in die Zeit der Hitlerdiktatur. Bilderbiicher
wurden nun als Vermittler rassistischer Ideologien und zum Transport nationalsozialistischer
Familienideale missbraucht. Hausfrau und Mutter zu sein war das hochste Frauenideal.
Wiederum keine andere Perspektive fiir Mddchen als die Abhédngigkeit von einem Mann.

Nach 1945 fielen diese Biicher der Zensur zum Opfer, was man natiirlich nur begriilen
kann. Die ersten Bilderbiicher der Nachkriegszeit waren wieder die ganz alten aus der
Vornazizeit. Die ganz heile Welt, besonders gerne dargestellt an Zwergen, Hasen, Béren und
Méusen. Anderungen kamen erst in den sechziger Jahren, wihrend das Wirtschaftswunder
stattfand und es den Leuten gut genug ging, dass sie sich um die ,,Bildung* auch kleinster
Kinder bemiihten. Kinder wurden mit Spielzeug, selbstverstiandlich rollenspezifischem,
tiberhduft. Jungen bekamen nun elektrische Eisenbahnen, Autos, Bagger usw. Zusétzlich zu
den vielgeriihmten ,,inneren* Werten wurde nun auch Schonheit zu einem Thema fiir
Maidchen. Die Puppen hatten nicht nur Haare zum Kdmmen, sondern auch eine grofie
Auswahl an Garderobe fiir die verschiedensten Anlisse. Das alles spiegelte sich auch in den
Bilderbiichern.

Ein wirklich neues Frauenbild war noch nicht zu finden. Aber immerhin traten schon
Verkéuferinnen und Friseusen als Beispiel fiir berufstéitige Frauen auf. Krankenschwestern,
die im Jugendbuch eine Rolle spielten, gab es im Bilderbuch kaum. Das Thema ,, Krankheit*
gehorte zu den ,,schwierigen* Themen und war tabu.

Rollenverhalten und Rollentradierung in der Erziehung und somit auch ihre
Darstellung in der Kinder- und Jugendliteratur wurden zu einem wichtigen Diskussionspunkt.
Es ging dabei ganz folgerichtig um die Rolle der Hausfrau und Mutter, also genau um die
Rolle, die frithere Kinderbiicher als hidufigstes und meist auch als einziges Erziehungsziel fiir
Maidchen anboten. Erstmals war die Frau ein menschliches Wesen mit eigenen Bediirfnissen
und nicht mehr nur Dienerin der Familie. Frauen wurden unabhingiger. Aber immer noch
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nicht in Bilderbiichern. Diese verdnderten ihr Erscheinungsbild, sie sind inzwischen
kiinstlerisch und asthetisch anspruchsvoller.

Es gibt, zum Gliick, auch immer mehr Madchen, die zu Hauptfiguren in Bilderbiichern
werden. Médchen, die frecher und vitaler sind als ihre Vorgingerinnen. Nur leider hat das
Bild der Frau in Bilderblichern mit dieser Entwicklung kaum Schritt gehalten.

Auch heute sind in den meisten Bilderbiichern die Miitter immer noch diejenigen, die
fiir die Familie sorgen, auch wenn Kinder in der Realitit nach dem Erziehungsjahr oft langst
in Kindergirten, Schulhorten oder bei Tagesmiittern untergebracht sind. Im Bilderbuch bleibt
die Rolle der Hausfrau und Mutter meist unangetastet. Berufstdtige Frauen und
alleinerziehende Miitter sind eine Realitét, die nur sehr zogernd Eingang in Bilderbiicher
findet. Noch langsamer geht es mit der Doppel- und Dreifachbelastung der Frauen. Da Frauen
sich nicht immer zur Entscheidung - Beruf oder Kinder - zwingen lassen wollten, versuchten
sie, beides unter einen Hut zu bringen. Das hat dazu gefiihrt, dass den traditionell geforderten
Eigenschaften von Frauen, Hilfsbereitschaft, Aufopferungsbereischaft, Fiirsorge, noch die
neuen Zwénge, schon und beruflich erfolgreich zu sein, einfach hinzugefiigt wurden. Die
Konflikte, die sich aus diesem neuen Selbstverstdndnis von Frauen ergeben, tauchen in der
Kinderliteratur bereits auf, im Bilderbuch allerdings selten. Nach der politischen Wende der
achtziger Jahre gibt es Tendenzen, die Frau wieder in ihre alten Rollen zuriickzufiihren. Das
ist sehr bedauerlich. Viele kritisch denkende Eltern scheinen heute verstirkt auf Asthetisches
und Phantasievolles auszuweichen. Ich bin iiberzeugt davon, dass sich die Entwicklung trotz
einiger mehr oder weniger erfolgreich angebrachten ,,Wende-Mandover* nicht einfach
zuriickdrehen lésst.

Bei Kinderbiichern gibt er einen auffallenden Trend: das kesse Madchen ist nicht nur
im Kommen, es ist schon da.

Als Beispiel dafiir ist das Buch ,,Mensch Mama* von V. Hazelhoff. Die Hauptrolle
spielt Maartje, sie ist alles andere als ein Star, eher ein kleiner Pummel. Sie probiert alles aus,
sie ldsst sich auf alles ein. Wie kess und treffsicher sie ihre Bemerkungen macht, wie einseitig
sie die Welt wahrnahm und auf ihrem Recht auf diese Einseitigkeit besteht, wie beildufig und
zielsicher sie genau die Balance zwischen Aufséssigkeit und Nachgeben findet, die es ihr
ermoglicht, mit ihren Eltern und der weiteren Umwelt zurechtzukommen! Das ist das neue
Maidchen. Thre Mutter ist keineswegs die immer verstindnisvoll ideale Mutter, sondern eine
impulsive, warmherzige Frau, die gern lacht. [hr Vater ist nett, ein neuer Mann, der auch
Geschirr spiilt und dariiber spricht, dass er mit seiner Frau schmust. Diese Beildufigkeit, mit
der das soziale Umfeld und die vertrauensvollen Beziehungen innerhalb der Familie
beschrieben werden, ist groBartig.

Je mehr sich das Bild des Maddchens wieder einmal verengt, um so breiter gefdchert
werden, offenbar die Rollen, die Jungen heute in Biichern fiir Kinder angeboten werden.
Ihnen geht es eindeutig besser. Sie sind lange nicht so festgelegt auf einen Typus und eine
bestimmte Rolle wie Madchen. Sie miissen nicht mehr wild und aggressiv sein, diirfen es
aber; sie miissen nicht mehr stark und dominant sein, diirfen es aber. Sie miissen noch nicht
mal immer klug sein. Jungen sind hiufig ruhig, griiblerisch und sensibel. Jede Gesellschaft
zeigt in ihren Kinderbiichern, wie sie ihre Kinder haben will. Die Méddchen also nett, kess,
selbstindig, pflegeleicht.

Wo bleiben aber dann die anderen, die nicht immer eine witzige Antwort parat haben,
die ungeschickten, langsameren Madchen? Wo bleibt die Vielfalt der Moglichkeiten, der
Frauenbilder, der Vorstellungen, die wir uns immer gewiinscht haben? Haben wir das
ersehnte ,,neue Midchen* bekommen und sind drauf und dran, dafiir alle anderen
Moglichkeiten aufzugeben?

Ein selbstindiges, stets gut gelauntes Médchen ist, wenn man es genau nimmt, noch
bequemer als das brave, dngstliche Médchen der ,,alten* Biicher: Mann muss es nicht mehr
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beschiitzen, Mann muss nicht mehr die - auch finanzielle - Verantwortung iibernehmen, Mann
kann - ausser Liebe - auch erwarten, dass die neue Frau selbst ihren Lebensunterhalt verdient
und zugleich die emotionale und praktische Versorgung der Familie iibernimmt. Es konnte
gut sein, dass Médchen in den ,,neuen* Kinderbiichern auf diese Rolle vorbereitet werden.
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Resumé
Autorka sa na zéklade vybranych textov z detskej a mladeznickej literatury pokusa
poukazat’ na modely spravania dievcat a chlapcov v rozlicnych obdobiach. Vychadzajic z
obrazkovych knih od 19. storocia az po detské knihy 90-tych rokov 20. storocia, vykresl'uje
nazorny a Siroko ponaty obraz rol dievc¢at a chlapcov a ich sebapoznanie v literature. Modely
vychovy zodpovedaju Zivotnym a spolo¢enskym vzorom rodiov a st prispdsobené
prislusnému dobovému dianiu.
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The article deals with the personality and influence of a very important figure of the
Victorian age — Oscar Wilde. In the first part the focus is on Wilde’s principal work — "The
Picture of Dorian Gray" — and factors which may have formed the story, the description of
Wilde’s society and era, which were both shocked and formed by this phenomenon. The
author points to the hypocrisy and double moral of that period. Finally, the author searches for
the connection between the life of Oscar Wilde and that of the main hero of the novel —
Dorian Gray.

Key words: aesthetism, the aesthetic movement, decadence, hedonism, Victorian
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Hnutie esteticizmu, zaloZzeného na principoch lartpourlartizmu, bolo akymsi hl'adanim
novych hodnét rovnako ako akékol'vek filozofické alebo politické hnutie, ale jeho hodnoty
a motivacie boli spochybnené prave pre osud Oscara Wilda, najpozoruhodnejsej postavy tohto
hnutia.

Meno Oscara Wilda je samo o sebe pojmom. Najznamej$i a najvyznamnejsi dramatik
viktorianskeho obdobia sa prejavil ako obdivuhodne mnohostranny autor. Bol najnadanejSim
predstavitelom tendencii 1"art pour art, resp. dekadencie, ktora sa objavila v obdobi tzv. "fin
de siécle", teda v obdobi na konci 19. storocia.

Jeho dekadentné umenie odmietalo akékol'vek spojenie medzi umenim a moralkou ako
takou. Vo svojej hedonistickej zZivotnej filozofii nasiel isté estetické uspokojenie, ocaril
a Sokoval svojich citatel'ov.

Oscar Wilde and The Aesthetic Movement

Victorian age as a historical period lasted for more than sixty years. The existence of
the 'lower classes' provided the "upper classes' with opportunities for the development of
virtuous conduct through the exercise of benevolence, charity, and goodwill. The acceptance
of authority of the Church as well as the authority of the Law was essential.

Oscar Wilde was born into a society of high morals, as the Victorian society
considered itself. The lower classes shared moral and religious values with the higher ones,
but the middle class was the one which set the taste and the manners of this period from
a very religious point of view. Wilde "had the misfortune to have been born and to have lived
in the stiff-necked, prejudiced and etiquette-ridden years of the late Victorian Age." /Holland
1960, 5/

In 1887, the year of the Queen’s first Jubilee, both Victorianism and British power
seemed to be at their height, but during the next few years the solid Victorian age was coming
to an end and naturally voices were raised, like those of Wilde and Whistler.

It was the last phase of Victorianism called also 'Fin-de-siecle', the years in which
aestheticism was revised and perfected. Aesthetic Movement was a movement in which the
adoption of sentimental archaism as the ideal of beauty was carried to extravagant lengths and
accompanied with affectation of speech and manner and eccentricity of dress. The figure of
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the aesthete, once the Pre-Raphaelite, was being reconstituted at Oxford in the late seventies.
In 1887, the Oxford and Cambridge Undergraduate’s Journal took official note of the
movement.

The Nineties began in 1889 and ended in 1895. At least the Wildean Nineties did so,
and without Wilde the decade could not have found its character. The aesthetes were not
a clearly outlined group, a group of men banded together to pursue a common object, they
were a number of people who, each in his own way, had brought about a certain result. They
reacted against the stereotyped art and craft of the period, and their general tendency was
called aesthetic, the work of each being in some way related to the rest. Such diverse
characters as Ruskin, Morris, Pater, Swinburne, Whistler, Woolner, Rossetti, Burne-Jones,
Henry Irving, Lionel Johnson, and Ernest Dawson were part of the tendency but according to
Pearson: "It may be doubted if any of them would have cared to be called aesthetes."/Pearson
1954, 43/ The only unit that can be found it the movement is the outbreak of the instincts
which had been repressed by Victorian society.

Keats was the unconscious parent of aestheticism: his pictorial poems inspired the Pre-
Raphaelites (also called 'The Aesthetic School of Poetry') who were the forerunners of the
aesthetes. Though aesthetes owed something to Pre-Raphaelitism, influenced by Rossetti,
Morris, and Ruskin who upheld the strong moral tone of Victorian art, and believed in
a mediaeval world in which culture was serious, satisfying and unified, aestheticism was
a development with a difference — individualism was arrayed against conformism, sensibility
against morality. Aesthetic members of the Rhymer’s club were fin-de-siecle; they derived
their inspiration and attitudes mainly from France; their work was filled with the influences of
French decadentism and the content of their work was also decadent.

The development of English aestheticism was independent, it had no literary
programme. Pessimism, intellectual anarchy, painfulness which may cling to naturalism,
converge to support feeling of decadence.

Aestheticism was an attitude to life as well as art: it rebelled against the hideous
conditions and tastes of majority. Their aim was to shock middle class, they criticized late
Victorian social and political conventions, attacked Victorian narrow-mindedness, artistic
pretensions and social morality. Some of their main artistic ideas can be found in Wilde’s
Preface, for example: art for art’s sake, the beauty is superior to life, art is completely useless,
art never expresses anything but itself, art is neither moral nor immoral, celebration of life that
is devoted to the pleasures of the senses and of art.

The apostles of the new cult prided themselves upon having discovered what was
beautiful in nature and in art, and considered that their taste entitled them to decide what
deserved admiration.

The master of their movement was Walter Pater. He became the chief English source
of aesthetic theory. The phrase 'art for art’s sake' which was taken as the watchword of the
Aesthetic Movement and the statement: "Not the fruit of experience, but experience itself is
the end...", "To burn always with this hard, gemlike fire, to maintain this ecstasy, is success in
life"”, appeared in the Conclusion to his famous book Studies in the History of the Renaissance
which caused great sensation in literary circles because of its immorality and 'Hedonism' and
provoked controversy to the end of the century and beyond. The most dangerous was its
conclusion, which Pater omitted in the following edition, because it could cause the moral
destruction of young men.

He proclaimed Hedonism, the supreme value each moment, the significance of art and
cult of beauty. He preached the gospel of living dangerously. Pater delighted in art for its own
sake, and this differentiated him from art lovers and critics like Ruskin and William Morris, to
whom art had to connote some special service otherwise it was of little account. Admiration
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of his style, however, was not universal. Even Wilde had reservations, though he sometimes
unhappily allowed it to influence his own.

During the year 1879 the Aesthetic Movement found a new exponent, if not a new
leader. A young Irishman of twenty-four, just down from Oxford, established himself as a
'Professor of Aesthetics' in London with an intension to civilize the Philistine English through
lectures and essays on the reform of English dress and on house decoration. He put his
theories into practice, and lived and dressed the part of the reformer. He began to wear an
'aesthetic costume', a dandiacal dress consisting of a loose shirt, a large green tie, knee-
breeches, a velvet coat carrying a striking flower like lily ar sunflower, which he adopted as
badges of his cult. In this way he became publicly identified with the Aesthetic Movement
and was soon regarded as the leader of it merely because he dressed the part.

In 1882 Oscar Wilde was invited on a lecture tour of the United States which lasted
a full year. In his main lecture 'The English Renaissance in Art' he articulated the principles of
the movement.

In America and also in England he was inevitably mocked for his affectations of
manner and dress but also rather liked.

PUNCH, the humorous magazine that delighted and reassured the middle classes,
caricatured him and his creed. And there also were Gilbert and Sullivan, who in 1881 took
notice of this young man and the movement in their operatic satire Patience.

Wilde's aestheticism was no invention of his, he found it ready-made in the lectures of
Ruskin and Pater and in the writings of his elder contemporaries. For John Ruskin,

a Professor of Art and a devotee of 'art for God’s sake', art meant the outward expression of
the inward beauty. He claimed that: "4 lack of feeling for beauty means more than blunted art
sensibility, it means a contempt for right sense — beauty is the concrete final expression of
rightness."/Compton 1920, 560/

He influenced Oscar Wilde by his theories of art and beauty but not as much as Pater’s
theories, because Ruskin over-emphasized the correspondence between art and morality and
according to him art had to be useful, to serve, to express something.

The difference between Pater and Ruskin is well-explained by the fact, that "though
both welcomed beauty, for Ruskin it had to be allied with good, for Pater it might have just
a touch of evil."/Ellman 1988, 47/

Oscar Wilde hardly affected the Movement, except for extravagances of person and
behaviour, but he was himself affected by it. He addressed himself devoutly to the aesthetics
of writing, his works expressed his creed of art and life. His aesthetic doctrine contained the
theory that the justification of life was the enjoyment of beauty rather than the performance of
duty, that the highest beauty was to be found in art and that a sense of beauty is the highest
sense of which a human being can be capable. To these he added another feature, the invasion
of forbidden areas of thought and behaviour. Wilde was very much concerned with beauty,
"Though beauty", as Max Beerbohm said, "had existed before, it was Mr Oscar Wilde who
managed her debut.” /Ford 1958, 386/

As early as in his boyhood he had shown signs of that strange passion for beauty. His
doctrine is clearly expressed in his statement: "Aesthetics are higher than ethics. They belong
to a more spiritual sphere. To discern the beauty of a thing is the finest point to which we can
arrive. Even a colour-sense is more important in the development of the individual, than
a sense of right and wrong."/Ellman 1988, 288/

Many of these doctrines were reactions against the moral and aesthetic stagnation of
the period. "There is no writer or more insolent upholder of the art for art’s sake theory than
Oscar Wilde. Wilde swept morality out of view altogether, and there is no grimmer comment
up his aestehtic creed than is supplied by his own tragic life."/Compton 1920, 564/
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The Wilde’s doctrine had implications of a truly serious kind but at that time it was
likely to be received as an elevated theory of interior decoration and dress.

In The Picture of Dorian Gray his aestheticism can be found in all its aspects: the
search for intense or rare sensations, the ban put on every belief, every feeling, which sets
a limit to enjoyment, the superiority of the true artist — of whose whole life is a work of art —
over the rules of society or morality. Wilde criticises the English society on a number of
levels in his novel; he mocks both the morality and the art of the English, poverty and
hopelessness against which society turned its face, the hypocrite, for example when Dorian
says: "My dear fellow, you forget that we are in the native land of the hypocrite"/Wilde 1985,
166/ or "People are charitable. They feed the hungry, and clothe the beggar. But their own
souls starve, and are naked"./Wilde 1985, 23/

At the end of the century, it was a time of sadness and sterility when people
understood that a world of values was coming to an end. That is one reason for the emptiness
and despair at the heart of Dorian Gray, and on one level we may read this book as "an
epitaph for Victorian civilisation" and the narration of the "double life of a Victorian
gentleman"/Ackroyd 1983, 15/, the plot moving from the dining tables of the rich to the
hovels.

Wilde attacks Victorian assumptions about society. He asked to tolerate aberrations
from norm, such as homosexuality, to give up its hypocrisy both by recognizing social facts
and by acknowledging that its principles were based upon hatred rather than love. He says: "/
had mocked its artistic pretensions, are derided its social morality, I had shown the hovels of
the poor as well as the houses of the depraved, but I had also shown that in its own homes
there are lurked hypocrisy and conceit"./Ackroyd 1983, 296/

The Picture of Dorian Gray — A Tragedy of Aestheticism

In the 1880°s aetheticism suffered from lack of example: The Picture of Dorian Gray
filled the need.

After this date Victorian literature had a different book. The Picture of Dorian Gray
was Oscar Wilde's longest prose narrative, and according to what he wrote in 1890 to his
friend: "I am afraid it is rather like my own life — all conversation and no action. [ can't
describe action: my people sit in chairs and chatter"/Ellman 1988, 296/, the novel gave him
much trouble.

The Picture of Dorian Gray was published as a book with a preface and six additional
chapters, to meet the needs of the fiction market, in April 1891. Apart from those new
chapters many passages appeared in the book which were not in the magazine version, while
a number of passages appeared in the magazine, which were omitted from the book. At
Pater’s urging Wilde took out explicitly homosexual sentence about Hallward’s affection for
Dorian. He was also urged to remove the remark: " The only way to get rid of temptation is to
yield to it", but Wilde declined doing it. Wilde asked Macmillan to publish it, but they
declined on the ground that it contained unpleasant elements. A small firm Ward, Lock & Co,
agreed to bring it out.

The first reviewers condemned the work for its speculative treatment of immoral or at
least uncomfortable subjects. Wilde's friends were delighted, but the critiques were not
favourable./

Wilde replies to his critics.:” My story is an essay on decorative art. It reacts against
the crude brutality of plain realism. It is poisonous if you like, but you cannot deny that it is
also perfect, and perfection is what we artists aim at"./Pearson 1954, 148/

"The sphere of art and the sphere of ethics are absolutely distinct and separate”./Pearson
1954, 148/
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Oscar Wilde began with a familiar theme: "I first conceived the idea of a young man
selling his soul in exchange for eternal youth — the idea that is old in the history of literature,
but to which I have given new form",/Ellman 1988, 293/ he said in a letter to an editor about
the book. The new form came from localizing this theme in the contemporary controversy of
art versus life. The novel deals with inner ruining brought about by the stubborn quest of
pleasure.

Wilde’s novel connects somewhat with other narratives: Henry James’s The Tragic
Muse, Balzac’s La Peau De Chagrin, Stevenson’s Dr Jekyll and Mr Hyde, Goethe's Faust
and Meinhol’s Sidonia.

In La Peau De Chagrin, the life of the hero is connected with a piece of shagreen (like
Dorian with a picture) which shrinks each time he expresses a wish. At last the skin and the
hero’s life fade away together. But no specific work is exactly comparable. Wilde had it hit
upon a myth for aestheticism, the myth of the vindictive image, an art that turns upon its
original.

To give the hero of his novel the name of Gray was a form of courtship to a new star,
a young poet John Gray, who longed to join the world of cultivated people. The name of the
main hero Dorian Gray has a symbolic meaning — it expresses human evolution from 'gold
youth' (d"or) to grayness of old age (gray). This natural development can be stopped only by
unnatural or supernatural forces which one can bring to life at his own risk.

Wilde was concerned with images, often spoke about poses, masks, portraits and
mirrors which can disclose one’s fading beauty. In the novel the portrait ceases to mirror
Dorian’s external beauty and mirrors only his internal ugliness.

Wilde is one of the most autobiographical writers, his personality is the most
important in all his works. The novel contains a full-length portrait of himself as a talker in
the character of Lord Henry Wotton, with many of his most searching comments on life, side
by side with a complete revelation of his emotional unreality in portraying human nature and
the morbid strain in him which eventually wrecked his life.

According to Hesketh Pearson: "Each facet of Wilde's nature is discernible in the book:
his theatricality, his acute perception, his false emotion, his conversational charm, his
laziness, his snobbery, his love of paradox, his showmanship, his attraction to the Roman
ritual, his passion for luxury, his adoration of beauty, his delight in scandalizing the
burgeois."/Pearson 1954, 146/

The Picture of Dorian Gray, besides being about aestheticism, is also one of the first
attempts to bring homosexuality into the English novel. Its appropriately covered presentation
of this censored subject gave the book notoriety and originality. Though Wilde's principal s
nature remains unspecified, they are scarcely anything else than homosexuals though the
novel’s reader learn of it only through the hints. Lord Henry’s wife leaves him, rather to his
satisfaction, and he takes a cottage in Algiers (often a vacation spot for English homosexuals)
for himself and Dorian, and his attempt to inseminate his friend spiritually is at least
ambiguous. Dorian ruins men and women alike, and at the end both forms of love are
rendered as corrupt. Hallward is murdered by the man he excessively loves. Wilde made use
of the theme of homosexuality, but only in terms of unhappiness.

The statements like Basil’s confession to Dorian /Wilde 1985, 126/ or those which
were present in the magazine version but omitted in the book (e.g. I adored you madly, I grew
afraid that the world would know of my idolatry...) were used as evidence of his homosexual
tendencies against Wilde in the Queensberry case.

Pater’s refurbishing of aestheticism in the late 1860’s and early 1870’s has been
followed by a series of attacks upon it. In 1890 it would have been old hat for Wilde to offer
an unequivocal defence. He could have taken a positive view of reconsidered aestheticism as
he would in 'The Critic as Artist', 'The Soul of Man Under Socialism', and as he had already
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done in 'The Decay Of Lying'. What he did instead was to write the tragedy of aestheticism.
The Picture of Dorian Gray is the aesthetic novel not in espousing the doctrine, but in
exhibiting its dangers. The underlying legend of trying to elicit more from life than life can
give, arouses deep and criminal yearnings.

"The novel is a critique of aestheticism, which is shown to bring Dorian to ruin, yet readers
have been won by Dorian’s beauty and regretful, rather than horrified, at his wasted of it, so
that he has something of the glamour of a Faust rather than the foulness of a murderer and
a drug-addict."/Ellman 1988, 95/

The story is a morality depicting the corruption of a beautiful young man by friends
and doctrines recommending the importance of aesthetic experience as an end in itself, the
term 'aesthetic' is here given its vulgarest meaning of sensual indulgence and moral
indifference. The novel is built upon a striking symbol: the divided personality implied in
a detached existence, which watches itself, is represented by a mysterious inversion of the
natural order.

This novel reveals a destructive side of a devotion to pleasure and beauty similar to
Wilde’s own. Wilde put into the book negative version of what he had been brooding about
for fourteen years and, under a veil, what he had been doing sexually for four.

"On occasions there was a congenital Puritan lurking behind Wilde's mask of the
Aesthete or the Dandy"./Acroyd 1983, 15/ He loved that bright world which he created, but he
also allows it to be destroyed with Dorian’s cry. In his own life he saw through his pose and
even courted his eventual destruction, in his fiction, he raised a world in his own image and
then condemned it for its emptiness and its foolies.

The Picture of Dorian Gray celebrates the life that is devoted to the pleasures of the
senses and of art, of a hedonistic program carried out in disregard of all the sanctions of
morality and sentiment, but the conclusion of the novel discloses ugliness, corruption,
emptiness, and despair that lie beneath the surface of the mode of existence that has been
made to seem so desirable.

The life of mere sensations is uncovered as anarchic and self-destructive. Dorian Gray
is a test case in putting the ideas into practice. He fails. Life cannot be lived on such terms.
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Resumé
Prispevok sa zaobera osobnost’ou a vplyvom vyznamnej postavy viktoridnskeho
obdobia — Oscara Wilda.V prvej Casti Oscar Wilde a hnutie estetizmu sa autorka venuje
charakteristike doby a spolo¢nosti, v ktorej Wilde Zil a pdsobil a ktort svojim Zivotnym
Stylom do zna¢nej miery Sokoval, ale 1 formoval. Poukazuje na pretvarku a dvojaka moralku
tohto obdobia. V druhej asti prispevku Obraz Doriana Graya — Tragédia estetizmu autorka
hl'adé prepojenie medzi zivotnym pribehom Wilda a hlavného hrdinu jeho jediného romanu.
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Vocabulary significantly participates in forming language skills and in comparison
with other language tools, it is an open system. In the language system there exist various
relations among lexical units determining its semantic structure. In foreign language teaching
it is necessary to analyze and compare these relations in the target language and in mother
tongue.
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Okruh otazok, suvisiacich s vyuc¢bou a osvojovanim si cudzieho jazyka, je vel'mi
obsiahly a réznorody. Ide o zdihavy proces nadobudania re¢ovych zruénosti v po&tvant,
¢itani, ustnom a pisomnom vyjadrovani. Nevyhnutnym prostriedkom formovania a rozvijania
uvedenych komplexnych zruénosti je aktivne ovladanie jazykovych prostriedkov. ,,Napriek
tomu, Ze vo vyucovacom procese nam ide o proporciondlne zastiipenie jazykovych
prostriedkov, nie kazdy sa v rovnakej miere podiel'a na formovani jednotlivych reCovych
zru¢nosti“, hovori M. Uzakova (2004) V oblasti slovnej zadsoby su vSak poziadavky
pouzivatel'ov jazyka najvicsie. Napriek tomu, Ze lexika ako zakladny jazykovy prostriedok sa
vyznamne podiel'a na formovani jednotlivych reCovych zruc¢nosti, jej postaveniu a funkcii
v cudzojazy¢nom vyucovani sa nevenuje vzdy potrebnd pozornost’, o Com svedcia este stale
neuspokojujuce praktické znalosti cudzich jazykov u Ziakov a Studentov nasich $kol.

Zakladny ciel’ cudzojazy¢ného vyucovania spociva v aktivnom ovladani cudzieho
jazyka a v nadobudnutych zru¢nostiach sa premieta do vsetkych foriem reCovej ¢innosti.
Predpokladom na ziskanie tychto zru¢nosti je osvojenie zdkladnych jazykovych prostriedkov.
Spoznanie lexiky, gramatickych, zvukovych a grafickych prostriedkov je nevyhnutnym
predpokladom na formovanie a rozvoj komplexnych re€ovych zru€nosti. V procese
osvojovania cudzieho jazyka sa jednotlivé jazykové prostriedky daju vysvetlit’ a precvicit’ iba
na slovnom materiali. Sved¢i o tom napr. obsah telegramu, ktory je ¢asto iba zoskupenim
slov, neobsahujtcich Ziadne gramatické informacie, a predsa mu porozumieme. Podobne je to
aj s komunikéciou v cudzom jazyku. Pokial’ ovladame aspoii obmedzeny pocet lexikalnych
jednotiek, komunikacia (pravdaze iba elementarneho charakteru) moze prebiehat aj bez
znalosti gramatickych pravidiel, ale bez pouzitia slov je tito hoci iba najjednoduchsia forma
jazykovej komunikacie vylucena.

R. Repka — P. Gavora (1987) vysvetluju: "Lexika vystupuje v komunikacii na
zaCiatku procesu zakddovania a na konci procesu dekddovania informacie. Pri produkeii
informdcie ma lexika pomenovaciu funkciu. Pomocou lexikélneho materidlu pomentivame
javy a procesy objektivnej reality. V d’alSej faze komunikativneho procesu sa lexikalny
material konfiguruje do zmysluplnych Struktur, gramaticky sa ustivztaziuje. Pri recepcii sa
naopak gramaticky Struktirované javy lexikéalne dekoduju.”

Lexika kazdého jazyka je na rozdiel od ostatnych jazykovych prostriedkov otvorenym
systémom, ktoré¢ho rozsah nemozno presne stanovit. Aj podiel poznavacich procesov je pri
uceni sa cudzich jazykov ovela vyssi v lexikalno-sémantickej rovine nez v gramatickej alebo
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dokonca fonologickej rovine. Gramatické prostriedky su abstraktnejsSie nez lexikalne a ked’ze
ich Struktary (na rozdiel od lexikélnych) sa vo vSetkych komunikativnych aktoch stale
opakuju, daju sa do vel'kej miery zautomatizovat’. No napriek tomu musime tieto dva pojmy
chépat’ ako dva navzdjom spité fenomény a suhlasime s tvrdenim D.Wilkinsa (1991):
,»Without grammar very little cann be conveyed, without vocabulary nothing can be
conveyed.*

Slovna zasoba tvori nominativnu zlozku komunikativneho aktu, pomentva osoby,
predmety, ¢innosti, vlastnosti a v odbornom jazyku vedecké pojmy. Je zdkladnou jazykovou
zlozkou z komunikativneho i lingvodidaktického hl'adiska, a preto v cudzojazycnom
vyucovani jej musime venovat’ primeranti pozornost’.

Zakladnou jednotkou slovnej zasoby je slovo, ktoré ma v systéme daného jazyka
primarne postavenie. Je prieseénikom fonologického, morfologického, syntaktického a
sémantického aspektu. Aj preto nie je slovo zatial’ jednozna¢ne definované.
Charakterizovanim slova vo vztahu k jednotlivym jazykovym rovindm vystupuju do popredia
rozne aspekty. Z fonologického hladiska sa slovo chépe ako zvukovy komplex, z pohl'adu
morfoldgie ako abstraktna trieda gramatickych foriem, spojenych jednotnym vyznamom, a z
hl'adiska syntaxe sa slovo charakterizuje ako najmensi formalny prvok, zucastiiujuci sa na
vystavbe vety alebo syntagmy. Zo sémantického hl'adiska sa skiima vyznamova stranka slova.

Ak posudzujeme slovo ako jednotku lexikalnej roviny, chapeme ho ako najmensiu
relativne samostatnu Cast’ slovnej zdsoby, majucu vlastny vyznam. V tomto zmysle slovo
predstavuje lexikalnu jednotku (lexému), ktora vSak nemusi byt vzdy totozna so slovom,
pretoze ho reprezentuje nie z hl'adiska morfologickej formy, ale z aspektu jej sémantickej
jednoty. Problematika vyznamu slova je v porovnani s jeho formalnou strankou ovel’a
zlozitejSia. Ak su totiz slova z formalneho hl'adiska jednozna¢né a spravidla presne urcené,
nie su také presné a jednozna¢né z hl'adiska vyznamového. J. Horecky (1978) slovo
charakterizuje ako "odraz skuto¢nosti psychicky spracovany vo vedomi pouzivatel'ov dané¢ho
jazyka, jazykovo stvarneny formou [slova] i vzt'ahom k inym jednotkdm jazyka a
konkretizovany pri pouziti slova v istych kontextoch".

Kazda lexikalna jednotka zvycajne ma jeden zékladny a niekol'ko d’alsich vyznamov, ktoré su
aktualizované v reCovom akte vo viacerych vyznamovych variantoch. Vyznam slova
nemozno posudzovat’ ako izolovany jav existujuci mimo spojenia s inymi slovami, s inymi
lexikalnymi jednotkami, ale ako konkrétny celkom urcity vyznam slova, ktory vyplyva z jeho
pouzitia v kontexte. Tak napr. slovo schwarz v sebe zahtiia tieto vyznamy (SCHIPPAN,
1984):

schwarzes Kleid "Farbe"

schwarze Nagelrander "schmutzig"

schwarzes Brot "Roggenbrot"

schwarze Gedanken "traurige"

Vyznam slova nemozno posudzovat’ ako izolovany jav, existujici mimo spojenia s
inymi lexikalnymi jednotkami. V. Budovi¢ova (1962) pise: "Ziadna jazykova jednotka
nejestvuje izolovane. To plati aj pre slovo, ktoré je v jazyku v istych, zo synchronneho
hl'adiska pevnych vztahoch s inymi slovami, a to tak v jazykovom prejave, v reci, ako i v
jazykovom systéme. Ked’ chceme vystihnit’ jazykovu platnost’, oznacovaciu funkciu
(vyznam) lexikalnej jednotky, bezpodmieneéne musime vychadzat' z jej vztahov s inymi
jednotkami. V jazykovom systéme je lexikdlna jednotka siivztazna s inymi jednotkami, s
ktorymi vytvara pole, Ciastkovy systém v celkovej sustave slovnej zadsoby."

Z toho vyplyva, Ze medzi lexikalnymi jednotkami v jazykovom systéme existuju
rozmanité komplexné vztahy, ktoré ur¢uji sémanticku struktiru jazyka. Osvojenie si
Struktury, v ktorej st jednotlivé slova navzajom pospédjané paradigmatickymi a
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syntagmatickymi vzt'ahmi, st pre toho, kto chce ovladat’ cudzi jazyk, prave tak dolezité ako
osvojenie si prvkov z inych jazykovych oblasti. Pri cudzojazy¢nom vyucovani sa tato
skuto¢nost’ navySe komplikuje tym, Ze zlozité vztahy cudzieho jazyka sa konfrontuju so
systémom materinského jazyka a tak vznikaju asociacie a nové vztahy.

Slova lexikalneho systému su usporiadané v paradigmatickych a syntagmatickych
vztahoch. Paradigmatické vzt'ahy mozno vel'mi vol'ne chapat’ ako systémové vzt'ahy medzi
slovami, z ktorych mé hovoriaci pri formovani vety moznost’ vyberu. Ak chceme dosiahnut’
efektivne osvojenie cudzieho jazyka, musime tieto vzt'ahy dobre poznat’, pretoze v recove;j
produkcii je hovoriaci niteny pohotovo zvolit’ adekvatny vyraz z paradigmatickych radov.

Na urovni paradigmatiky sa pri vyuc€ovani cudzich jazykov ma venovat’ pozornost’
sémantickym skupinam (dvojice alebo rady) slov, ktoré vyjadruji vzt'ahy synonymie,
hyponymie, antonymie, derivacie a pod.

V jazyku sa ¢asto stretdvame s tym, Ze ten isty predmet, jav alebo jeho priznak je
pomenovany dvoma alebo aj viacerymi ndzvami. Ide o synonymické dvojice alebo rady.
Slova st synonymné, ak majt rozdielnu formu, ale priblizne rovnaky vyznam a vztahuji sa
na rovnaky denotat. Kritériom synonym je ich vzajomné zamenitelnost’ v konkrétnom
kontexte pri zachovani zédkladného vyznamu. Synonyma patria k tomu istému slovnému
druhu a odliSuju sa sekundarnym vyznamom alebo Stylistickym priznakom. Napr. slové klug
— weise — inteligent - schlau maju podobné, ale nie identické vyznamy. Velké mnozstvo
synonym sa odliSuje aj Stylistickymi priznakmi: slova Ehemann - Mann (v zmysle manzel) -
Gemahl - Gatte oznacuju denotat, charakteristicky priznakmi Mensch, mdnnlich, verheiratet.
Tvoria synonymicky rad, ale patria k réznym $tylom. Slovo Ehemann je Stylisticky neutralne,
Mann hovorové, Gemahl sa pouzije v expresivnejSom stupni vyjadrovania a Gatte je knizné
slovo.

Sem patria aj "...tzv. dubletné slova, t. j. synonyma, z ktorych jedno slovo byva
cudzieho povodu (porov. Duricové, 1997): Bibliothek - Biicherei, Appel - Aufiuf a tzv.
teritoridlne synonyma Semmel - Brétchen, Samstag - Sonnabend, pricom obidva tvary
prindlezia do spisovného jazyka najmé v nemcine je ich vel'mi vela.

So synonymiou uzko suvisi paradigmatické slovné pole, ktoré vznika vtedy, ked’ slova
rovnakého slovného druhu a podobného vyznamu mézeme pouzit’ v tej istej vetnej pozicii,
napr.:

Er steckte seinen_Kopf zur Tiir herein.
sein Haupt
seinen Schédel
seine Birne

Dalsim typom paradigmatického slovného pol'a je zoskupenie lexikalnych jednotiek
na pozadi prislusnej pojmovej oblasti. Didakticky sa vyuZivaju vyznamovo vyhradené
skupiny slov, napr. pribuzenské nazvy, nazvy farieb, §kala skolskych znamok a pod. Pri
vysvetlovani vyznamu slova sa urcuje aj jeho miesto v lexikdlnom systéme v ramci daného
pola. Prirodzene, pri vyucovani sa ziaci neucia celé pole naraz. Aj tu sa dodrziava zésada
postupne rozsirovat’ lexikdlnu naplii o nové ¢leny daného systému.

Jednym z d’al$ich paradigmatickych javov v jazykovom systéme je antonymia, ktora
oznacuje vyznamové protiklady: hell - dunkel, Tag - Nacht, beginnen - aufhéren. Vo
vzt'ahoch medzi vyrazmi antonymickej dvojice sa odrazaju vztahy medzi objektmi a
procesmi objektivnej reality, ktoré su urc¢ené polaritou znakov. V dvojiciach sa vyjadruja
protikladné hodnotenia: Anfang - Ende, niitzlich - schddlich, lieben - hassen.

Zo sémantického hl'adiska oba vyrazy oznacujui hrani¢né body, ktoré¢ ¢asto pripistaja
medzihodnoty, napr.: alle - viele - manche - wenige - keine.
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Negacia jedného vyrazu nemusi vzdy implikovat’ tvrdenie druhého, napr. nicht teuer
neznamend vzdy billig, podobne nicht alt nemusi znacit’ prave jung.

V pedagogickej praxi sa vyuZziva antonymia rovnako ako synonymia ako jeden z
dolezitych druhov sémantizécie cudzojazy¢nej lexiky.

Mnohé¢ slova sa daju v lexikalnom systéme usporiadat’ podl'a deriva¢nych typov. Ide
tu o spojenie jazykového hladiska s vyznamovym kritériom. Na ilustraciu uvedieme
sémantické vyznamy sufixu —schaft:

a) oznacenie pre skupinu l'udi, kolektivum Gewerkschaft,
b) oznacenie vztahu Freundschaft,
¢) oznacenie stavu, veci Errungenschafi.

Dal§im javom, ktory odraza hierarchicku $truktiru lexiky je hyponymia. Hyponymia
vyjadruje klasifikaény systém skutocnosti, t. j. vzt'ahy vyznamovej nadradenosti a
podradenosti. Rose, Tulpe, Veilchen su podradené oznacenia (hyponyma) k nadradenému
oznaceniu Blume (hyperonymum). Slovo Blume obsahuje vyznamové znaky slov Rose, Tulpe,
Veilchen, ktoré su k sebe v koordina¢nom vzt'ahu.

Iného druhu nez paradigmatické su vztahy medzi lexikdlnymi jednotkami, ktoré
nemdzeme pri recovej produkcii zvolit alternativne. Ide o tzv. syntagmatické vztahy.
Zakladnou vlastnost'ou slova, ktoré vstupuje do syntagmatickych vztahov je jeho vlastnost’
spajat’ sa s inymi slovami, viazat’ na seba iné slova alebo slovné skupiny alebo schopnost’ slov
a slovnych skupin sluzit’ ako doplnenie in¢ho slova. Zdoéraznuje sa tu uloha syntagmy, vety a
textu.

Lexikalna spajatelnost’ sa realizuje v rdznej distribtcii slova, pod ktorou rozumieme
suhrn kontextov, v ktorych sa dané slovo méze vyskytovat’, na rozdiel od kontextov, v
ktorych sa vyskytovat’ nemoéZe; napr. sloveso bellen sa spéja iba so slovom Hund. Vyrazy
blond alebo briinett s pomenovania pre farbu l'udskych vlasov, nie pre farby vSeobecne.
Slovo mollig sa spaja iba s pomenovanim Zenskych osob alebo deti, nikdy nie muZov.

Pri jazykovom vyuc€ovani vyuzivame tzv. syntagmatické slovné polia. Slovné pole sa
vytvara zo slov, ktoré tvoria syntagmu (vetny ¢len) k danému slovu, napr.:

ein Lowe Schafen
dann briillte E ein Stier eine Herde von Rindern
eine Kuh Elefanten
Ziegen

Pre cudzojazy¢né vyucovanie su vel'mi vyznamné otdzky, spojené s polysémiou
lexikalnych jednotiek.

Vyznamy polysémantického slova su usporiadané hierarchicky. Jeden z vyznamov je
zakladny, motivujuci ostatné vyznamy. Tento zdkladny vyznam je primarny, nie je ur€ovany
kontextom, zatial' ¢o druhotné, nominativne vyznamy prvky kontextu ziskavaju, napr. slovo
Kopf ma zékladny vyznam 1. hlava (anatomicky) - "der Kopf tut mir weh" a d’alSie
nominativne vyznamy: 2. sidlo rozumu -"etwas aus dem Kopf wissen"; 3. ¢lovek, jednotlivec
"Pro-Kopf-Verbrauch"; 4. hlavka, hlavicka - "Weifskohl, Kopf des Nagels"; 5. vedenie, celo -
"der Kopf des Unternehmens".

Polysémia sposobuje nemalé tazkosti pri osvojovani cudzieho jazyka. Pri¢inou su
rozdiely medzi materinskym a cudzim jazykom. V kazdom jazyku sa totiz ¢leni
mimojazykova realita inym sposobom. Existuje asymetria medzi ¢lenenim objektivne;j
skuto€nosti a ¢lenenim lexiky jazyka. Rozsah a obsah tejto asymetrie je v jednotlivych
jazykoch odlisny. Zakladny vyznam slov jednotlivych jazykov je pritom obycajne v
ekvivalentnom vzt'ahu, ale druhotné nominativne vyznamy uz v takomto ekvivalentnom
vzt'ahu nie st a majl svoju originalnu realizaciu. OdliSnosti v konkrétnej Struktire vyznamov
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polysémantického slova nemaji charakter len vonkajsich rozdielov vyrazovej roviny, ale
prenikaju hlboko do sémantickej stavby jazyka ako Specifické rozdiely vyznamovej,
obsahovej roviny a vplyvaji i na sémanticky rozsah slova.

V oblasti lexikalneho vyznamu sa stretdvame so sémantickou divergenciou, pri ktorej
pre jeden vyraz materinského jazyka ma cudzi jazyk viac vyrazov:

chut - Lust Ich habe Lust auszugehen.
- Appetit Guten Appetit beim Essen.
presny - piinktlich Er kam immer piinktlich.
(Casovo)
- genau Er erklérte es ganz genau.
(obsahovo)
cesta - Fahrt Fahrt mit dem Auto war schnell.
(cesta dopravnym prostriedkom)
- Reise Meine Reise nach Italien.
(cestovanie)
- Weg Gehen Sie diesen Weg! Sein Lebensweg war am Ende.
miesto - Stelle Eine spannende Stelle im Roman,
Eine gute Arbeitsstelle bekommen.
- Ort In diesem Ort (Dorf) lebe ich gern.
- Platz Ein Platz zwischen Wald und Wasser.
- Stdtte Eine Stdtte des Friedens.

Naopak, konvergenciou rozumieme, Ze vyraz nemeckého jazyka ma v materinskom
jazyku viac ekvivalentov i vyznamov, napr.:

Zug - stahovanie - Der Zug der Vogel.
- tah - FEin genialer Zug.
- vtiahnutie, disok - Einen Zug aus der Zigarette tun.
- prieduch - Der Ofen hat einen guten Zug.
- vlak - Der Zug ist entgleistet.
- sprievod, prad (I'udi) - Ein langer Zug von Demonstranten.
- krdel’ - Ein Zug Rebhiihner.
- Ciara - Mit einem Zug unterschreiben.

- ¢rta (charakteristicky znak) - Ein hervorstechender Zug.

Rozdiely v jednotlivych vyznamoch polysémantickych slov existuju, prirodzene, i
medzi slovenc¢inou a nem¢inou.

Polysémantické slova maju obycajne v oboch jazykoch odlisny rozsah vyznamov, a
preto mdze dochédzat’ k interferencii, t. j. k negativnemu vplyvu materinského jazyka.
Slovensky Student pod vplyvom vyznamovej rozsiahlosti polysémantického slova svojho
materinského jazyka prenésa tento jav do nemciny, v ktorej je rozsah vyznamov pokryty
inymi vyrazmi. Interferencia materinského jazyka pri cudzojazycnej produkcii je sposobena
prendSanim vyznamu z paradigmatického radu lexikalneho systému materinského jazyka do
cudzieho. Pri prehovore musi hovoriaci na zaklade svojich znalosti spravne zvolit’ adekvatnu
jednotku cudzieho jazyka, o nie je vzdy jednoduché, lebo tato vol'ba je ovplyviiovana
jazykovymi javmi materinského jazyka. Pri odstrafiovani tohto vplyvu sa v pedagogickej
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praxi Casto vyuziva konfronta¢ny pristup. Vyznam slova ohrozeného interferenciou zretel'ne
objasnime, prednostne nacvi¢ujme a Castejsie opakujme.

Polysémii vel'mi blizka je homonymia. Ak ma pri polysémii urcité slovo viaceré
nominativne vyznamy, viazané spolo¢nym zékladnym vyznamom, pri homonymach tomu tak
nie je. Homonyma sa zlu¢uj na zaklade zhody, totoznosti ich zvukovej podoby, vyslovnosti a
gramatickej stranky. Odlisné su vSak z hl'adiska vyznamového a etymologického (Horecky,
1971, s. 166). Takymi tvarmi su napr. nemecké slova:

der Ball, die Bdlle — lopta der Ball, die Bille — ples
das Gericht,die Gerichte - jedlo, chod  das Gericht, die Gerichte - sud
die Messe,die Messen - vel'trth die Messe, die Messen - omsa

Vyznamy slova sa m6zu odliSovat’ v gramatickom rode, prip.odlisnym tvarom
mnozného ¢isla alebo obidvoma sposobmi sucasne:

der See,die Seen - jazero die See, die Seen - more
der Messer,die Messer - merac das Messer,die Messer - ndz

der Stift, die Stifte - kolik,ceruzka das Stift, die Stifte - klaStor

Lexikalne a sémantické vlastnosti slov z hl'adiska lingvodidaktiky predstavuja
osobitny problém, a preto je tymto otdzkam potrebné venovat’ pri vyucbe cudzich jazykov
naleziti pozornost’.
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Resumé

Nevyhnutnym prostriedkom formovania a rozvijania komplexnych re¢ovych zruc¢nosti
je aktivne ovladanie jazykovych prostriedkov, a to najmé slovnej zasoby, pretoze prave v tejto
oblasti st poziadavky pouZzivatel'ov jazyka najvicsie. V porovnani s materinskym jazykom
existuju pric¢iny sposobujice t'azkosti pri osvojovani cudzojazykovej lexiky. Ide najmi o
bilateralnost’ lexikalnych jednotiek a o asymetriu v obsahovej a formalnej rovine. Pri
osvojovani cudzojazykovej slovnej zasoby sa zohl'adiiuju aj javy synonymie, homonymie a
antonymie.

44




Functional and Cognitive Grammar
Richard Repka

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

Abstract: REPKA, R.: Functional and Cognitive Grammar. Funkéna a kognitivna
gramatika. Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2005, no. 7, pp. 45 —57.

Two schools of linguistics are analysed in the paper, i. e. systemic functional grammar
(developed by M. A. K. Halliday) and cognitive grammar (developed by R. W. Langacker).
These two schools of linguistics stand for two extreme functionalist positions. Both of them
focus on the analysis of language in terms of its operation in interaction and communication
processes. While Halliday pays more attention to cultural and contextual variables, Langacker
mainly deals with symbolic units in language .

Key words: functional grammar, cognitive grammar, Chomsky, interpersonal
metafunction, textual metafunction, logical metafunction, theme, rheme.

The present-day linguistic scene is characterized by a great variety of linguistic
theories or linguistic movements. It is beyond any doubt that the study of various theories and
schools of thought will bring new inspirations and new ideas to anyone who is interested in
the scientific study of language. Of course, the situation is so complex that it is virtually
impossible to consider them all. For this reason ,one has to be really selective and deal mostly
with those theories which represent larger linguistic movements and which are generally
recognized. In this paper, I will be concerned with two approaches to language which I find
very important and close to my linguistic thinking , viz. Halliday’s Systemic Functional
Grammar (SFG) and Langacker’s Cognitive Grammar (CG). It is understandable that I can
only outline some basic tenets of SFG and CG, which in fact means that I cannot avoid
simplifications and even oversimplifications.

Every theory as a set of propositions which relate facts and puts them in perspective
has its own goals, methods, assumptions, axioms, principles, and hypotheses. It is especially
the goals that have a decisive role to play since they are a central point of any theory. Despite
the fact that there are numerous theories, there is a consensus as to a set of general goals or
objectives that the majority of linguists would like to pursue. They are: description of
linguistic phenomena, explanation of linguistic phenomena, and understanding the cognitive
basis of language. I will discuss them very briefly below.

Describing linguistic phenomena, which for many linguists is their primary objective,
may include: describing individual languages, describing what is common to all languages, or
describing how languages differ from each other (language typology). Description of
linguistic phenomena as one of the central goals in linguistics can be also carried out with
respect to specific linguistic levels, e.g. phonology, morphology, syntax, semantics, etc. We
have to realize that much of the work done in linguistics during the first half of the twentieth
century was devoted to discovering the basic tools of linguistic description. Linguistic
description was also instrumental in developing explanatory theories of language because it is
impossible to explain something without descriptions of the object of explanation.

Explaining linguistic phenomena originated from Chomsky’s early work in generative
grammar. Chomsky (1957) argued that the proper role of linguistic theory is to provide
criteria for selecting the most explanatory grammar from among a group of competing
grammars. Of course, the basic question in this respect is what it is that a linguistic theory
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should explain. Valin and La Polla (1997:3-4) offer the following list of candidates for what
a linguistic theory should explain:

a) how speakers use language in different social situations);

b) why human languages have the structure they do;

¢) what is common to all human languages;

d) why human languages vary structurally the way they do;

e) how languages change over time;

f) how speakers produce and understand language in real time;

g) the nature of native speakers” knowledge of their language;

h) how children learn language.

It stands to reason that we can add many more questions to the above list, and that
answers to these questions derive from the conception the theory has of what language is in
the first place. Thus, it may happen that many of these questions are excluded by some
linguists.

Understanding the cognitive basis of language is concerned with psychological (or
psycholinguistic) questions about language. Such questions are also contained in the above
list of candidates for what a linguistic theory should explain( see the last three questions), and
they are fundamental in cognitive linguistics. Many linguists, following Chomsky, think that
cognitive issues are in fact the most important issues to be explained, even though they may
disagree on which questions are the most important ones. The psychology of language has
three major facets: processing, knowledge, acquisition. In this connection we can ask

a number of questions: What cognitive processes are involved when people produce and
understand language? How specialized to language are these processes? (Processing) What
constitutes knowledge of language? How is it represented? How is it organized? How is it
employed in language processing? (Knowledge) How do human beings come to have
knowledge of language? What is the nature of the acquisition process? Is coming to know
language similar or different from acquiring knowledge in other cognitive domains?
(Acquisition)

While there is a consensus among linguists about general goals of linguistic research,
there are sometimes radically different points of view regarding their exact formulation and
relative importance to each other( some of them may even be excluded). Generally speaking,
there are two main perspectives on these goals, each of which subsumes a variety of theories:
the syntactocentric perspective and the communication- and-cognitive perspective (see eg.
Van Valin-La Pola 1997).

The syntactocentric perspective is not our primary concern here, but I have to sketch at
least some of its basic assumptions because some functional and cognitive theories were
profiled in opposition to this theory. The founder of this approach to language is N. Chomsky
(see eg. 1957, 1965, 1975,1977, 1981, 1986, 1995). He has a great number of followers, e.g.
Jackendoff, Gazdar, Perlmutter, Moortgaart, etc. According to Chomsky (1965) syntax is the
central aspect of language. The phonological and semantic aspects of language are secondary
to syntactic structure. Chomsky maintains that language is an abstract object whose structure
is to be studied independently of psycholinguistic, communicative, sociocultural and other
considerations, and access to the object of study is primarily through the linguistic intuitions
of native speakers of languages.

According to Chomsky communication is not a necessary or even important function
of language (e.g. 1975: 56-57,1980: 229-30). For him "language is a system for free
expression of thought, essentially independent of stimulus control, need-satisfaction or
instrumental purpose” ( 1980: 239) and a "set of structural descriptions of sentences, where
a full structural description determines( in particular) the sound and meaning of a linguistic
expression.” (1977:81) At any rate, it is not the use of language that generative grammar is to
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deal with. Chomsky (1965) proposed a fundamental dichotomy — linguistic
competence/linguistic performance. Competence is a native speaker’s knowledge of language,
and performance refers to the actual use of language on particular occasions. In Chomsky s
view the proper object of study for linguistics is competence only, and linguistic theory will
be concerned with performance only if a plausible theory of performance incorporates

a theory of competence.

For Chomsky, language acquisition is a logical problem, not a psychological one, and
therefore no psycholinguistic research or even study of child language is required.

To conclude this excursus, I have to add that in Chomsky" view language is a fully
self-contained mental module, ... the inner workings of which are independent of and not
accessible to other mental modules, e.g. reasoning, vision, common sense, etc.” (Van Valin-
La Pola 1997: 10), and that explanation is the highest goal.

The second perspective on language, called the communication-and-cognition
perspective by Valin-la Pola, emphasizes human language’ s role as a means of
communication, its role in broader cognitive processes such as reasoning and
conceptualization, and its relation with other cognitive systems such as perception and
knowledge are all relevant to and indeed crucial to the study of language structure. Language
is regarded as an abstract system, but it is firmly anchored in human communication and
cognition. Moreover, syntax is not the central component of language. However, there is a
problem as for the status of syntax vis-a-vis semantics and pragmatics. Here theories within
this perspective differ. Some more radical practitioners argue that syntax does not exist,
whereas the majority of linguists focus their attention on interaction of syntax with
pragmatics. Access to the object of study is through a variety of means: analysis of
conversation, discourse and narrative of native speaker intuitions, and the results of
psycholinguistic experimentation, etc. Theories which reject the syntactocentric perspective
and acknowledge the importance of communicative factors, cognitive factors (or both) in
grammatical theory and analysis can be placed along a spectrum according to whether they
put more emphasis on the functional (communicative) or cognitive aspects of language.

On one end of the spectrum (or continuum) is Halliday's SFG. Halliday (1990) takes
the most radical discourse-pragmatic view, arguing that the ultimate explanation for linguistic
phenomena lie in language use. In his view:

”Language has evolved to satisfy human needs, and the way it is organized is
functional with respect to these needs- it is not arbitrary. A functional grammar is essentially
a ‘natural’ grammar, in the sense that everything in it can be explained, ultimately, by
reference to how language is used. (1990: XIII). ...The orientation is to language as a social
rather than an individual phenomenon, and the origin and development of the theory have
aligned it with the sociological rather than psychological modes of explanation. At the same
time it has been used within a general cognitive framework.” (1990: XXX).

In the above quotation, we can discern an important perspective: needs-functions of
language-the structural organization of language. In fact, the same perspective is immanent in
Prague functional structuralism. Halliday, however, managed to determine the ways in which
language functions inform language forms. He builds on the most abstract functions which
language must fulfil in all human cultures regardless of physical environment. Halliday
proposes the following triad of metafunctions which are embedded in the semantic system of
language: interpersonal, ideational, and textual.

The interpersonal metafunction applies to the process of interaction between
interactants (speaker and addressee) and the grammatical resources for enacting social roles
and for establishing, changing and maintaining social contacts and relations. It is the social
and speech roles we take on in dialogic interaction that are of paramount importance. One of
its major grammatical systems is Mood. What must be stressed in this connection is that the
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relation of grammar to other parts of the linguistic system is not a part to whole relationship,
rather it is a symbolic choice, that is, a system is a point of choice (it has a paradigmatic
character).

The ideational metafunction refers to the grammatical resources by means of which
we interpret our experience concerning the world around us and inside us. Human experience
is construed as a flux of * goings-on’, i.e., processes, the participants involved in the
processes, and circumstances in which the processes take place. One of its major grammatical
systems is understandingly Transitivity. Transitivity is a starting point for a semantic
organization of our experience. It subsumes all the functions that are relevant for the syntax of
the sentence. In it are balanced processual meanings with grammatical categories.

As far as the classification of these processes are concerned, Halliday distinguishes six
basic types: material, mental, relational, behavioural, verbal, and existential. Each process
implies specific categories of meanings, specific participants, and specific roles.

We have seen that the above metafunctions orient to the social world and the natural
world. While the interpersonal metafunction serves to enact the social world(social and
personal relations, roles and feelings), the ideational metafunctions applies to the construal
and account of the natural world(various types of processes). However, the third
metafunction, the textual metafunction, is different in character. It concerns “’the creation of
text with the presentation of ideational and interpersonal meanings as information that can be
shared by speaker and listener in text unfolding in context.” (Mathiessen-Halliday:1997:10)
The role of the textual metafunction is to provide the speaker and hearer with strategies for
guiding the listener in his/her interpretation of the text.

The textual metafunction is based on two structures. The first of them is called a unit
of information, and information is understood to be a process of interaction between what is
known or predictable and what is new or unpredictable. The interplay of new and non-new in
fact generates information ° in the linguistic sense’. In this sense, an information unit is
a structure which consists of two functions, the New and the Given. Ideally, an information
unit is composed of two elements(Given, New), but this does not apply to the beginning of
discourse, nor to the cases in which Given points to something present in verbal or non-verbal
context. It follows from this that a ‘a new element’ is obligatory, where as ‘given’ is optional.

Understandably, each information unit is phonetically realized as a pitch contour (or
tone), and within each tone group one foot carries the main pitch movement. This is referred
to as TONIC PROMINENCE. The element having this prominence is said to be carrying
INFORMATION FOCUS.

Information structure is very closely connected with the so-called thematic structure.
This structure also consists of two elements, which are generally known as Theme and
Rheme. To form a sentence, a speaker will choose the Theme from within what is given and
locate the focus, the climax of the New, somewhere within the Rheme:

I haven’t seen you for ages.

Theme Rheme

In spite of the fact that both structures are very closely semantically related, they
cannot be regarded as identical. According to Halliday (1990:278): The Theme is what I, the
speaker, choose to take as my point of departure. The Given is what you, the listener, already
know about or have accessible to you. Theme+Rheme is speaker-oriented, while Given+New
is listener-oriented.” The Given-New structure determines the organization of text into
discourse units and information options, whereas the thematic structure affects the sequence
of elements in the structure of the sentence, conceived as a message.

The three metafunctions are simultaneous. It means that Mood, Transitivity and
Theme are simultaneous strands within the system networks of the clause.
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Apart from the three metafunctions, there is a further metafunction called the logical
metafunction. This function is a manifestation of systems of logical relations such as ”and”,
”or”, ” if-then”, ”because”, etc., which ¢ construe the link between one piece of discourse and
another’. These systems are expressed not by configuration but by iteration: one clause
bonded with another clause, or one group or phrase with another group or phrase.

Besides the metafunctions and semantic roles of clause elements implied in various
kinds of processes, language has a set of macrofunctions. Halliday (1978:19-20) speaks about
the following macrofunctions:

1 Instrumental (‘I want’): satisfying material needs

2 Regulatory (‘do as I tell you’): controlling the behaviour of others

3 Interactional (‘me and you’): getting along with other people

4 Personal (‘here I come”)

5 Heuristic (‘tell me why’): expressing the world around and inside us

6 Imaginative (‘let’s pretend’): creating a world of one’s own

7 Informative (‘I’ve got something to tell you’): communicating new information.”

Of course, we cannot fail to spot a number of similarities comparing the above list
with similar lists by other authors (see e.g. Jakobson 1960).

There is another aspect to SFG which must be mentioned. This aspect concerns the
relationship between grammar and lexis. SFG does not treat them separately but views them
as a continuum based on the principle of delicacy. It also uses a common term for them:
lexicgrammar. Delicacy, as a very powerful principle, orders systems on a cline from the most
general systems of options to the most specific ones. SFG claims that:” Looked at from the
point of view of grammar lexis is most delicate grammar; and looked at from the point of
view of lexis, grammar is least delicate(most general) lexis.” (Mathiessen-Halliday 1997:24)
This virtually means that grammar construes the general parameters in terms of which lexical
distinctions are made.

In SFG the principle objective is not just to describe the system, but also to relate the
system to actual instances of language; which are referred to as text. This relation of system to
text is called instantiation. Thus, system and text are not two different things. Text is
meaningful only because it is the instantiation of a systemic potential.

Considering the dialectic of text and system, SFG regards language as a dynamic
system maintained in existence by constantly changing in interaction with its environment.
Language as such is firmly embedded in a context of culture since it is a semantic (social)
system. Context as a high level semiotic system includes in the first place social discourses
(genres, registers or functional styles, thematic systems) and practices (expected patterns of
behaviour). Cultural context generates communicative situations (or situation types). Halliday
defines communicative situations in terms of three variables: field, tenor, mode. They are
reflected in the three metafunctions that we have discussed: field = ideational+logical; tenor =
interpersonal; mode = textual.

Situation types are articulated within interactional processes (see Melrose 1995). The
main component in them is interaction sequence. Interaction sequence means passing through
stages (involving actual strategies) to accomplish a social purpose. Though it is tempting to
deal more in detail with this subject, we cannot do so because it lies beyond the present scope.
A couple of examples must be sufficient to illustrate interaction sequences, i.e., their
structural stages. First, we have to consider genre. Melrose (1995:53) examines the schematic
structure of two genres — casual conversation, and service encounters. The first of them has
the following schematic structure: Greeting~Address~Approach (Direct or Indirect)
~Centring~Leave-taking~Goodbye. The second one consists of: Greeting~Turn-
allocation~Service Bid~Resolution~Pay~Goods Hand-over~Closing~Goodbye.
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Everyone admits that communicative situations are realized both verbally (by means
of lexicogrammar and phonetics) and non-verbally (gestures). Lexicogrammar is an integral
subsystem of language in context. Lexiogrammar interfaces with both semantics and
phonology, and together with semantics it forms the content of language.

A natural language is contextualized among other semiotic systems. SFG claims that
A language is fourth-order system, to be investigated (1) accoustically, (2) neuro-
physiologically, (3) culturally, as well as (4) lexicogrammatically... (Mathiessen-Halliday
1997:35)

Lastly, a few words about understanding the cognitive basis of language. SFG (see
Halliday 1978:11-15) rejects the nativist view which holds that there is a specific language-
learning faculty, distinct from other learning faculties, and that it provides the human infant
with a ready-made blueprint of the structure of language. SFG has the environmentalist view
which says that language learning is not fundamentally distinct from other kinds of learning.
It is dependent on the same mental faculties that are involved in all aspects of the child's
learning processes. The very specific properties of language are not innate, and therefore the
child is more dependent on his environment — on the language he hears around him, together
with the contexts in which it is uttered — for the successful learning of his mother tongue.

On the other end of the continuum is CG. This school of thought is represented
especially by Langacker (see eg.1988, 1990,2001), Lakoff (eg.1990), Fauconier (1985),
Taylor (2002), etc. It is chiefly Langacker who has extensively worked out this theory, and
therefore, in my account of it I shall rely on his works. I will also draw on Taylor since he has
summarized the most important assumptions, axioms and principles of CG in his textbook.

Taylor made a basic distinction between Cognitive Linguistics (CL) and ‘cognitive
linguistics’ (with a small *c”). CL is a descriptive label for a rather broad movement within
modern linguistics. It includes a great variety of approaches and methodologies unified by
a number of common assumptions. Foremost among them is ” the belief that language forms
an integral part of human cognition, and that any insightful analysis of linguistic phenomena
will need to be embedded in what is known about human cognitive abilities.”(Taylor 2002:4)
CL is primarily concerned with what it means to know a language, how languages are
acquired, and how they are used. In contrast to CL, cognitive linguistics refers to any
linguistic theory which recognizes the fact that language knowledge resides in the mind,
irrespective of whether the theory is committed to the view that language knowledge should
be embedded in what is known independently about human condition.

Cognitive science studies the mind and its workings, viz. such things as memory, learning,
perception, attention, consciousness, reasoning, and so on, and language as an integral facet of
cognition reflecting the interaction of social, cultural, psychological, communicative
considerations. It can only be understood with respect to the acquisition, cognitive
development and mental processing.

Which are now the cognitive capacities that are involved in language? Taylor
mentions the following capacities:

(1) Categorization. Generally speaking, all living creatures are able to categorize (e.g.
edible-non-edible, harmful-non-harmful, etc.). People excel at categorizing. We
categorize both things out there in the external world and things that are immanent to
the mind. Categorization is also of crucial importance in language. It is obvious that
words can be regarded as names for categories. At the same time, language itself is an
object of categorization (acoustic categorization, word categorizations, etc.).

(2) Figure-ground organization. It applies both to sensory perception, whether visual or
auditory, and also to the way in which we conceptualize a situation. For instance:

a. The farmer shot the rabbit.
b. The rabbit was shot by the farmer.
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(3) Mental imagery and construal. It refers to our ability to construe a situation in
alternative ways:

a. The roof slopes gently downwards.

b. The roof slopes gently upwards.

(4) Metaphors and ‘experientialism’. It reflects our ability to construe one thing in terms of
something else. Metaphors permeate much of our thinking, and hence our language.

(5) Conceptual archetypes. Human beings are capable of creating concepts of things,
actions and processes.

(6) Inferencing. This is also typical for the human race. When people are given only
a snippet of information, they can rapidly fill out the details.

(7) Automatization. People in general are good at acquiring complex skills by practice and
repetition( especially in their younger years). Taylor says that even motor skills are
cognitive skills!

(8) Storage vs. computation, lists vs. rules. Here we are concerned with the declarative-
procedural dichotomy. This reflects the fact that people are able to store large amounts
of rather specific information, and also to perform computations by following
instructions (e.g. multiplication). In practical terms, it applies to the recall of memorized
solutions vs. rule applications.

(9) Focus on form. This in fact is Jakobson’s poetic function of language. People seem to
have delights in pure sound and to treasure those aspects of language that exhibit
considerable complexity.

(10) Social behaviour. 1t refers to the use of language in social interaction. This is another
language function, commonly referred to as interactive function or phatic communion.
In this respect people tend to be rather ‘territorial or cliquish’.

(11) Symbolic behaviour. As a cognitive capacity it is quintessential for human cognition. It
is also the most important “‘underpinning of language’. Human cognition is characterized
by the so-called off-line thinking, and off-line thinking is made possible by our control
of a symbolic system. The function of a symbolic system is then to enable us ‘to reflect
on the past, to analyze the present, to plan the future, to imagine fictitious and
counterfactual situations, to play with alternative construals of a situation’, etc. CL is
built on the premise that language is inherently symbolic in nature. It is symbolic of our
thoughts, thought processes and actions.

It is evident that the above cognitive capacities are by no means definitive. To my
mind they can be further expanded by other thought processes, for instance generalizations,
making comparisons and contrasts, hypothesizing, etc. Some of them are obviously not
original (e.g. the symbolic capacity), and some are not capacities but functions.

As far as CG is concerned, Langacker (see eg.1988) thinks that biology provides
a better metaphor for linguistic research than the formal approach. In general, he views
language as a biological organism. Language then evokes other cognitive systems, and it must
be described as an integral part of overall psychological organization. There is no doubt that
this is an extreme cognitive viewpoint, and this viewpoint is not shared by Halliday and other
functional linguists. Halliday regards language as a semiotic system or social semiotic.

Halliday and Langacker have much in common as for the overall conception of
grammar. They both look upon grammar as an inventory of symbolic resources or wordings.
Thus, grammar of a language provides its speakers with a large repertoire of resources which
are used to construct and evaluate appropriate expressions. Moreover, Langacker says that
speakers do it (not grammars) by virtue of their general categorizing and problem-solving
activities.
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CG is intrinsically symbolic and linguistic expressions symbolize conceptualizations.
Any linguistic expression is in essence a means for relating sound and meaning. CG
distinguishes three elements of a linguistic expression:

phonological symbolic semantic
structure relation structure

(Taylor 2002:21)

Symbolic relations play a pivotal role in CG which studies linguistic expressions in
terms of symbolic relations, and there is a direct association between phonological and
semantic structures. CG does not recognize a distinct level of organization that mediates
between phonology and semantics. However, it does not deny the existence of syntax since it
pays attention to how expressions can be analyzed into smaller component parts.

CG operates with phonological, semantic, and symbolic units. A unit is defined as
a thoroughly mastered cognitive routine (or structure). Langacker (1988:12) claims that ...
lexicon, morphology, and syntax form a continuum of symbolic structures divided only
arbitrarily into separate components of grammar.” Symbolic units do not fall into discrete
wholes but they grade into one another. Halliday also views lexical and grammatical units as
a continuum (lexicogrammar), but he is not so consistent in this as Langacker who does not
make a difference, say, between compound nouns and grammatical constructions. For
Langacker they represent the conceptualized association of a phonological structure with
a semantic structure.

Units as thoroughly mastered cognitive routines are involved in the following
relations: 1. the relation of schema and instance( schema is specified in lesser degree, instance
is specified in greater detail); 2. the horizontal relation between parts and whole (applies
equally to phonological, semantic, and symbolic structures);3.the relation of similarity (one
unit is perceived to be similar to another unit, e.g. the word tree can refer not only to trees of
the botanical kind but also to genealogical trees).

SFG is to some extent consonant with the first relation(schema-instance), but for SFG
it is an explicit relation between a system and a text and not between a unit and its instances.
The remaining two relations are both implicit and explicit in SFG.

CQG is also usage-based because ‘knowledge of a language is based in knowledge of
actual usage and of generalizations made over usage events’. When constructing and
understanding a linguistic expression, the language user utilizes many kinds of knowledge
and abilities. They include symbolic units provided by grammar, general knowledge,
knowledge of the immediate context, communicative objectives, aesthetic judgements, etc.

It is evident that apart from problem-solving and categorization some other speaking
routines are involved, e.g. evaluation, exposition, negotiation of meaning, and so on. In
Langacker’s view, the usage event consists of two poles. The speaker starts from the
conceptualization and must arrive at the proper vocalization. Halliday holds a similar view,
but he is much more specific in describing and elaborating contextual variables.

Langacker devotes a lot of attention to the symbolic status of grammar. Since grammar
is symbolic in nature, it is not distinct from lexicon and semantics. All of them should be
conceived as a continuum. The majority of lexical units are morphemically and schematically
complex (e.g. pencil sharpener or the hyponym bird). By comparison, SFG applies in this
connection the principle of delicacy.
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Basic grammatical classes, such as nouns, verbs, adjectives, etc., are defined in CG by
means of schematic symbolic units, in fact, semantically. Grammatical rules operate
alternatively on the same units to create complex constructional schemas:

PROCESS ER  constructional

Y -er schema
TALK ER  instantiation
talk -er of schema

In this sense, grammar ”...is nothing more than patterns for successively combining
symbolic expressions to form expressions of progressively greater complexity. These patterns
take the form of constructional schemas, some of which incorporate others as
components.”(Langacker 1988:25).

There is another aspect to CG which is prominent, even though not different from
other functional schools of thought. It concerns meaning. CG does not count solely on
information content(or truth conditions), but it also includes imagery, i.e., Thow that content is
structured or construed for communicative purposes’. Imagery also applies to semantic
overlap between two component structures that combine to form a composite expression:

an oak tree, a puppy dog - imagery=the added salience
My cousin does smoke. —imagery=the added salience

CG explicitly equates meaning with conceptualization (or ‘mental experience’), and
conceptualization is in Langacker’ s opinion simply cognitive processing — neurological
activity or ” the coordinated firing of neurons”. Needless to say, to equate meaning with the
‘coordinated firing of neurons’ is an extreme theoretical position, and as such it is so general
and vague that it cannot have explicit practical applications.

The symbolic thesis of CG has much in common with F. de Saussure’s definition of
language as a system of signs. It is evident that the key constituent in this definition is the sign
and its interpretation. For Saussure, the sign was the combination of a concept (also called the
signified) with an acoustic image (the signifier). Of course, the signified is not an entity ‘out
there’ in the external world, and the signifier cannot be identified with an acoustic-phonetic
signal. The meaning of the word is the idea of something, a concept’, a mental entity located
in the mind of a language user. However, the problem is how to define the concept. Taylor
(2002:43) says that ” A concept is a principle of categorization. To have the concept [TREE]
means to know what a tree is.” Having a concept also means that we are able to draw
inferences. For instance, a tree has a trunk and branches, leaves or needles, it grows out of the
ground, etc. CG attributes symbolic status also to function words and patterns for the
combination of words, i.e., to grammatical constructions because they associate
a phonological form with a concept. Taylor (2002:44) claims that the acoustic image is also
a principle of categorization:” To have the acoustic image /tri:/ is to know what the word
sounds like and how it can be pronounced.” It is in fact a principle for the categorization of
auditory and articulatory events.

When comparing various linguistic theories with CG, we came across one notion in
CG which is unique. It is a “‘mental space’, which was introduced into CG by Fauconnier
(1994). It is closely connected with the way in which linguistic expressions refer to things.
Taylor (2002:72) says that ”Referring expressions designate things that exist, not in the ‘real
world’, but things in a ‘mental space’, that is, as conceived by a language user.” A mental
space might be ‘veridical’, i.e., an accurate model of the world as it ‘really is‘, but mental
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spaces need not be veridical, e.g. in a fictional narrative. Sometimes a speaker can combine
several mental spaces within a simple sentence (utterance ):
(3) The girl with green eyes has blue eyes. ( Taylor 2002:73)

The utterance refers to the Portrait of a girl with green eyes. The reality, however, is
different, as is shown by the following diagrams:

Fig 4.2 Making sense of The girl with green eyes has blue eyes.

mental space of ‘portrait* mental space of ‘reality’
(Taylor 2002:73)

There are linguistic expressions that can explicitly introduce mental spaces: Just
imagine... What if... They set up mental spaces of desire, imagination, and hypotheticality
against a ‘base space’.

This concept has been applied also by Langacker (2001) in his treatment of discourse.
His approach to discourse is based on the functionalist assumption that language is grounded
in discourse and social interaction. Thus, CG and discourse must be brought together as
a matter of principle.

To deal with discourse, Langacker uses a whole range of technical terms. All linguistic
units are abstracted from actual instances of language use, or usage events. A usage event
comprises conceptualization plus elaborate vocalization. Conceptualization consists of two
components: ground (G) and the current discourse space (CDS).

G in general represents the speaker (S) and the hearer (H), their interaction, and the
immediate circumstances (notably the time and space of speech).

CDS is the mental space that comprises”... those elements and relations construed as
being shared by the speaker and hearer as a basis for communication at a given moment in the
flow of discourse.”(Langacker 2001:144) CDS is dynamic in nature since it includes also
a series of previous usage events, as well as subsequent events that might be anticipated.

A usage event takes place in an immediate context which Langacker interprets broadly
as a set of the physical, mental, social and cultural circumstances. G is at the centre of the
context of speech, and S and H are engaged in a co-ordinated viewing of some facet of the
world through a viewing frame.

Usage events are bipolar, comprising both conceptualizing and vocalizing activity.
According to Langacker, activities at both poles consist of several channels co-ordinated in
complex ways, such as speech management, information structure, objective situation;
segmental content, intonation, gesture. In our opinion, we can hardly speak about channels in

54




this connection. These are simply elements, conditions and factors of the process of
communication. Moreover, Langacker interprets them in a simplified manner. For instance,
speech management is reduced only to turn taking and holding and relinquishing the floor.
The same holds good also for information structure which he defines in terms of emphasis,
topic, and status of information as given versus new, without taking into account the theme-
rheme dichotomy. As for the objective situation, he defines it in very broad terms as mental,
social, physical, and cultural circumstances.

On the whole, the concept ‘ viewing frame’ delimits the general focus of attention (the
‘outstage* region). This concept seems to be a useful one because despite the fact that
everybody sees the same world, from the whole field of vision everybody notices different
things.

All linguistic units as abstractions from usage events are multifaceted cognitive
routines which can be activated and carried out when occasion arises. Discourse as a sequence
of usage events naturally implies discourse expectations. In practical terms it means that ”a
preamble will be followed by a main body of text, that a conditional protasis will be followed
by an apodosis, and that a prefix will be followed by a stem.” (Ibid:151) A particular
linguistic item can point backwards and/or forwards, by virtue of evoking the subsequent
discourse.

There is yet another concept used by Langacker which is original in connection with
discourse building. It is the so-called attentional framing. Its conceptual value consists in *
imposing a single window of attention for the simultaneous viewing of conceptual content.’
Attentional frame, thus, refers to one concept at a time constraint and one participant,
lexically expressed, to be introduced in a single clause. Windows of attention tend to be
phonologically identified with an intonation unit, and grammatically they coincide with single
clauses.

As discourse unfolds linguistic structures as instructions for manipulating the CDS
serve to update the CDS. An instruction to update the CDS involves at least two disourse
frames: the one to be updated and the one being created by the updating process. Langacker
regards as truism that linguistic expressions are always produced and understood relative to
some presupposed discourse context.

An important function in the building of discourse structure is fulfilled by
augmentation. This is another term of Langacker’s which is not current in discourse research,
even though the concept it represents is quite familiar. Essentially, it means that a basic unit
being applied to the CDS can be reinforced (further specified), and this results in a new,
augmented unit. Generally speaking, augmentation relates to specifications by means of
grounding. Clausal grounding elements in English are tense and the modals. The nominal
grounding elements include the articles, demonstratives, personal pronouns, and certain
quantifiers. Their function is to profile a grounded instance of a thing or process type.

Apart from grounding, discourse is also about structure building. Connected discourse,
where each successive utterance updates the CDS, usually by building on what is already
established there, is obviously a vast subject. In this connection, Langacker formulates five
general principles, for instance that the basic units of structure building are relationships
rather than things, that when a new structure is added, it is usually anchored to what has
already been built, by virtue of conceptual overlap, that in a sequence of clauses, a subject has
special status as point of attachment to what has already been constructed and point of access
to what is currently being constructed, etc., to mention only a few of them. Langacker himself
says that none of these principles is new or original. These and similar principles were
elaborated not only by Halliday, but also by Mathesius in the past. For example, Mathesius’
treatment of the function of the subject can still be used in discourse research. The same is
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true of the functional sentence perspective with its corresponding thematic and rhematic
elements.

The CG perspective on discourse, that is, how it relates to discourse and how cognitive
structures relate to interactive language use is a comprehensive and elaborate one, but a few
caveats are in order. First, it is concerned only with spoken discourse, and there are several
ways in which speech differs from writing, to say nothing about the fact that they fulfil
different functions.

Second, CG is much less culturally sensitive than SFG. Halliday’s SFG is virtually based on
cultural context, that is, cultural values, social discourses and practices( the social action
semiotic), etc.

Third, CG operates with a very vague definition of the communicative situation, while
in SFG itis clearly defined, and it has also a very important role to play. A communicative
situation consists of three contextual variables (field, tenor, mode), and it is represented by
means of the register. The three contextual variables, in fact, embody the three metafunctions
which are embedded in the semantic system of language.

In the fourth place, SFG posits a process model of language (see Melrose 1995:47). In
addition to social discourses and practices, and situation types, this model includes also
interactional processes as its component part. Interactional processes are not explicitly dealt
with in CG. However, these processes enable the articulation of a situation and its distribution
between interlocutors.

On the whole, it can be said that Langacker’s approach to discourse is dynamic, but
the dynamicity of discourse, its unfolding, is conceived as a constant updating of the CDS
without taking into account the genre or register which represent two main organizational
structures determining the way in which a discourse unfolds.

Naturally, I could speak about many more problematic aspects of CG and its
application to discourse, but it would be pointless to do so within this space of time.

To sum up, there are a number of differences between SFG and CG. Prominent among
them is the fact that while SFG views language as a functional phenomenon firmly anchored
in the cultural context, CG puts much more emphasis on its symbolic character and its
conceptualizations, as well as on its position among other cognitive capacities.
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Resumé
V prispevku analyzujeme dve funkéné lingvistické skoly, a to systémovo-funkénu gramatiku,
autorom ktorej je M. A. K. Halliday a kognitivnu gramatiku, autorom ktorej je R. W.
Langacker. Tieto dve lingvistické Skoly reprezentuji dve krajné funkcionalistické pozicie.
Obidve skoly maji spolo¢né to, Ze rozoberaju jazyk z hl'adiska jeho fungovania v procese
interakcie a komunikacie. AvSak zatial’ o Halliday venuje ovela viac pozornosti kultirnym
a kontextovym premennym, Langacker sa zaobera predovsetkym symbolikou jazyka.
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The paper deals with intercultural communication as a new problem area or discipline
in teaching English to future English language teachers. Its place in teacher training is
presented as a problem (should it be integrated in developing language skills or taught as
a special course?) Intercultural competence is defined in terms of the four savoirs (Byram and
Zarate). Finally, three arguments for including teaching intercultural communication in
language teaching are described.

Key words: intercultural competence, intercultural communication, language
teaching, cross-cultural capability.

Intenzivna internacionalizacia kazdej stranky Zivota viedla koncom 80-tych a v 90-
tych rokoch minulého milénia k zvySenému zaujmu o otazky interkultirnej (medzikultirnej)
komunikacie. Tato tendencia sa prejavila jednak v globalizacii ako k rasticej uniformite a na
druhej strane vyvolala opa¢nu reakciu - zaujem o otdzky narodnej a jazykovej identity, o
kultarou podmienené Specifické znaky etnik a narodov.

Od zaciatku vyvoja novej discipliny bolo zrejmé, ze pri vymedzeni jej obsahu a ciel'a
vyucovania interkultiirnej komunikdacie v ramci pripravy buducich ucitel'ov cudzich jazykov
sa predpoklada Siroka poznatkova baza a rozvijanie znalosti a zru¢nosti, ktoré nesuvisia
priamo s jazykovou kompetenciou.

Autori prac o interkultiirnej komunikacii a ucitelia jazykov viac nez predtym
nadvizovali na poznatky takych spolocenskych vied ako etnografia, socioldgia, antropoldgia,
socialna antropoldgia a i. Na druhej strane k rozvoju novovznikajticej discipliny prispeli
odbornici z rozliénych oblasti, ktorych praca nestvisela s lingvistikou, so Studiom redlif ani s
jazykovym vzdeldvanim buducich ucitel'ov.

Jednou z otazok, ktoré si v ¢ase formovania novej discipliny ucitelia jazykov kladli,
bolo vymedzenie vzt'ahu interkultirnej komunikacie k vyucovaniu jazykov. (M4 sa studium
interkultirnej komunikécie stat’ sicast'ou Studia jazykov, alebo existuji zavazné dovody na
vyc€lenenie a budovanie predmetu Studia interkultirnej komunikécie ako osobitnej discipliny,
teda mimo $tadia jazykov?) Niektori autori upozoriiovali, Ze vy¢€lenenie interkultirne;j
discipliny z vyucby jazykov by mohlo viest’ k posilneniu dominantného postavenia anglictiny
ako globalneho jazyka, ked’ze vdc¢sina préac, publikovanych o tejto problematike v krajinach
zapadnej Eurdpy, je v anglickom jazyku. Ini autori poukazovali na riziko marginalizacie
vyucovania jazykov, ak by sa vyucba interkultirnej komunikécie stala jednou z alternativ
jazykového vzdeldvania. Stretdvame sa aj ndzorom: ,,The integration of an intercultural
dimension might actually undermine the aquisition of linguistic competence” (Killick — Parry,
1997)

Vyvoj v tejto oblasti na slovenskych vysokych skolach viedol k realizacii oboch
moznosti: vznikli §pecializované pracoviska na Studium interkultirnej komunikécie (napr. na
Filozofickej fakulte UK v Bratislave) a si¢asne na filologickych aj nefilologickych fakultach
vznikaju nové kurzy a u¢ebné pomdcky na vyucbu interkultarnej komunikécie.
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V teoretickych pracach 1 v metodickych priruckach na rozvijanie schopnosti u¢iacich
sa komunikovat v kultirne odliSnom prostredi nachddzame mnozstvo terminov ako
intercultural/cross-cultural communication, cultural awareness, cross-cultural capability,
intercultural competence, cultural grammar, cultural literacy, cultural stereotypes a pod.
Britski autori charakterizuju spojenie cross-cultural capability ako dynamicky jav,
obsahujuci kognitivnu, afektivnu a socidlnu zlozku. Interkultirnu kompetentnost’
(intercultural competence) poklada Coleman za schopnost’ prispdsobit’ sa a Gispesne sa
integrovat’ (v krajine odlisnej kultary) (Killick — Parry, 1997).

Ulohou u¢itelov anglického jazyka, ktori sa tito dimenziu kultary rozhodli integrovat’ do
vyucby, je ujasnit’ si obsah terminov a vybrat’ vhodné metddy a prostriedky na osvojovanie si
zrucnosti, ktorej vyznam v dnesnej zjednocujucej sa Eurdpe vzrasta.

Stadium a vyskum interkultirnej komunikécie sa stali uznavanou oblastou, ktora podporuji
také organizacie ako Eurdpska komisia, Rada Europy a UNESCO.

Interkultiirna kompetentnost’

Michael Byram a Genevieve Zarate interkultirnu kompetentnost’ definuja v pracach
pre Radu Eurdpy z hl'adiska Styroch druhov znalosti a zru¢nosti (savoirs: savoir apprendre,
savoirs, savoir etre a savoir faire):

e pochopenie vlastnej identity a kultary, osvojenie si schopnosti porozumiet’ rozdielom
medzi kultarami bez pristupu, ktory sa vyznacuje etnocentrizmom (savoir-étre);

e chapanie odlisnosti, vyuzivanie a vytvaranie prileZitosti na pozorovanie, analyzu a
interpretaciu (savoir-apprendre);

e znalosti o rozli¢nych aspektoch kultury, vratane sociolingvistickej kompetencie;
pochopenie noriem a systému hodnét rodenych pouzivatel'ov cielového jazyka (savoirs);

e schopnost’ integrovat’ tri ostatné dimenzie a interakcia v redlnych podmienkach v krajine
cielového jazyka (savoir-faire). (Killick — Parry, 1997, s. 34)

Predmetom zaujmu a vyskumu v tejto oblasti, do ktorého sa zapajaji ucitelia jazykov
na filologickych pracoviskéch, je najmé vztah jazyka a interkultirnej komunikacie a vyznam
Studia interkultirnej dimenzie pre proces osvojovania si cudzieho jazyka a pre vyucovanie
cudzich jazykov. V suvislosti s osvojovanim si cudzieho jazyka v jeho prirodzenom prostredi
si kladieme otazky pedagogickej, epistemiologickej a ontologickej povahy, napr.: Co je
zakladom priesecnika disciplin ako psycholdgia antropoldgia a filozofia? Aké je uloha
reflexie a sebareflexie v tejto oblasti? Poskytuje prax dokazy o moznosti transformacie
nazorov o odli$nej kultare a postoja k nej (napr. etnocentrizmus verzus empatia)?

InSpiraciu v Studiu interkultirnej komunikacie a osvojovania si interkultirnej
kompetentnosti poskytuji ucitel'om jazykov myslienky G. Hofstedeho, F. Trompenaarsa a
inych, ako aj ich rozpracovanie a aplikécia na slovenské podmienky v pracach slovenskych
ekonomov (napr. Zorkdciova, 2000), ktori sa zaoberaju interkultirnym marketingom,
interkultirnym manazmentom alebo podnikanim v multikultirnom prostredi.

V rozvijani teoretickych otazok danej problematiky vychddzaju anglisti z prac
Hymesa, Canala, Swaina o komunikativnych subkompetencidch (sociolingvisticka,
diskurzivna a strategicka).

Pri aplikacii teoretickych poznatkov v praxi, pri vytvarani koncepcie kurzov
interkultiirnej komunikacie, ako aj pri integrovani tejto problematiky do obsahu inych
predmetov vSak nesmieme zabudat’ na bohatu tradiciu skimania vztahu jazyka a kultiry v
slovenskej a ¢eskej lingvistike a na najnovsie sociologvistické vyskumy na Slovensku.
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Dévody zaradenia Stidia interkultirnej komunikacie do vyu€ovania jazykov

Okrem uvedenych dovodov Stidia interkultirnej komunikécie budicich ucitel'ov
cudzich jazykov (vratane anglického jazyka) mozno spomenut’ d’alSie tri: pragmaticky,
sociolingvisticky a vychovny.

Pragmaticky argument je zalozeny na potrebach trhu prace v medzinarodnom
kontexte. Studenti, ktori rozumeju rozdielom v komunikacii, podmienenym kultirou, maja
lepsie vyhliadky uplatnenia sa na globalnom trhu prace. Sociolingvisticky argument:
schopnost’ Gspesne komunikovat’ (nielen dorozumiet’ sa) s prislusnikmi odli$nej kultiry vedie
k utvoreniu kladného postoja uciacich sa k rodenym pouzivatelom cudzieho jazyka a k ich
kultare. Vychovny argument: aplikédciou uvedeného pristupu v priprave buducich ucitel'ov
anglického jazyka rozvijame zmysel Studentov pre tolerantnost’, ictu a empatiu voci ,,tej
druhej” kulture a jej predstavitel'om.
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Resumé
Prispevok sa zaobera interkultirnou komunikéaciou ako novou problematikou, resp.
disciplinou v odborovom S§tudiu anglictiny buducich ucitel'ov anglického jazyka. Opierajuc sa
o britské zdroje, autorka stru¢ne charakterizuje niektoré problémy stvisiace s miestom
interkulturnej komunikacie v jazykovej priprave buducich ucitel'ov a vo vzdelavani vo
vSeobecnosti, definuje zékladné pojmy a v zévere uvadza tri hlavné argumenty v prospech
Studia a vyskumu interkulturnej komunikacie.
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The author in the paper briefly sums up and analyzes various principles of language teaching,
containing and describing Cognitive, Affective and Linguistic Principles. The author tries to
explain the heart of the matter but also to analyse and characterise them more extensively
within language teaching. The goal is thus to point out their practical usage in the process of
language teaching. The paper describes the student’s role as the centre of language teaching,
though the emphasis is also put on teacher whose role is to motivate his students. The author
also deals with the latest trends in English language teaching with its only purpose — to
achieve communicative competence.

Key words: principles of language — cognitive, affective, linguistic teacher, student,
effective learning

A teacher and students in the classroom — they are all human beings. They have their
own goals they wish to achieve. One of them and the same, as for the teacher, as well as, for
the students is the effectiveness in language teaching and learning.

“Who are you teaching?” it is the question for all teachers.

An Original Individual:

with a mind ideas, opinions, beliefs

a heart hopes, dreams, feelings, emotions
a body fears, problems

a history ways of doing things

an image of self ways of looking at things

a language talents, skills

Answering this question helps many teachers to increase motivation of their students
and have a greater impact on their learning.

In fact, one simple answer can include what we call as Principles of language
teaching. Respecting them but what is more beneficial and effective, application of them in
real teaching may offer really great positive response both for the teacher and his students in
order to achieve the effectiveness.

Cognitive principles

In general there are two ways how students learn a foreign language:

a) Consciously, through formal learning. In this way of learning, learners study the
language in the sequence in which it is presented to them. This kind of learning tries to
encourage accuracy in the language, as well as knowledge. According to the actual demands
made on them to communicate, they develop their fluency and feeling for what is socially
appropriate in the language outside this learning.

b) Subconsciously, by “picking it up”. Learning of this kind encourages fluency in the
language, as well as a natural feel for what is socially appropriate. This style of learning is
also called natural learning. Julian Edge in the book Essentials of English Language Teaching
presents: “The language develops along its own path inside the learner.” (1) The level of
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formal accuracy depends on the demands made on the learner. It is helpful to mention that
these two kinds of learning do not exclude each other but on the contrary, they can support
each other.

There are also two ways how teachers can teach their students to use the target
language:

a) Move step by step from form to meaning, adding together different bits of the
language which have been isolate.

b) Move from meaning to form. To acquire the target language students should be
encouraged and motivated to communicate something as best they can. In this way it is very
helpful to focus the students” attention on the forms used to achieve communication.

All skilled teachers do not prefer just one of these ways. They usually use both ways and mix
them together, in order to accommodate different students. In addition, they encourage and
motivate students to think about their learning process and so become better learners.

Automaticity

Automaticity refers to one of several cognitive principles. The main focus of this
principle is that students absorb some language automatically through meaningful use.
Through meaningful use, students acquire a language subconsciously. For example, while
practising “Do you have...” in “Do you have any brothers or sisters?” the teacher can very
easily and without explicit teaching acquire the correct use of any. There are, of course, many
other situations in a real life when students have to respond automatically or to learn through
automaticity. These are incentives to motivate students to learn the target language and to use
it for realistic purposes. The position of the teacher is to strive to develop effective strategies
combined with automaticity in order to make the incentives and reasons more realistic.

Meaningful learning

Very often teachers, parents and also students find out the typical problem that
students cannot transfer what they have learnt at school to the outside world. They are not
able to communicate, they are not able to use the language in a variety of real situations. They
probably miss meaningful learning.

The teacher teaches a variety of students. Some of them are cleverer, some are less
clever. In this point of view, meaningful learning necessarily respects the sequence of
information. On the contrary, those mentioned less clever students can become frustrated,
motiveless and the effect is backward one.

Though it is sometimes necessary to use drills, meaningful learning prefers it to be
minimalized. To find out students” interests means to create meaningful situations and so
achieve meaningful learning.

Investment

As a matter of fact, in favour of achieving any kind of goal, to fulfil motivation people
must invest something (time, effort and so on...). The same applies to teaching and learning
languages.

a) The student’s investment

The learner is a complex of variables. Again, it is necessary to answer the question:
“Who are you teaching?” Respecting all these variables leads to the positive emotional and
motivational environment without fear or frustration. Consequently, the student will be able to
invest his time, his effort to learn the target language or to overcome obstacles. Surely, he will
also listen with respect to what others are saying.

b) The teacher’s investment

For all teachers it is necessary to remember that they are talking to human beings. This
fact is also proved by research made among students between twelve and seventeen. They
were asked to list teacher’s qualities they thought were important. The most important were:
= “He shows sympathy to all his students.
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» He is fair to all his students.
= He inspires confidence.” (2)

Obviously, the teacher’s personality matters a lot. No doubt, he should invest in his
personal development in favour to be a model for his students. In order to provide effective
language teaching, the teacher has to invest a lot of time and effort in this process. To guide
and to teach his students effectively, it necessarily demands to meet everybody as an
individual. Just in this stage he will be able to see and comprehend students” problems.
Kenneth Chastain supports this fact: “Effective teachers are sensitive to students” reactions
and use interviews as well as introspection and retrospection techniques to help those with
problems to determine the causes of their difficulties.” (3)

There are, of course, some other factors to provide effective language teaching. The
teacher is an organizator also with his important task - to create secure atmosphere. In
accordance with the Communicative Approach, the teacher is a facilitator of his students’
learning and he is a manager of classroom activities with the major task to promote
communication through his advice and monitoring.

The last but not least investment deals with the teacher’s skills and professionalism.
He has to develop his knowledge because as Jeremy Harmer states: “If you do not know what
you are talking about they soon see through you!” (4) It seems to be enough but it is not. To
motivate and encourage students, the teacher has to motivate himself and to be fond of what
he is teaching because students seem to want the teacher to like what he is doing. In fact, they
just do not seem like that but they feel it like that.

Learning styles When a man does not know what harbour he is

making for, no winds is the right wind.

Getting to know the students is a very helpful advantage for the teacher. As the
students are different so their learning styles are different, too. The more the teacher
understands about his students and their learning styles, the more effective language teaching
and learning process is. In fact, there are three major areas in which learning styles may
differ: affective, physiological, and cognitive. There have been made several studies on this
field and one of them is McCarthy’s 4 MAT system.

Bernice McCarthy has applied (5) experimental learning theory to the classroom and
described four learning styles preferences.
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Imaginative Learners

As it is seen from the picture A Imaginative Learners are most comfortable between
Concrete Experience and Reflective Observation.
The special skills of these students are observing, questioning, imagining, inferring,
visualising, diverging, brainstorming and interacting.
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The teacher has a possibility to pick up appropriate techniques for any kind of learning
style. Through these different techniques he can recognise concrete learning style and to
motivate individual students.

“The teacher can recognise the imaginative students by how well they respond to
stories and poetry, and how they like to turn ideas on their heads to see if the ideas remain
intact.” (6) For the teacher it is worth of knowing that the imaginative students enjoy dealing
with the chance of divergent way of looking at life. Concerning to the teacher’s authority,
they respect him but just in case when it has been earned.

Analytical Learners

These students are most situated between Reflective Observation and Abstract
Conceptualization (A).

Also these students own their special skills — organising, pattering, ordering,
classifying, comparing, ordering and prioritising.

This group of students takes school seriously. They do not prefer and they are not fond
of games, fun because they think of it as a waste of time. They view the teacher in a
traditional role running lessons with clear chain of commands. This is how they appreciate his
position in the classroom and are willing to respect him.

Common Sense Learners

The teacher can identify Common Sense Learners between Abstract Conceptualization
and Active Experimentation (A).

They can be identified by special skills such as, exploring, problem-solving, experimenting,
seeing, making things work, predicting. They work very quickly on small concrete tasks and
they demand a lot of themselves to prepare for them. It is very helpful for them to apply body
senses as a focus for understanding. They understand the teacher’s position and authority as
necessary means for good organisation.

Dynamic Learners

It is evident that these students can be found in the quadrant between Active
Experimentation and Concrete Experience (A). As the other learning styles also Dynamic
Learners are special in some skills. The most important skills are: integrating, evaluating,
verifying, explaining, summarising, re-presenting and focusing.

Dynamic Learners are known for their great involvement. They are the most
physically active and posses leadership qualities. They are able to attract their schoolmates
whether positively or negatively. They are very often involved in co-operative techniques.
However, they are active, there comes up the issue of leading these students in order to
prevent a possible restive atmosphere. The teacher’s position is a bit difficult because these
students tend to disregard authority. The teacher’s personality matters a lot. He should find
out such strategies and techniques that will be used to students” advantage, e. g., to apply their
natural needs to use the target language in real situations.

4 MAT system is common but unique, too. It is common because it fits all learners.
All learners pass over the four steps — motivation, information, practice and application in
order to achieve the goal successfully. On the other hand, it is unique because each of the four
steps appeals to the concrete learning style (B).

In addition to above mentioned learning styles the teacher cannot forget for other learning
styles. Visual, aural, oral and tactile are those that the teacher should strive to meet and to use
them for the benefit of his students also by application of different effective techniques.

Affective principles
Kenneth Chastain in his book Developing Second Language Skills presents: “Of all the
learner variables, the most influential are those related to the learner’s emotions, attitudes, and
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personalities.” (7) When including them into language teaching, they can increase the level of
motivation and activation of the students.

Language Ego

Learning a new language always means developing a new way of thinking, feeling and
acting. Certainly, teachers agree that especially for beginners it is a quite big shift. It demands
the whole personality. Just as the heart is the centre of the body, so the Language Ego is the
centre and instrument for this shift in the language learning process.
Possibilities of the Language Ego are wide spread. It can create shyness and defensiveness in
students but on the other hand, it can create valour, as well. Of course, the Language Ego is a
complex of several factors a good teacher has to take into account.

a) Self - Concept

“The term Self - Concept refers to the self-image each individual has. This conception
of self develops primarily as a result of the feedback received as the individual interacts with
her environment.” (8) It is apparent that students with positive Self - Concept are in fact more
successful than those with negative Self - Concept. The mentioned students with positive Self
- Concept are more likely to make effort, to invest e. g., their time and to overcome the
negative effects of “risk - taking” activities.

b) Perseverance

In a favour of dealing with the target language as with something natural concerning to
feeling, acting and thinking, it necessitates a great amount of time and investment of any kind.
The teacher’s priority is to revive the motivation of his students in order make progress from
one day to another. From this point of view, great demands are put on the teacher. He needs to
plan carefully, he needs to pick up appropriate and motivational activities and techniques etc.
Undoubtedly, the main role is the role of the student and whether he is responsible for his
learning or not. This is the way that perseverance functions as a means to successful and
effective language teaching and learning.

¢) Introversion versus Extroversion

In order to provide effective language teaching and understand the issue of the
Language Ego, good teachers cannot forget about factors of introversion and extroversion.
“Introverts tend to be shy and reticent; their thoughts are typically centred on self and are
directed inward. Extroverts tend to be outgoing and aggressive; their thoughts are typically
centred on others and are directed outward.” (9) Whether or not, teachers have to deal with
these factors because each type may have its own advantage. Kenneth Chastain makes the
difference (10) between introverts and extroverts. “Introverts are more dedicated to the task,
and they may tend to seek another language or cultural group with which to associate.
Extroverts, in contrast are more comfortable to practice more actively and they work with less
fear of risk — taking.”

Including all these factors concerning to language teaching there appear some valuable
guidelines and suggestions for all teachers.
» The teacher should be patient and supportive.
» The teacher should think of that less is often more, in other words, to try not to give too
much information at once.
» The teacher should think of who to call.
» The teacher should think how much detailed information to give.
* Focus on the integration of each student into classroom activities.
= Take advantage of natural student curiosity.

Self - Confidence

Diane Larsen-Freeman introduces an interesting fact: “Also, teachers give students an
opportunity to express their individuality by having them share their ideas and opinions on a
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regular basic. This helps students to integrate the foreign language with their own personality
and to feel more emotionally secure with it.” (11)

This statement expresses the position of the feelings in the Communicative Approach.
No doubt, it can be one of many ways how to become successful and to increase students’
self-confidence. Another way is also the sequence of information from easier to more
difficult. If the teacher does not respect the sequence of information, the results are coming
automatically. Students become frustrated, they are not interested in studying and the
consequence is lowering or a loss of self-confidence.

a) Feedback

Traditional schools used to motivate students by the application of rewards and
punishments for their errors. New trends in language teaching turned their point of view on
this field. “In Error Analysis there has been a change from looking at the product (error) to the
process (why students make errors).”(12)

The Communicative Approach as one of the modern trends in language teaching
emphasises that making mistakes is a normal aspect in learning process and that one can learn
from one’s mistakes. Errors are tolerated and are seen as a natural outcome.

Feedback as a part of teaching and learning process has to be used for the advantage of the
student. Without feedback the student cannot be sure that the learning task has been done
correctly. There are, of course, some practical and effective principles to include for giving
feedback:

= Each feedback has to be objective.

= [t should deal with the whole personality of the student.

» Asitis possible the teacher should evaluate the concrete, individual student with concrete,
appropriate feedback.

»  When it is possible, to give positive written or oral feedback.

* While giving feedback the teacher should start with positive comments.

» The teacher should lead his students to use their subjective evaluation.

Maybe it seems to be that the feedback has not so much to do with self-confidence.
The objectives of the feedback are not only cognitive but also affective. For example, if the
teacher uses extreme types of feedback (he exaggerates or he gives no feedback etc.) the
student can get frustrated or mope away and he can lose his interest to learn. Unlike the
former case, if the student knows the feedback he can improve his learning and it results also
in increasing his self-confidence.

b) Interests and Needs

As soon as the student finds out that the teacher makes use of his interests and needs,
he is motivated and encouraged so much that he is able to overcome the barriers of
unfavourable conditions and to take risks in order to succeed. The result is evident - the higher
success, the higher self-confidence.

It is obvious that the teacher cannot possibly deal with the interests of each student.
However, he should make some kind of schema dealing with students” interests and needs of
his students. It is worth of several benefits. If the most important knowledge to learn is
associated with interests and needs, they feel more comfortable. Another benefit is the issue
that students tend to remember it longer.

Kenneth Chastain introduces this kind of benefit: “Students” self-perceived needs also
affect their class work. If they view the class as being a requirement and if satisfying the
requirement with a good grade is a valid objective for them, they will give the class their
serious attention.”(13) On the contrary, those students who see no relationship between class
and their needs, they have very often difficulties to overcome barriers, to invest time or effort
and so they feel no motivation to learn and achieve success.
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Language — culture connection

Students arrive in class with a variety of attitudes about learning the target language.
They arrive in class also with attitudes and expectation concerning to the culture where the
target language is spoken. Their expectations are very often getting arisen when they listen to
about concrete culture or perhaps they spent some time in that country. As follows, teaching
of the target language should include the whole complex of sociolinguistic aspects and to try
to meet language teaching as a connection with a given culture of the target language.

In order to get a sense of culture in connection with language teaching it is good to define the
word “culture”.

“CULTURE — an integrated system of learned behaviour patterns that are
characteristic of the members of any given society. Culture refers to the total way of life of
particular groups of people. It includes everything that a group of people thinks, says, does
and makes.”(14)

Indeed, the teacher cannot teach the “total way of life” of another culture and country.
On the other hand, he should focus on three areas (knowledge, skills, attitudes and values) in
order to provide language — culture connection and so motivate his students to learn also for
real purpose.

In order to provide effective language — culture connection, the teacher should include
also material and activities related to the culture. Experience has shown that students are
interested and fascinated in discussing aspects of the cultures.

Julia M. Dobson (15) approves the same fact that students are apt to be fascinated by the ways
in which their culture is similar to or different from the English speaking one. Undoubtedly,
this kind of activities demands the whole personality of the students and so it demands their
emotions, too. This is the way in which affective principles are put into teaching of language -
culture connection.

Linguistic principles

The best way how to learn foreign languages is to learn them in a real society with all
sociolinguistic aspects. This is the most natural way how to teach and learn a target language.
Indeed, not all learners have this possibility to learn the target language in the real country.
Majority of the students learn the language at school. However, it is not natural environment
for learning and teaching language the goal is always the same.

“Language is for communication. Linguistic competence, the knowledge of forms and
meanings is, however, just one part of communicative competence. Another aspect of
communicative competence is knowledge of the functions language is used for.” (16) All new
trends in language teaching are focused more on using the language and less on grammar but
on the other hand, they do not depreciate the role of grammar in language teaching.

It seems to be easy to ask the student to speak or to ask him to present his opinions,
etc. As it has been mentioned several times before, there are several factors to influence it
(fear of the student, unfavourable conditions, etc.). The teacher should give the students an
opportunity to speak without worrying about mistakes and he should motivate them to speak
as much as possible because the communicative competence motivates the students to learn
more and improve their target language.

All teachers always desire to achieve success in their teaching and provide effective
language teaching. In fact, each teacher has to take into account the common fact that he is
teaching different students with their own specific variables. Again and again, he should ask
himself: “Who are you teaching?” Answering it, it helps him to comprehend the difference
among students, to respect them as original human beings, to find out why some students are
more successful and some are less successful and so achieve the desired goal.
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Resumé

Jazykové vyucovanie a okruhy tém, ktoré s nim suvisia boli, si a budu neustale predmetom
uvah a snéh o jeho zefektivnenie. M6zeme teda suhlasit’ s tym, ze efektivnost’ alebo efektivne
jazykové vyucovanie je zaroven aj prvoradym cielom. Ked’ze uvahy a snahy v dosahovani
tohto ciel’a boli v priebehu urcitych obdobi podmienené a ovplyvitované réznymi pristupmi,
predsa je len mozné a nakoniec aj nevyhnutné priblizit’ sa k zjednoteniu moznych vychodisk,
ktoré vedu k uz uvedenému zefektivneniu. V naSom pripade sme sa teda snazili n4jt’ takéto
vychodiska a dosli sme k ndzoru, Ze aj principy jazykového vyucovania moézu byt takymto
kl'aicom k efektivnosti.
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Abstract: KEKETIOVA, I.: Interest as a motivational factor in learning foreign
languages. Acta Fac. Paed. Univ. Tyrnaviensis, Ser. A, 2005, no. 7, pp. 69 —71.

Interest is an important factor of teaching and plays significant role in teaching foreign
languages. Motivation increases psychological and psychomotor activity of a learner.
Necessity of teaching, learning follows from social determinativeness but most of all from
nature of a human being. There are differences between the learning motivation of pupils and
learning motivation of adults. Personality of teacher is an important factor in foreign language
teaching.

Key words: interest, motivation, foreign language teaching, pupil, personality of
teacher

Zaujem, ako jeden z Cinitel'ov pohnutok regulacie, ma osobitny vyznam pri siistavnom
osvojovani si cudzieho jazyka. Je to tak z viacerych dovodov, predovsetkym preto, ze je
jednym z najvyznamnej$ich aktiva¢nych Cinitel'ov, lebo zvySuje psychicku a
psychomotoricku aktivitu. Tym, ze ma uvedomovaci charakter, ¢innost’ jednotlivca zameriava
uréitym smerom. Zakladom utvorenia trvalejSieho zaujmu o ovladanie cudzieho jazyka je
vznik vnutornej potreby ako odrazu vonkajSich poziadaviek na jednotlivca, ktoré si plne
uvedomi a osvoji. Zaujem mozno charakterizovat’ ako zameranost’ vedomia na urcitd ¢innost’
smerujucu k istému ciel'u, ktord pomaha uspokojit’ potrebu jednotlivca. Pri u€eni sa cudzich
jazykov zaujem zohrava doleziti ulohu vo vSetkych vyvinovych stupiioch. Zname su
vyskumy s det'mi predskolského veku, pri ktorych sa experimentalne dokazalo, ze hravy
spdsob ucenia a tym aj zvySenie zaujmu viedlo k vySsej vykonnosti zapamétania alebo
znizenia efektu ucenia pri nedostatku zdujmu. K vyznamnym aspektom, ktoré podnecuju
motivaciu pri ueni cudzich jazykov je podl'a V. Lagerovej (2004, s. 757) vyuZivanie obrazu:
,Bilder sind auch Unterrichtsmedien. Im Deutschunterricht regen Bilder und Bildgeschichten
zum Erzéhlen und zur schriftlichen Darstellung an.*

Takisto v skolskom veku je dolezitost’ zaujmu pre uvedomené ucenie sa cudzich
jazykov evidentnd, a to najma preto, Ze zaujem je obycajne viazany nie na bezprostredna
¢innost’, ale na kone¢ny efekt, ktory je tomuto vekovému obdobiu znaéne vzdialeny. U
dospelych jednotlivcov, ked’ osvojenie si cudzieho jazyka ma viac-menej dobrovolny
charakter bez priameho nariad’ovania, motivacno-zaujmové faktory nadobtidaji osobitny
vyznam. Vznik motivacie a zdujmu o cudzi jazyk u dospelych jednotlivcov primarne
determinuju zvysené spolocenské poziadavky na vSestranny rozvoj osobnosti. Vac¢Sina osob s
primeranym spoloenskym postavenim jednoznacne pocit'uje potrebu ovladania aspon
jedného svetového jazyka ako prostriedku na d’al$i vSeobecny a odborny rast. Zda sa, ze
zvySenie odbornej erudicie, ziskanie SirSieho kultirneho obzoru, dominuji v motivac¢no-
zaujmovej Strukture osobnosti jednotlivcov, uciacich sa cudzi jazyk z vlastnej iniciativy.

Bezprostredna uzito¢nost’ ovladania cudzieho jazyka je postrehnutel'na najma pri
styku s cudzinou. Moda cestovania, objavovania novych krajin, priame poznanie kultury
inych narodov, to vSetko je umoznené prave jazykovymi znalostami. Z toho aspektu
poznanie cudzieho jazyka mozno povazovat za vSestranne vyhodné, a to si Studujuci
uvedomuju.
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Nie je preto ni¢ nezvyc¢ajné, ak medzi bezprostrednymi motivmi a zaujmami pri uceni
sa cudzieho jazyka je snaha realizovat’ najrozmanitejSie formy zahrani¢nych stykov, najmi
cestovanie do cudziny.

Nase poznatky ukazujl, Ze tato bezprostredna perspektiva zohrava dolezitu ulohu pri
hibke i stalosti motivaéno-zaujmovych &initelov v procese uéenia sa cudzieho jazyka. Pri
zna¢nom mnozstve tych, ktori prerusili tento proces, sa stratila perspektiva zahrani¢nej cesty,
resp. iny bezprostredny zahrani¢ny styk. Priblizne to isté mozno povedat aj o tych
jednotlivcoch, ktorych cesta do cudziny nie je spojend s dost’ jednoznacnym jasnym, resp.
vyhranenej$im ciel'om.

Odlis$na situécia v tomto smere je u Skolskej mladeze, kde ovladnutie cudzich jazykov
je podmienkou uspesného absolvovania dennej pripravy. VSeobecne mozno konstatovat’, ze
zaujem o osvojenia si cudzieho jazyka je tu vyvolany a udrziavany $pecifickymi formami
poziadaviek, striktnych predpisov z hl'adiska urcenych u¢ebno-vychovnych noriem. Len v
mensSine Ziakov je motiva¢no-zaujmovy aparat orientovany na zékladné ciel'ové perspektivy.
Predbezne mozno d’alej konstatovat, Ze existuje tizky vzt'ah medzi schopnostami a celkovou
psychickou dispoziciou §tiidia cudzich jazykov na jednej strane a trvanim primerane;j
motivacie a zaujmu na druhej strane.

U jednotlivcov, ktori disponuji vy$§imi schopnostami, ktoré im umoziiujii dosahovat’
vys$si vykon, rychlejsi postup ( a teda aj postupntl sebarealizaciu s logickym nasledkom vacsej
spokojnosti ) st zaujmy ako motiva¢ny Cinitel’ u¢enia cudzieho jazyka vSeobecne trvalejSie a
hlbsie.

Ak celkova psychické dispozicia na osvojenie si cudzieho jazyka je mensSia, asto
dochadza k naruSeniu prvotného zaujmu a tym aj k oslabeniu motivacnej aktivity. V mnohych
pripadoch jednotlivec nevie prekonat’ Casté frustracné stavy a zvycajne rezignuje.

Pri $tudiu cudzich jazykov nevieme jednoznacne identifikovat’ pri¢inu netispechu.
Potvrdzuju sa tu vSeobecné psychologické poznatky, Ze postupny Uspech zohrdva v uceni
vel'mi dolezitt ulohu. Opakované neuspechy sposobuju frustracie, regresie, ktoré sa odrazaju
v zhorSeni vysledkov ucenia. Situdcia, ked’ jednotlivec neziska o€akavany uspech, sa
vSeobecne hodnoti ako nepriazniva, pdsobi demobilizac¢ne a znizuje motivaciu vytyc¢eného
uspechu. Tu st potrebné a nevyhnutné osobitné opatrenia, Specifické, individualnym
zvlastnostiam zodpovedajuce vychovné zasahy, ktoré zapoja d’alSie zlozky osobnosti, aby sa
oslabeny zaujem kompenzoval napr. vol'ovym Usilim, zvySenou pracovitostou a pod. Je
potrebné pouzit’ rozne prostriedky pobadania, povzbudzovania, poskytnutie Specidlnej
pomoci, CastejSie zdoraznenie vyznamu o¢akavaného ciel'a, zmena metddy sprostredkovania
informadcii, uplatnenie modernych vyucovacich prostriedkov a pod.

Z rozhovorov s vyu€ujucimi som ziskala poznatok, Ze prave ucenie cudzieho jazyka
vyzaduje v maximalnej miere reSpektovat’ zasadu individualneho pristupu, vel'mi citlivé,
uvazené reagovanie v kazdej situdcii. VSeobecne sa uznava, Ze spravny pristup vyucujiiceho
k objektu svojho pdsobenia mdze uvedené handicapy, deprivacie, ktoré sa tak ¢asto vyskytuju
pri $tadiu cudzich jazykov, prekonat’.

Osobitne dolezité je reSpektovanie zasady individudlneho pristupu pri organizovanom
vzdelavani dospelych. Ako som uviedla, zdkladna motivécia jednotlivych Studujicich je
takmer totozna. Konkrétne, bezprostredné motiva¢no-zdujmové Cinitele jednotlivcov su vsak
modifikované vzhl'adom na ich predchadzajice skiisenosti a vonkajsie konkrétne okolnosti,
na zaklade ktorych sa uvedomuju potreby stidia cudzieho jazyka. Okrem toho situaciu
komplikujt aj individudlne rozdiely v schopnostiach, v pohotovosti, rychlosti a trvacnosti
osvojovania zakladov cudzieho jazyka. Dalej treba poéitat’ aj s d’al§imi psychickymi
Cinitel'mi, predovsetkym s volovymi faktormi, pozornostou a momentalnymi psychickymi
stavmi. Iba poznanie tychto skuto¢nosti utvara predpoklad na adekvatne a diferencované
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vychovno-vzdelavacie pdsobenie vyucujuceho, ktoré je jednym z rozhodujucich Cinitel'ov
splnenia vyty¢eného ciel’a.
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Resumé
Zaujem mozno charakterizovat’ ako zameranost’ vedomia na ur€iti ¢innost’ smerujicu
k istému ciel'u, ktord pomaha uskutocnit’ potrebu jednotlivca. Pri osvojovani cudzich jazykov
ma zaujem vel'mi dolezity vyznam. Prispevok sa zaobera vznikom motivécie a zdujmu
o cudzi jazyk u Ziakov, ale aj u dospelych jedincov. Ucitel’ musi motivacne pdsobit’ na
jednotlivca a reSpektovat’ pritom zasady individualneho pristupu k u¢iacemu sa.
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The article deals with some aspects of teaching through pictures. The author analyzes
the key terms of communicative teaching, efficiency of teaching through pictures and she
shows the roles of the teacher and student in the process. She deals with different types of
pictures and the principles of their usage in teaching. Other methods of using pictures in
teaching can serve as models for further work.
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1. K oznacdeniu komunikativne vyu¢ovanie
Vicsina ucebnic, ktoré vysli koncom 70-tych rokov, dokazuje, ze sa zvySuje ich
naroc¢nost, aby sa dosiahlo komunikativne vyu€ovanie, pod ktorym rozumieme také
vyucovanie, v centre ktorého stoji rozhovor, ktory zodpoveda potrebam ziakov. Toto
vymedzenie nie je dost’ jasné, lebo zvicsa tazko uhadnut’ potreby a predpoklady na ucenie
deti, ktoré vzdy su rozmanité. Tazko pochopit’ aj nadradeny uéebny ciel’. Casto je v spojitosti
s predstavou uspesného dorozumenia sa v kazdodennych situaciach. Vychadzame
z rozSireného chapania deja: su vyucovacie procesy motivované, teda maju osobny zmysel pre
ziaka, vtedy st tieto operacie vo vlastnej hlave “orientované na dej”. Ide teda o akysi
vnutorny pohyb, ktory Ziaci pocitia pri u¢eni, aby ich zdujem o to, ¢o vidia, pocuju, mohli
sami vyjadrit, a 0 mozZnosti tento zaujem vyvolat’ a oZivovat’.
Komunikativne je teda vyu€ovanie:
- v ktorom sa konaju re¢ové vyjadrenia v situdcidch a scénach, ktoré ziaci sami
vytvaraju a vyhladavaju,
- v ktorom je re¢ o otdzkach, textoch, situaciach, o uc¢eni a vyucovani,
o systematizovani, vnimani a aplikovani pravidiel,
- do ktorého sa materialy vkladaju a otazky prichadzaju na pretras,
- v ktorom sa “vnutorny jazyk” ziaka pripista: vnttorna re¢ je jazykovy prostriedok,
ktory stoji k dispozicii na momentalnom stupni ovladania jazyka,
- v ktorom chut hovorit’ a zvedavost’ sa vyzaduje (napr. otdzkami)
Nekomunikativne sposoby vyucovania su tie:
- ktoré su zamerané na striktné vyhybanie sa chybam,
- ktoré pontkaji hotové ucenie a napokon znova skiimaju,
- ktoré vylucuju (nepripistaji) materinsku rec,
- ktoré stoja pod tlakom casu,
- ktoré prebiehaju podl'a presného planu.
Z komunikativneho vyucovania vychadzame aj pri uvaZzovani o pouziti obrazkov na
vyucovani.
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2. Ucenie s obrazkami
Ucenie s obrazkami mé spiiiat’ tri funkcie:

a) pestrost moznosti, ktoré obrazky otvaraji vo vyucovani cudzieho jazyka, sa mézu
premrhat’, ak sa ich kvalita primerane nepouzije,

b) ucenie zamerané na “vizualne poznatky” a kreslenie sluzi ako navod na kreativne
zhotovenie niektorych vizualnych pomoécok (kreslenie na tabul'u, tvorba uc¢ebného
materialu). Obraz a jazyk su rozne média, ktoré sa navzajom dopliiajii. Vo vyu¢ovani
jazykov, ako aj v inych vzdelavacich oblastiach sa prednostne sprostredkvaja
poznatky jazykom. Funkcia vizualnych ako samostatnych informacnych prostriedkov
sa menej uznava a skor sa prirad’uje k niz§iemu stupniu vnimania. Preto sa pracuje iba
s pozorovanim obrazov.

¢) ponuka pomdcok, cviceni s obrazmi a hrami moZe sa pouzit’ vo vyucovani.

3. Uloha vyuéujiiceho

Ten, kto chce pri vyucovani zmysluplne pracovat’ s obrazmi, musi poznat’ ich vyznam
alebo poznat hranice ich G¢innosti. Obrazy moZzu re¢ vyvolat’ a podnietit, ale nie vytvorit’.
Ziaci nedokazu ihned’ podavat’ jazykové vykony, ovladat’ vyrazy a jazykové prejavy, ktoré
predtym nepoznali. Kazdy jazykovy vykon sa musi vopred pripravit’ a vybudovat. Su Ziaci,
ktorych tazko oslovime pomocou obrazkov a ktori maja predsudky voci komunikativnym
vyucovacim formam. Podl'a naSich skusenosti sa vSak tychto predsudkov rychlo zbavia, ak
spozoruju, ze ucenie je mozné aj pomocou inych, nez doteraz pouzivanych foriem. Ak si
vyucujuci stoji za tym, ¢o robi, Ziaci akceptuju aj nové formy, ktoré potom uprednostiiuju
pred starymi. Nemali by sme sa ich hned’ vzdat, ak by praca s obrazkami neprebiehala tak,
ako sme dufali. Obrazky nechéapu Ziaci vzdy tak, ako sme ocakavali. Niekedy bude potrebné
aj dodato¢né presné opisanie, aby sme jednoduchu konzumaciu alebo pseudoporozumenie
odburali. Ziadne obrazky vsak ucitel’ nemusi vysvetlovat, majii povzbudit’ vizualny spdsob
vnimania a vlastnl aktivitu ziakov.

To podmieiiuje aj zmenu sposobu sprévania sa ziakov, ktori sa musia vzdat’ aj svojich
zauzivanych zvyklosti u¢enia. Ucitelia vS§ak musia byt’ na to pripraveni. Ak ziadame vlastni
aktivitu Ziakov, atmosféra musi byt uvolnena a ucitel’ musi mat’ ¢as rozvijat’ perspektivu
vizualnosti a potom ju presadit’ do jazyka.

Pre Ziakov nie je vobec I'ahké stiahnut’ sa do uzadia. Metédy komunikativneho
vyucovania nezodpovedaji vzdy zvycajnému vysledku, ale m6zu dosiahnut’ este lepSie
vysledky préave pri slabsich ziakoch.

4. U¢innost’ obrazov a ich didakticka kvalita

4. 1. Obraz a pozorovatel’

Rd&zne typy obrazov oslovuju Ziakov rozmanite. Komiksy sa u nés dlho hodnotili ako
nebezpecné, pretoze udajne boli pre deti a mladistvych ohlupujtce, zatial’ ¢o vo Francuzsku
vSetky vekové skupiny citali a ¢itaja s pozitkom napr. ASTERIX.

Obrazové predstavy, ktoré sa nam zdaji neskodné, mozu prislusnici inych kultar
odmietnut’. Vedl'a kultirnych, vekovych kritérii, treba si pri vybere v§imat’ aj s obrazom
spojeny vyucovaci ciel’. V principe st vSetky typy obrazov pouzitel'né, ak sa vyuziju
adekvatne. Na zhotovenie U¢inku obrazov je ddlezité poznat’ vizudlne zvyky Ziakov: ako
zareaguju na kreslen provokaciu, chapu iréniu a narazky? Ziaci nickedy neberti obrazy vazne
alebo ich dokonca odmietaju, pretoZe ich povazuju za infantilné, neseridzne alebo neesteticke,
pricom v niektorych krajinach predstavuju idealnu skutocnost’.

Zo stredoeurdpskeho pohladu st zaujimavé prave tie naznacené konflikty, ktoré
narusenu harméniu povazuju za zaujimav, zatial’ ¢o to harmonické ich neoslovuje.
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O takychto pohl'adoch a hodnoteniach mozno diskutovat’. Pri vyu€ovani je zatial’ zmysluplné
vyberat’ obrazy, cenzurovat’ ich, vystrihovat’ a ceruzkou menit’.

Vizuélne materialy sa mézu na kazdom stupni a v kazdej faze vo vyucCovani vyuzit.
Pouzit’ na to, ¢o sa ziaci naucili. Obrazy sa moézu pouzit’ rozmanitym spdsobom, napr. ako
riadiace impulzy pri cvi¢eniach na kontrolu ucebného ciel’a, pri vysvetl'ovani slov
a aktualizovani kontextu. Je dolezité, aby sa obrazy prili§ ¢asto nepouzivali, ale iba vtedy, kde
su funkéné.

4. 2. Typy obrazov

Obrazy, ktoré nieco predstavuju, su vSetky formy vizualizacie, ktoré sa snazia
o priamu podobnost’ s realitou veci a zivych osob. Vyskytuju sa aj tazkosti pri pochopeni
takych predstav, ak st prilis$ Stylizované, prihrubé alebo nepresné.

Karikatira

Nepoddajné, cudacke, ohromujuce typy oslovujii emocionalne. Mozno sa s nimi
dostat’ do konfliktu alebo sa zhodnut. O politickej karikatlre sa tazko hovori. Zbavuju reci.
Pointa vyvolava trpky usmev.

Cartoon

Kazdy ,,cartoonista” rozvija svoj $tyl kreslenia. Oni mézu predstavovat jednotlivé
obrazy alebo pribehy. Vacsinou ide o komplikovany obsah, ktory sa komentuje ironicky
a zakerne.

KolaZ

Z vopred zhotovenych casti obrazku (fotografie, textu, kresby) sa zlozi nie¢o nové,
rozne prvky sa zlepia podla obsahu a estetickych aspektov, ¢im znézoriiuji mnohovrstvoveé
nové zobrazenie.

Skica

Prizna¢né je to, €o nie je hotové. Skica je prostriedkom pri vysvetl'ovani, fixovani,
spontanneho népadu, je to orientaénd pomocka na zapamaétanie. Povrchnost’ kresby sposobuje,
zZe je nejednoznacna a otvorena.

Stereotypy

Osoby st bez zivota. Posobia chladno, Sablonovite a pozorovatel’a neoslovuju
(ndhrada fotografie).

Piktogramy

St silne zjednodusené obrazové znazornenia. SluZia na lepSiu orientaciu vo vSednom
zivote a takmer sa bez reci prijimaji.

Symboly

St namiesto niecoho, nimi spojené reCové deje si — pomenovania, vysvetl'ovanie.

Komiks

Rec¢ ustupuje za obrazmi. Deti “¢itaju” komiks bez toho, aby poznali pismo. Preto
maji komiksy vlastni obrazovi re€. Komiksy st vyrozpravané pribehy. Typické st jazykové
”bubliny”, ktoré su vyplnené textom.

Logické obrazy

St vizualizaciou abstraktnych alebo komplexnych vzajomnych suvislosti. Neexistuje
ziadna priama obrazova analdgia s prirodzenymi objektmi. Logické obrazy pracuju s tramami,
piliermi, prvkami, ktoré napr. predstavuju ¢isla a mnozstvo. Vyznam takychto znaciek
(znakov) sa ¢lovek musi najprv naucit (MACAIRE, D./HOSCH, W. 1996, s. 72).

Schéma, diagram

Ide tu o zjednodusenu predstavu vzéjomnej suvislosti, pricom sa vonkajSia forma
zoradenia zobrazuje. Grafika a nazorny obraz spolu vysvetl'uju komplexné texty a umoznuju
rychlejSie pochopenie informécie.
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Tabul’ky

Riesia idaje vo forme priehradok, a tak umoziiuju vizudlne a logické zaradenie
informacii.

Kresba

Kresby ako didaktické prostriedky maju vo vyucovani cudzich jazykov Specificku silu
a su flexibilné. Dajt sa cielovo dosadit’, aby sme dosiahli ur€ity ciel'. Kresby m6zeme I'ahko
menit’ a na hotovy text prispdsobit’. Svojou umeleckou produkciou st uzitocné pri cudzich
jazykoch, st redukované na urc€ité ulohy. Kresba nepovzbudzuje niekedy fantaziu recipienta,
a tym vyvola vlastné asocidcie. Pomocou karikatiry sa aj kontroverzné¢ mienky mozu
vyprovokovat’. Daja sa pritom zmanipulovat’ tak, Ze sa nieco vynecha alebo prida. Vyhodou
je aj to, Ze si ich mézeme sami utvorit’ a jednoduchsie rozmnozit’ ako fotografie.

Kresba alebo fotografia?

Fotografia zobrazuje skuto¢nost’ zdanlivo taku, aka je. Kresby sa stretavaju ako
ilustracie v ucebniach, komiksoch, politickych karikatarach, v reklame, v televizii...
Prednost’ou kresby je aj to, Ze vyzaduju nalezita starostlivost’.

Fotografia

Foto ako miniatura skuto¢nosti” sa zda blizsie realite, objektivnejSie ako kresba,
preto ma vacsiu prijatel’nost’, berie sa vaznejSie, ak ide o sprostredkovanie zemepisného
obsahu alebo o dobovy dokument. Avsak kazda fotografia je iba fikcia, pretoze presne
predstavuje iba jeden vyrez, ako kresba. Takisto sa mnohé¢ fotografie daju ucelovo
zmanipulovat’. Na druhej strane ma niekol’ko nepopieratelnych prednosti: fotografie st
dokumenty, ktoré vyjadruju roznu atmosféru, modu, styl, historické osobnosti, politikov,
hviezdy, ktoré sa sotva daju ina¢ zobrazit'. Mest4, krajiny a zemepisné zvlastnosti st tiez
nazorne a nezamenitel'ne zachytené fotografiou. Avsak situa¢né dialogy na fotografii niekedy
posobia strojene a stroho.

ZmieSané formy: fotografia — kresba

Jednou alternativou st montované obrazy s fotografiou v pozadi a kreslené postavy.
Tieto postavy pdsobia volnejsie a hravejsie. Ziaci ich mozu naplnit’ vlastnymi napadmi.
Fotografie maju aj ti nevyhodu, ze relativne rychle starnt. Uz po niekol’kych rokoch je to
vidiet’ na ucesoch, obleceni, znackach automobilov, ¢ize vidime, Ze ¢as rychle ubieha. Také
zastarané materialy oslovuju uz menej. Ak by sme chceeli fotografie pri prepracovani vymenit’,
je to prave také drahé ako kresby.

4. 3. Principy poulitia obrazov

Jednoznacnost’ — mnohoznacnost’

Obrazy nie su celkom také zretel'né, aj ked’ st tak myslené. Maju Casto také detaily,
ktoré vo vyu€ovani nevyuzijeme, lebo sa do samotnej koncepcie nehodia. Preto by mali byt
obrazy v svojich réznych dimenziach vyhodnotené vzdy, ak sa totiz vlastné napady vypnu,
vznikd nuda. Predtym ako chceme splnit’ u¢ebny ciel’, mali by sme obraz vo vyucovani asponi
raz vyskusat’.

Otvorenost’ — uzavretost’

Otvorené obrazy ul'ah¢uju vstup do vzajomného rozhovoru pri vyucovani. Vytvaraju
recove konstelacie, v ktorych je mozné prirodzené pouZitie jazyka. Obrazy, ktoré maju
povzbudit’ na vyjadrenie, musia mat’ vel’a zretel'nosti, aby ziaci mohli vyuzit’ aj svoju
fantaziu. Cim otvorenejsie st dimenzie (priestorové, Easové kultiirne a socidlne), o to va&smi
povzbudzuju na jazykové vyjadrenia. Obrazy mozu byt vo viacnasobnom ohl'ade otvorené, to
znamena, maju ukazovatel’a, ktory presahuje hranice obrazu a mézu ho jazykovo doplnit’
(Macaire, D. - Hosch, W. 1996).

Priestorova otvorenost’

Naznacuje, Ze na obraze moze byt zvyrazneny aj dvojity vyklad.
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Casovd otvorenost’

Podnecuje na rozne otazky — kto su tie osoby, €o sa stalo, ¢o robia teraz...

Socidlna otvorenost’

I podl'a vonkajsku, ktory obraz vyjadruje mozno urcit’ socidlne pomer — napr. o osoby
robia, kol'’ko maju rokov ...

Komunikativna otvorenost’

Z obrazu mozno vyvodit’ aj komunikativnu otvorenost’ vzhl'adom na socialne rozdiely.

Viacnasobna otvorenost’

Tato otvorenost’ podmieniuje vSestranné otazky na obraz. Niektoré obrazy umoziuju aj
dvojity vyklad, sa akymsi “hackom” v hre. Ziak by sa mal uZ v obraze na prvy pohl'ad
orientovat’ pomocou roznych otazok, aby nedoslo k nedorozumeniu (pravidlo byt
v obraze”). Miesto deja ma byt’ presne urené, pricom doleziti llohu zohrava aj mimika,
gestikulacia, ktoru obraz vyjadruje aj na zaklade reCovych bublin (napr. komiksy).

Vzdajomny ucinok obraz — vyucovaci ciel’

V principe st vsetky typy obrazov pouzitelné, ak s nimi spajame adekvatny vyucovaci
ciel’. Pri vyu€ovani je dolezité vediet’, aké vlastnosti vyjadrené obrazom, veda k tomu, aby sa
nimi dosiahli urc¢ité vyucovacie ciele. Aj skusenejsim ziakom sa pri predlozeni obrazu moze
prihodit,, Ze zdanlivo vhodny obraz v nich nevyvoldva nijaku predstavu. Iba malo typov
obrazov jednozna¢ne podmieniuje vyucovaci ciel’.

Zmeny obrazov

Pre zaciato¢nikov je dolezité, aby sa komplexny obraz spajal s jednoduchym uéebnym
cielom, obrazov¢ pribehy sa maju vyjadrit’ aj jednoduchymi jazykovymi prostriedkami, ved’
kazdy mé na dany obraz iny pohl'ad.

5. Prakticka praca s obrazmi na vyucovani

5. 1. Spiitny projektor

Folie maju tieto prednosti - su metodicky prisposobivé, dajui sa kopirovat’,
odkresl'ovat, zvicSovat,, zmensSovat’, ich prehl'adnost’ pontika uc¢itel'om aj moznosti
vizualneho prijimania informacii. Skupinova praca sa moze preniest’ na foliu alebo sa
pisomne prezentovat’ celej skupine, folia nie je ndhradou za tabul'u, je to iba vhodné médium.

5. 2. Pohyblivy obraz na vyucovani

S féliou a s pohyblivymi ¢astami obrazu mozno dobre vysvetlit’ a precvi€it’ urcité
jazykové situdcie alebo gramatické javy.

5. 3. Tabula

Je tradi¢nym spdsobom hlavné vizualne médium vo vyucovani. Temer kazdy ju
pouziva. V mnohych triedach okrem nej nie je zZiadna ind moznost’ na vizualnu nédzornost’.
Tabul’a umoziuje spontanny prechod k tomu, aby sa otazky, ak nesta¢i verbalne vysvetlenie,
na nej vizualne zobrazili. Tabul'a je teda kreativne a povzbudzujice vyu€ovacie médium, ak
vie s fiou ¢lovek zruéne narabat’. Casto viak spozorujeme, Ze tabul’a je uz zaplnena, preto je
dolezité obrazy na tabul'u si vopred napldnovat’ a nespoliehat’ sa iba na spontannu intuiciu.
Treba pocitat’ aj s rozsahom vysvetl'ovanej latky, ak sa nieCo ma na dlhsi ¢as pouzit, je lepSie
to nakreslit’ na folie alebo na plagaty, prip. rozdelit’ tabul'u na Casti.

5. 4. Plagaty

Ak vo vyucovani nemdzeme pouzit’ spitny projektor, posluzia ndm na to plagaty,
ktoré mozeme pripravit’ doma a ktoré sa hodia na planovité zobrazenie ucebnej latky,
umoziuju totiz dobru Citatel'nost’ pre celt skupinu. St aj nosi¢mi obrazov, na nich sa daju
vytvorit’ vel’ké hracie polia napr. s vyobrazenim obrysov bytov, ktoré sa mézu doplnit’
kartickami so zariadenim. Plagaty su aj dobrou pomdckou pri vypracovani ucebnej latky.
Mozeme ich vyvesit, a tak mozu podporit’ ziakov pri vlastnej oprave. Obrazové plagaty su
vel'mi vhodné pri nacvi¢ovani slovnej zasoby. Predmety sa pomentvaji a pojmy sa napisu na
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karticky, ktoré sa priradia k predmetom, karticky sa otocCia a ziaci pomenuvaju predmety
spamiiti.

NajjednoduchSou moznost'ou ako prezentovat’ obrazy je zhotovovanie folii. Staci, ak
ziaci dostant1 3 — 4 kopie. Tento postup je zmysluplny, ak napr. chceme pouzit’ obraz
z ucebnice a chceme koncentrovat’ pozornost’ na tento obraz a eSte nie na latku, ktora
nasleduje. Pomaly sa tak jazykovo utvara obsah obrazu, ktory sa uchovava ¢o najdlhsie
Vv paméti.

5. 5. DalSie formy poufitia obrazu

Obrazové pribehy samy osebe sa zakladaju na sprostredkovani a vyzaduju
pozorovatela a Citatel’a, a si im ponukou. Ukryvaji komplexnt vypoved’, ktord smeruje
k informacii, p6zitku, pouceniu, spravnemu spravaniu alebo k osvete. Obrazové pribehy
vyzaduju od pozorovatel’a aktivny prijem, nepozoruje sa iba jednotlivy obraz, ale obrazy ako
celok. Pritom sa musi kombinovat, vidiet' d’alej a premysliet’ si, ¢o by mohlo nasledovat’.

Cas, pohyb, dej, kontext sa pri obrazoch dopliiiaji redukovanymi citatmi, ktoré sa
zakladaju na totalnej schopnosti recepcie pozorovatel’a - teda podl'a toho, ako hl'adi na obrazy
so svojou fantdziou, so svojimi skusenost'ami. To, ¢o vidi, ozije.

5. 6. Skladanie pribehov

Ziaci dostanu skopirované a postrihané ¢asti obrazového pribehu a tieto ¢asti maju
plauzibilne zoradit’. Pritom vznikaju rozne deje, ktoré mézeme porovnavat’ a posudzovat'.
(Jeden variant - Ziaci dostanu prvy a posledny obraz pribehu a rozmyslaja, ¢o sa medzitym
odohralo. Alebo — pribeh sa opisuje v slede obraz za obrazom, ale posledny obraz sa neukaze.
Ako sa kon¢i pribeh?) (Macaire, D. - Hosch, W. 1996, s. 122).

5. 7. Vol’né ustne vyjadrovanie

Moze sa skladat’ z jedného slova alebo méze byt komplexné. Kazdy ziak sa vyjadruje
k obrazu, ¢o si o niom mysli. Ucitelia iba starostlivo koriguju nezrozumiteI'né alebo hrubé
chyby, pricom kratkymi medziotazkami nasmeruju zaujem na urcité body. Aj pre hodnotenie
urovne jazyka je dolezita faza vol'ného vyjadrovania. Vyucujuci sa dozvedia aj o predbeznych
vedomostiach, ktoré sa nemusia iba na vyucovani naucit. Obrazy v ucebniciach majua t
nevyhodu, Ze zvicsa st uz zname, ziaci poznaju uz obraz ako celok (knihu uz mali v ruke
viackrat). Tym sa straca velké cast’ motivujuceho Géinku. Pre volné alebo pisomné
vyjadrovanie je dolezité to, Ze obraz iba neilustruje, ale vychadza z textu, poskytuje priestor
na opisy a interpretacie.

6. Praca s obrazmi ako dialog

Na uvedenie recovej intencie (pytat’ sa na nejaku osobu) a na nejakd gramaticku
Struktiru (otdzky) ma obraz znazornit’ situdciu a utvorit’ predbezné ocakavanie toho, ¢o
nasleduje. Dialég sa d4 opticky predviest’ ako text s medzerami. Ziaci maju dosadit’ vhodné
opytovacie slovicka a dialdg citat’ s rozdelenymi tlohami. Ak sa opytovacie zamena napiSu na
karti¢ky, dial6g s medzerami na plagat, ziaci potom mdzu spolo¢ne ukladat’ karticky do
prisluSnych medzier. Ak sa karti¢ky otocia, opytovacie zdmena sa musia doplnit’ z hlavy.

Dalsi stupeti obt'aznosti je dialog, nakresleny ako preliezka” na tabul'u (vizualna
tematicka schéma). Ziaci rekonstruuju dialog spamiti, pritom sa povzbudzuju aj na malé
varianty v dialogu.

6. 1. Vol’né otextovanie obrazov

Pri voI'nom prerozpravani obrazov uc¢ebné ciele nie su v centre. Nie je vopred
naplanované, ¢o ziakovi pri nejakom obraze napadne. Zvolili sme si vol'né a viacvrstvové
pozorovanie. Kazdy vyslovi o tom vlastné myslienky a asociacie. VolI'né texty a pozorovania,
ktoré pri tom vznikaja, st pragmatickejsie ako ucebny ciel’, orientuju sa skor na pouzivanie
jazyka nez korektnost’ normy. Ucitelia asto vyberaji obrazy z hl'adiska uc¢ebnej latky, maji
ziakov viest’ k uréitym pozorovaniam. Prili§ silné riadenie a tym zuZovanie chépania obrazu
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I'ahko privadza ziakov k otazke, preco maju k obrazu, ktory ich malo zaujima, napisat’
(povedat’) nieCo a preco maju vyjadrit’ to, ¢o ucitelia predpokladaju.
6. 2. Analyza chyb
VoI'né pisomné a ustne texty st v pripade potreby este chybné, odrazaja Groven jazyka
a mozu ucitel'ovi ukdzat’ dolezité udaje k d’alSiemu vyucovaniu, poskytnat’ mu, ktoré
opakovania su nevyhnutné, ktoré chyby st zvlast’ pritazujuce.
6. 3. MoZné postupy vo vyucovani
Vyber nejakého vhodného obrazu
a) prezentacia obrazu (napr. spiatnym projektorom),
b) pisomné otextovanie obrazu,
¢) vyhodnotenie chyb.
- Ktoré chyby sa vyskytuji najcastejSie?
- Ktoré st zvlast pritazujuce?
- Ktor¢ st spracované na akom stupni ovladania jazyka?
d) “terapia”, dosledky pre vyucovanie.
6. 4. Vysvetl’ovanie vyznam obrazmi
Sémantika jednotlivych slov je abstraktna a nepresna. Konkrétnou sa stane az
v kontexte, v konkrétnej situacii. Obrazy mozu byt’ mostom medzi abstraktnym vyznamom
slov a konkrétnym vyznamom.
6. 5. Technika vysvetl’ovania slov
Najma na zaciatku vyucovania v heterogénnych skupinach ziakov st sotva iné
pomdcky na vysvetl'ovanie k dispozicii nez mimika, gestikulacia a in¢ zndzorfilovanie na
tabuli. Vysvetl'ovanie slov pomocou obrazov napr. na¢rtmi na tabuli ma tu vyhodu, Ze sa daju
I'ahko napodobnit’. Funguju prave tak dobre ako ndzorné prostriedky vysvetlenia. Mimika
a gestikulacia funguju este lepSie nez verbalne metddy. Semantizacia obrazu nie je v ziadnom
pripade ohranicend na konkrétnost. Mnohoznaéné kresby tiez moézu podporit’ verbalne
vysvetlenie a sprostredkovat’ nazornost’ pojmu. Aj nedokonalé grafické zndzornenia veda
k ciel'n, ak umoznia eSte asociané priblizenie sa k vyznamu.
Uvedené priklady verbalnych a neverbalnych metdd predstavuji celkom ndhodny
vyber.
6. 6. Obrazy ako ”advance organizer”
Tento vyraz sa da priblizne opisat’ ako odbremeiiujica pomdcka porozumenia.
Prezentacia ucebnej latky uprednostituje fazu, v ktorej ide o to, aby sa do popredia — advance
—uvolnili r6zne prekazky z cesty, ktoré by mohli pomylit, a tak samotné pochopenie
zamedzit’ a ucenie st'azit™.
Takéto prekazky v procese pochopenia mézu byt
- informadcie, ktoré ziakom neprinaSaju ziadne pochopenie, dopredu sa situuje faza
predpojenia,

- zemepisné, politické, spolocenské obsahy, ku ktorym musia Ziaci najprv ziskat isty
pristup — predbezné vedomosti,

- nezname slova a Struktury,

- situdcie, ktoré su ziakom cudzie alebo zardzajico prekvapujuce,

- texty, ktorych stupen obtaznosti Citatel'a pretazujq.

”Advance organizer” nemoze vSetky tieto problémy pochopenia odstranit’, ale pristup
k obsahu uéenia ulah¢it. Smeruje ku globalnemu pochopeniu situacie alebo témy. Tym sa ma
vzbudit zdujem o latku. Cim obt'aZnejsie a neznamejsie st obsahy, o to doleZiteji je
”advance organizer” ako faza vyucovania, do ktorej vnasaju ziaci doterajSie vedomosti, tvoria
hypotézy a mdzu odburat’ odstupy. Obrazy s vynikajlice médium na predbezné
odbremenovanie a naladenie sa do nového obsahu u¢enia. Dana socialna forma na to je
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vol'nym prejavom v pléne alebo v pracovnej skupine, kde sa vymienaju kontextualne
vedomosti.

Préave pri textoch, ktoré presahuju stupen obt’aznosti stavu jazyka Ziakov, ale pre nich
obsahuju aj dolezitt informéciu, ziskava ”advance organizer” obzvlast’ doleziti funkciu
odbremenenia.

6. 7. Vysvetlenie gramatiky pomocou obrazov a optickych signdlov

Hodiny gramatiky je ¢asto namdhavejsie pripravit, pretoZe sa musia zhodne navzajom
spojit’ tri oblasti — situécia, text, gramatika (Eichheim, H. - Wilms, H. 1980).

Tu je zjavné, ako sa jazyk a obraz navzajom podmienuju. Vizualny element nie je tu
uz nijaka ilustrécia, ’pridavok”™, ale spolu s textom tvori kompletnt informéciu, usporadiava
priestor spravania, v ktorom je mozné ucelné pouzitie jazyka. Takyto zhodny pomer medzi
textom a situdciou sa da utvorit’ iba zriedkavo. Zostava iba otazka, ako dokazeme od tohto
obrazu prist’ ku gramatike, teda ¢i dokaZzeme, aby sa nasi ziaci naucili ovladat’ komplikované
gramatické formy a pravidla.

Pri priprave vyucovania ¢lovek uz vacsSinou vie, ktora gramaticka latka nasleduje, prv
nez sa vyda na cestu vhodnej prezentacie textu. Komunikativne dosledky by bolo nevyhnutné
premysliet’:

- aké komunikativne vykony staviame do popredia?

- aku slovnu zasobu a gramatické oblasti musime sprostredkovat’ na vybudovanie
komunikativneho vykonu? Komunikativny ucebny ciel urcuje formalne prostriedky.

- ako “zabalime” to nové, to znaci, aky text, aku situdciu, aby si to ziaci uvedomili?

- aké moznosti pouzitia utvorime?

Funkciu gramatickej vzajomnej suvislosti je verbalne vel'mi t'azko sprostredkovat,
zvlast’ v elementarnom vyucovani. Ak sa ¢lovek pokusa sprostredkovat’ gramatiku nielen ako
kompaktnu latku, ale aj h'ada ndzornti pomdcku, dosadi podl'a moznosti obraz alebo optické
pomdcky na vysvetlovanie. Obraz a jazyk sa viak iba potom vzajomne doplaju, ak su
obsahové sty¢né body. Mnohé gramatické ulohy sa daji nazorne vysvetlit’ na nizSom stupni
ovladania jazyka, ak zoberieme do Gvahy urcité nedostatky.

6. 8. Signaly a signdlna gramatika

Farba, hrubotla¢, zardmovanie, Sipky - to st prostriedky na to, aby sme vyzdvihli
znaky $truktar. Optickym zosilnenim sa ma pozornost’ nasmerovat’ na urcita vynimku.
Signalna gramatika predstavuje teda skratenie a konkretizovanie pravidiel, ktoré sa explicitne
neformuluju, ale ziaci ich maji sami vyvodit. Ona funguje vSak iba na formalnej rovine
vzdelania, nie na pragmatickej rovine pouZitia a vyznamu. Nenahradza teda systematické
uvedenie gramatickej latky, ale proces pochopenia moze podporit’. Signalnogramatické opisy
su dobrou pomdckou pri vlastnej oprave a pri opakovani uz naucenej latky (Macaire, D. -
Hosch, W. 1996).

6. 9. Abstraktné znaky

Aj tu sa pravidla produkcie sprostredkuvaju, napr. oval ako signal pre “’sloveso”
znazoriiuje poziciu pre slovesné ¢asti. Casti viet prirad’uji symboly. Mozu znazornit' rozne
abstraktné typy viet, jasné je najmi postavenie slovesa. Takto mozno robit’ rozli¢né cvienia
napr. z puzzle usporiadat’ vety.

6. 10. Vyslovnost’ a intondcia

Fonetika je vo vic¢Sine ucebnic dost’ chudobna. Samotné zlozité materialy moZu tento
nedostatok odstranit’. Obraz sprostredkuje situaciu, ramec deja a primerany sposob
vyjadrovania. Gestika a mimika zobrazovanych osdb sprostredktiva atmosféru a pocity,
ktorymi osoby hovoria. Pri prerozpravani obrazov Ziaci necitaju, ale hovoria vol'ne
a intonaciu sprevadzaju gestami. Tu vel'mi pomdaha spravny ton. Rozdielnou intonaciou sa
vyjadruju rozli¢né vyznamy. Aby sa tieto vyznamové rozdiely rozpoznali, ziakom to ¢asto
spdsobuje vel'ké tazkosti (Macaire, D. - Hosch, W. 1996).
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Resumé
Prispevok sa zaobera niektorymi aspektmi ucenia s obrazkami. Analyzuju sa ustredné
pojmy komunikativneho vyucovania, G€innost’ vyu¢ovania pomocou obrazov a uvadzaji sa
tilohy u¢itel'a a ziaka v tejto vyuébe. Dalej sa uvadzaju rozdielne typy obrazov ako aj
principy pouZitia obrazov vo vyucbe. Ako ndvrhy na vyu€ovaciu pracu mézu sluzit’ d’alSie
formy pouZitia obrazov vo vyu¢ovacom procese.
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Teaching and learning vocabulary is presented as a crucial element in teaching foreign
languages and is considered to be an essential skill of the Communicative Competence. The
author’s goal is to point out the fact that vocabulary teaching and learning is not an one-off
and short-term process. On the contrary, it is a more complex process closely linked with
teaching of several micro-skills that facilitate acquisition of vocabulary. The author starts her
paper with a word from the point of receptive and productive vocabulary. Subsequently, she
goes in for aspects that might influence teaching and learning vocabulary and increase its
acquisition.
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Vyuclovanie slovnej zasoby predstavuje klacovi zlozku vo vyucovani cudzieho
jazyka. Hoci ucenie avyucovanie slovnej zasoby sa na prvy pohlad nezda velkym
problémom, tento predpoklad mdze byt viac-menej prijatelny pri uceni sa slovnej zasoby, ak
mame na mysli materinsky jazyk. Ak vSak hovorime o cudzom jazyku (L 2) a konkrétne
o pouziti slovnej zdsoby v rdmci L 2, na§ ndzor nemusi byt az taky jednoznacny, ¢o
potvrdzujii aj nasledujuce vyjadrenia. M. Wallace (1982) uvadza: ,,Vocabulary is rather
a more complex process than it might at first sight appear.“ N. Schmitt (2000) d’alej uvadza
,»There isn't an overall theory of how vocabulary is acquired.“ A nakoniec, Swan a Walter
s jasnym zamerom definovali vyu€ovanie slovnej zasoby ako ,,vocabulary acquisition is the
largest and most important task facing the language learner.*

V prvom rade je nevyhnutné uvedomit’ si, ¢o je slovna zasoba. Slova kazdého jazyka utvaraju
slovnu zéasobu, priCom slovna zdsoba daného jazyka ma vlastné Specifické charakteristiky —
historicky vyvoj, lingvistické aspekty a navyse, a to je vSeobecne zndme — staly dynamicky
charakter. Z tohto pohl'adu nie je toho naozaj malo, ¢o by mal ziak ovladat. Ak sa ziaka
opytame, aby sam vyjadril, ¢o pre neho znamena slovo alebo blizSie vyznam slova,
pravdepodobne by odpovedal nasledujiicimi spésobmi:

- vyznam slova je vyznam, ktory moze najst’ v slovniku;

- sposob, ktorym moze poukazat’ na objekt, obrazok, a tak vydedukovat’ vyznam;

- pouzit’ definiciu;

Co znamena poznat' slovo? Zasadna a najdoleZitejsia ivaha pri tejto otazke je, &i
mame na mysli receptivnu, prip. produktivnu slovnil zdsobu a poznanie slova z tohto pohl'adu.
Ide totiz o to, Ci staci pre nas ucitel'ov vediet’, aby Ziaci slovo vnimali receptivne, to znamena
predovsetkym zrakom a sluchom (listening and reading skills), alebo ho vedeli aj samostatne
pouzit’ v akomkol'vek prejave (speaking and writing skills). V tomto pripade ide vSak skor
o pouzitie slovnej zasoby. Ked’Ze naSim zamerom je ucenie a vyucovanie slovnej zasoby,
z tohto hl'adiska je do6lezité spomentt aj aspekty slova.

Mnohi rozliSuju aspekty, tykajuce sa formy slova na jednej strane, na druhej strane st
to aspekty spojené s vyznamom slova. Ellis (4) ich nazyva ako Input / Output aspects. Ini zas
tvrdia, ze kym forma slova je skor otdzkou formalneho rozpoznania slova, vztahujlca sa k
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nepriamemu uceniu (implicit learning), naopak, vyznam slova je zalezitostou uvedomeného
ucenia (explicit learning). Je predsa jasné, Zze snahou ucitelov je vyuCovat slovni zasobu
komplexne — vyznam spolu s formou. V tejto stvislosti je nevyhnutné poznamenat’, ze takto
komplexné vyucovanie slovnej zdsoby L2 je stbor niekolkych zrucnosti, ktorymi sa vSak
momentalne nebudeme zaoberat. TaZisko nasho prispevku bude zamerané predovietkym na
faktory, ktoré mézu vo velkej miere ovplyviiovat’ vyucovanie a ucenie slovnej zasoby.

1. Vyber a mnoZzstvo slovnej zasoby

V suvislosti s vyu€ovanim slovnej zasoby L 2 v rdmci vyucovacieho procesu je mozné
identifikovat’ niekol’ko moznych zdrojov novej slovnej zasoby:

» ucebnice pouzivané v ramci vyucovacieho procesu,

» doplnujici material, ktory vSak nemusi byt nevyhnutne navrhnuty, aby sa ziskala nova
slovna zasoba,

» Specifické aktivity so slovnou zasobou, ktoré navrhol ulitel’ pre konkrétnu skupinu
Studentov,

» poziadavky na novu slovnl zasobu, vychadzajuce zo strany Studentov.

Po uvedeni moznych zdrojov novej slovnej zasoby je len prirodzené, ze sa vyskytne
otazka typu. Aka je taxondémia, preferencia jednotlivych zdrojov? Niektori by mozno uviedli,
ze hlavnym zdrojom novej slovnej zasoby je pre nich ucebnica, ini by mohli namietat’, Ze st
to prave ziaci, ktori kladu svoje poziadavky na vyber novej slovnej zasoby atd’.

Urcite by nebolo vhodné a nie je ani ziaduce jeden zdroj preferovat’ na ukor druhého.
Naopak, je dobré uvedomit’ si niekol'ko kritérii, ktoré zohravaji dodlezita ulohu pri vybere
slovnej zasoby.

Potreba slovnej zasoby a urovei Ziaka

Ak hovorime o potrebe slovnej zasoby, hovorime o potrebe predovsetkym zo strany
Studenta. M. Wallace (1982, s. 27) potrebu definuje ako ,,situaciu®, ked’ ,,the student is put in
a situation where he has to communicate and gets the words he needs.” (5) Toto je pripad,
ked’ je Ziak “dontteny” komunikovat. 1. S. P. Nation (2001) uvadza (6) typy potrieb takto:
» potreba ako nedostatok nie¢oho,

* potreba ako nutnost’,
* potreba ako chcenie.

Kvalitnd analyza potrieb nesporne prispieva k efektivnemu vyberu vhodnych
a ucinnych stratégii.

Je taktieZ nevyhnutné uvedomit si, Ze potreby jednotlivych Zziakov su casto
ovplyviiované ich tiroviiou. Ziak, ktory sa za¢ina u¢it L 2, m4, prirodzene, iné potreby ako
napr. ziak, ktory sa chystd maturovat’.

Mnozstvo slovnej zasoby

KIiacova otdzka mnohych ucitelov, tykajica sa mnozZstva slovnej zdsoby, je
nasledujuca: Kol'ko slov je mozné prebrat na vyucovacej hodine? Otazka je sice
zrozumitel'n4, ale nie Gplna, lebo nevieme, ¢i ma ist’ o aktivnu, prip. pasivnu slovnl zésobu.
V pripade, Ze hovorime o aktivnej slovnej zdsobe, M. Wallace (2001, s. 28-29) uvadza pocet
od 5 az 7 slov, autori knihy Working with Words uvadzaji od 8 do 12 slov, ini autori, medzi
nimi aj N. Schmitt spomina 10 slov. Akokol'vek by sme chceli odpoved’ na uvedenu otazku
zovSeobecnit, nie je to mozné, pretoze aktudlny pocet slov zavisi od mnozstva dalSich
faktorov, medzi ktorymi je napr. vplyv a miera posobenia cudzieho jazyka, motivy ucit’ sa
dany jazyk, posobenie a kontakt s L2 mimo vyucovania, domdca tloha a taktiez pouZivanie
,,Slovni¢kov*.

Casto je nevyhnutné zohladnit aj lingvistické &i metodické aspekty prezentacie
slovnej zasoby, ktoré mozu vo vel'kej miere ul'ah¢it’ vyuCovanie a ucenie slovnej zasoby, a tak
zvysit’ pocet slov, prezentovanych pocas vyucovacej hodiny. Mdze ist’ o toto:
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= Do akej miery su slova L 2 podobné slovam pouzivanym v materinskom jazyku? Ako
priklad mozeme uviest’ slova hotel alebo taxi. Takéto slova mézu spdsobovat’ len fonologické,
nie vSak vyznamové problémy. Podobne to mozno vyjadrit' takto: ,,The more a word
represents patterns and knowledge that learners are familiar with, the lighter its learning
burden.““(7)

* Do akej miery je mozné vyuzit’ derivaciu v L 2 v spojeni s uzZ znamymi predponami alebo
priponami, a tak odvodit’ vyznam nového slova? Napr. slova friendly a unfriendly.

* Do akej miery je mozné pri pochopeni nového slova vyuzit’ poznatky o tvoreni slov L 2
jazyku. Opatmdzeme uviest’ priklad slov ako play — to play.

= Je dané slovo prezentované izolovane alebo v kontexte anasledne aka je morfo-
syntakticka vedomost’ Ziakov o tomto slove?

* Ako narocné je vysvetlit vyznam slova — ide o o jednoduché slova, prip. o abstraktné
pojmy? Kym pri jednoduchych vyrazoch je mozné pouzit rézne metddy, napr. priamy
preklad, obrdzky ¢&i gestd, pri abstraktnych pojmoch je vysvetlenie casovo omnoho
narocnejsie.

* Ide oslovo, s ktorym sa uZ Ziaci niekedy stretli? Je slovo stcastou ich pasivnej slovnej
zasoby?

Pedagogicko-psychologické faktory ovplyviiujice ucenie a vyucovanie slovnej
zasoby

Motivacia

Motivécia sa Casto povazuje za kI'Gi¢ na uspech a svoju G€innost’ nezaprie ani pri
vyucovani a uceni slovnej zasoby. Ako sme uz spomenuli, v mnohych pripadoch je to prave
motivécia, spojend s potrebami, prip. so zdujmami. Mnohi skuseni ucitelia mézu potvrdit, ze
vyuzitie takychto potrieb a zdujmov hlavne v pripadoch, ked ide o vnutorni motivaciu
a dlhodobé ciele je uspech takmer zaruceny.

Domaca uloha a pouzivanie ,.slovnickov*

Akokol'vek by niekto mohol mat ndmietky voc¢i doméacim tloham ¢i pouzivaniu
slovnickov, ich zavedenie do praxe ma skor pozitivny efekt. Niektori vSak zvycajne
namietaju, ze pri pouzivani slovni¢kov typu, kde na jednej strane je anglické slovo a na druhej
strane slovensky preklad, byva absencia aktivity pamétovej zlozky, pretoze ziak ma moznost’
vidiet’ obidva tvary, a tak nedochadza k asociacidm medzi formou a vyznamom. Samozrejme,
1 tu mozno navrhnut’ alternativne sposoby, ako sa takejto absencii zabranit’.

Slovni¢ky a ich vyuZitie je vel'mi Siroké. Ked’ ide o ucenie slovnej zasoby na domécu
ulohu, mézeme uviest’ niekol’ko vyhod:

- Pocas hodiny ucitel’ nema dostatok casu na prezentaciu slovnej zasoby, mdze na to vyuzit’
domacu ulohu Studentov.

- Ziaci maju na domacu tlohu naudit’ sa a precvi¢it si slovni zasobu, najmi spelling
prislusnych slov.

Ucenie, prip. precvicovanie slovnej zasoby sa nema chapat’ ako memorovanie novych
slov, ale ako prezentuje D. Snow (1998, s. 9), ma ist’ 0 nové aktivizujice a motivujice ulohy
so zameranim sa na novu slovnd zasobu, napr.:

- Napisat’ vety s pouzitim novych slov, aby ich vyznam bol z vety jasny.
- Napisat definicie novych slov.

- Navrhnut krizovky s pouzitim novych slov.

- Pripravit kratky test pre svojich spoluziakov.

Pouzivanie slovni¢kov sa zda diskutovanou a z casti kontroverznou témou medzi
ucitel'mi. Ako priklad mdézeme uviest’ pozitiva a negativa pouzivania ,,slovnickov*.
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Pozitiva Negativa

- zvySena  uclinnost  organizovaného - vedenie slovnicka moéze obmedzovat
ucenia sa slovnej zasoby dolezitejsie aktivity

- doraz sa dava nie na formu, ale aj na - tvar slova musi byt napisany presne,
funkciu slova aby sa ziak neucil z nespravneho modelu

- podpora pamitovej Cinnosti sluzi - na ucitela sa modze klast povinnost
ziakovi ako zdroj revizie kontrolovat’ ,,slovnicky, aby si ziaci

neosvojili nespravne tvary

Z uvedenia ,,za a proti slovnickom* nie je vSak celkom jasné, ¢o ma byt’ ich obsahom.
Ak ma byt pouzivanie ,slovnickov® pre ziakov naozaj vyhodou, D. Snow (1998, s. 14)
uvadza niekol’ko uzitocnych tipov:

- Aby sa predislo opatovnému prepisovaniu slov z ucebnice, ucitel’ moze poziadat’ ziakov,aby
si tieto slova zoskupili podla jednotlivych tém, prip. podl'a gramatickych funkcii — podstatné
mena, slovesa, prislovky ...

- Nov¢ slovo mdze byt napisané spolu so synonymom, prip. antonymom.

- Pri pokrocilejsich Studentoch sa slovo méze vysvetlit pomocou definicie.

- Podstatné mend by mali byt’ napisané spolu s ¢lenmi.

- Slovo v L 2 jazyku moze byt napisané ceruzkou. Len ¢o si ho ziak osvoji, slovo moze ziak
vygumovat.

Pamat’

Pamit’, zabudanie — procesy, ktoré st vSetkym zndme, pretoze ide o prirodzené
procesy. Pochopenie tychto procesov sa moze stat’ vyznamnym prvkom pri vyucovani a uceni
sa slovnej zasoby. V prvom rade by sme si mali vysvetlit’ pojmy, tykajlice sa tychto procesov.

Kratkodoba pamait, alebo ako sa niekedy nazyva aj pracovna pamait’, sa podiela aj na
porozumeni reci, ale aj naopak, ,,poruchy v kratkodobej pamiti, predovSetkym obmedzenost’
jej kapacity, sa udeti prejavia v nedostatocnosti rozvoja ich slovnej zasoby.” (Veselsky,
2004) Podstata kratkodobej pamiti je, ze je schopnd udrzat’ obmedzeny pocet informacii v
obmedzenom case a tu sa vynara aj odpoved’, tykajuca sa mnozstva slov pocas vyucovacej
hodiny.

Dlhodoba pamit’ na rozdiel od kratkodobej pamati je schopna udrzat’ informacie ovel'a

dlhsi ¢as. Podl'a niektorych odbornikov aj cely Zivot.
Hoci medzi tymito pamitami sa ukazuje jednoznacny rozdiel, je nevyhnutné uvedomit’ si, ze
presun informdcii medzi jednotlivymi pamitami je mozny. Je to mozné nielen pri presune
z kratkodobej do dlhodobej pamiti, ale aj naopak. V naSom pripade nés vSak zaujima presun
z kratkodobej do dlhodobej pamiiti. ,,Cim sa informacie v kratkodobej pamiti nachadzaju
dlhsie, tym je pravdepodobnejSie, ze sa prenesi do dlhodobej pamiti.“ (11) K tomuto
v znaénej miere prispieva opakovanie a individualne precviCovanie slovnej zéasoby,
prezentovanie slovnej zdsoby co najorganizovanejSou formou — vyznamovo aj logicky
prepojené.

Ak sa odvolavame na pamét’ v spojeni so slovnou zasobou, mali by sme si uvedomit’,
ako su jednotlivé informdcie, slova navzdjom prepojené a uchovavané. Autori knihy Working
wih Words hovoria o tzv. mental lexicon (12).

Pri niekol’kych vyskumoch sa zistilo, Ze lexikdlne jednotky — slovd sa uchovévaja
prave v takychto systémoch. ,,At a very basic level, there appears to be a phonological system,
a system of meaning relations and a system of a spelling system* (Gairns, 1986, s. 87).

Dal§im sposobom na zistenie, ako je mental lexicon organizovany, bolo porovnanie
ako rychlo st Ziaci schopni spomenut’ si na slovo. Je zname, Ze pri urcitych typoch
»hapovedy* je mozné spomenut’ si na slovo omnoho skor, ako bez nich. Napriklad, ak zadame
ziakom ulohy typu:

84




. Povedz meno zvierata, ktoré sa zac¢ina na pismeno C
. Povedz slovo, ktoré sa zacina na pismeno C a je to zviera

Zaver bol jednozna¢ny. Pri prvom zadani ziaci reagovali omnoho rychlejsie a boli
schopni si spomenut’ na meno zvierata. Z toho vyplyva, ze ,,semantically related items are
stored together.“(14)

Dalsim kritériom jednoduchsiecho uchovévania azapamitania si slov je word
frequency — Castost’ pouzivania slov, t. j., ak sa slova vyskytuju Castejsie, ich zapamétanie je
'ahsie a dlhodobejsie.

V suvislosti s uchovavanim slov v pamiti aj znama a U¢innd stratégia spajania novych
informécii so starymi, alebo vyuzitie asociécii.

Vyuzitie asociacii

Vyucovanie aucenie sa novej slovnej zésoby je aktivhym procesom, vyuzivajucim
myslenie. Takymto procesom je aj aplikacia asociacii, ktord méa nesporne mnoho vyhod.
Asociacie sa mozu analyzovat’ podla kategorii, do ktorych patria. V jazykovom vyucovani
slovnej zasoby najcastejSie mézeme vyuzit nasledujice typy asociacii:

1. Clang association — asociacie na zdklade podobnosti formy, nie sémanticky.

2. Syntagmatic associations — asociacie, vyplyvajice zo vztahovych postupnosti, zvy€ajne ide
o slovné druhy.

3. Paradigmatic associations — asociacie rovnakého slovného druhu, majace blizsi sémanticky
vyznam.

Zaujimavy pripad moze nastat, ak u¢ime dve alebo viac pribuznych slov spolu. Toto
mdze spdsobit’ neziaduci vysledok, lebo Ziaci sa musia naucit’ tvary slov, ako aj vyznamy
a potom nevedia, ktory tvar ide s ktorym vyznamom. N. Schmitt (2000) spomina pripad, ked’
sa ziaci mali naucit’ slova left a right. Po precvicovani tychto slov na konci hodiny poziadal
ziakov, aby zdvihli 'avl ruku. Na jeho prekvapenie vacsina zdvihli prava ruku. Odovodnil to
ako vyucovanie sémanticky blizkych slov, vyjadrujiacich smer, ¢o spdsobilo uz uvedeny jav
,»cross-association““(Schmitt, 2000) Z toho teda jednoznac¢ne vyplyva zdsada spajat’ nové slova
so starymi.

Vyucovanie a ucenie cudzich jazykov a slovnej zasoby je dlhodobym a komplexnym
procesom. Do akej miery bude uspeSnym a jednoduch$im, zavisi od mnohych faktorov,
pricom niektoré znich sme sa snazili vyzdvihnut so zamerom poukazat na ich
opodstatnenost’ a nezastupitelni Glohu pri vyucovani slovnej zasoby. Ked'ze sme v tvode
spominali, Zze re¢ sa prejavuje v interakcii a v komunikacii, prave interakcia ucitel — Ziak
mdze uz spomenuté faktory a ich pdsobenie bud’ oslabit’, ale na druhej strane aj posilnit’.
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Resumé

Okruh otazok suvisiacich slovnej zasoby bol predmetom zaujmu pocas mnohych obdobi.
Kedze slovnd zisoba je povazovand za klucovi zlozku z hladiska komunikativneho
a lingvodidaktického, preto sme presvedceni, Ze jej musime venovat’ primerani pozornost.
Zamerom nasho prispevku je tak prezentovat akceptovatelny pohl'ad na vyucovanie slovnej
zasoby, vychadzajiic z realnych podmienok a moznosti nasho Skolského systému.
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