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SILOVO IVODEM

Milé kolegyné a mili kolegové, vazeni pratelé,

opét drzite v rukou dalsi nové Cislo naseho odborného ¢asopisu Lingua
viva a doufame, zZe nam i nadale zachovate pfizen.

S radosti vam vSem rovnéz sdé€lujeme, Ze od roku 2015 je nas Casopis
Lingua viva indexovan v mezinarodni databazi ERIH PLUS — European
Reference Index for the Humanities and Social Sciences.

I toto dvaadvacaté vydani logicky navazuje na inovovanou specifickou
strukturu pfedchozich Cisel Casopisu.

Na zakladé nové koncepce je veSkery publikovany material v ¢asti
STUDIE opé¢t roz¢lenén abecedné podle konkrétnich jazykl (tentokrat dostava
prostor zejména anglitina, CeStina, francouzStina, némcina, rustina
a $panélstina) a v tomto ramci jsou pak nasledné prispévky fazeny podle jmen
jednotlivych autori. Abecedni pofadi je zachovano i v casti RECENZE —
INFORMACE — ZPRAVY.

Piipominame, Ze od zaii 2013 (od cisla LV17) jsou ve formatu PDF
volng pristupné i kompletni elektronické verze jednotlivych cisel odborného
¢asopisu Lingua viva na strankach http://www.pf.jcu.cz/research/lingua viva/.

I nadale strikng plati, ze redakce piijima pouze piivodni materialy, které
nebyly dosud nikde jinde publikovany (a to v€etné cizojazycnych mutaci texti).
Vsechny redakci zaslané prispévky jsou fadné recenzovany zahrani¢nimi
a Ceskymi odborniky. Za jazykovou spravnost pritom plné odpovidaji autofi
jednotlivych ¢lank.

svvr

http://www.pf.jcu.cz/research/lingua_viva/.

Zderka MATYUSOVA, Helena ZBUDILOVA

Ceské Budgjovice, kvéten 2016
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THE LONDON EXPERIENCE

LENKA HESSOVA
JIHOCESKA UNIVERZITA

ABSTRACT

In this article I would like to deal with Multicultural Education (ME) — one of
the cross curricular topics introduced in Czech curricular documents referred to as the
Framework Educational Programme. The cross curricular topics should be included in
all subjects taught within the national curriculum.

I would like to present the readers with various options of how to combine
linguistic and cultural aims in English classes when working with ME. I would also like
to offer a concrete example of an English class combining such aims to show readers
that working with ME can be a natural part of English lessons.

The lesson plan is based on a survey that had been carried out at the University
of South Bohemia with teacher trainees. The survey was used to validate the assumption
that many students connect the notion of Great Britain with London. Once it was
confirmed that students are familiar with London I wanted to show that we do not have
to think of London only in geographical terms but we can also use it as a great tool to
promote the aims of ME.

KEY WORDS
Cross curricular topic Multicultural education, Framework Education Programme,
Lesson plan, L2 class combining cultural and linguistic aims.

INTRODUCTION

Using a concrete example, this paper shows the teachers of English how
the cross curricular topic Multicultural Education can be included in their
English classes. The pattern of this example, when slightly adapted to local
conditions, can be used in any English class in any country around the world.

As I teach at university, my demonstrative lesson is primarily aimed at
teachers to be, my students. In this paper I have taken a very down to earth
approach towards Multicultural Education and [ aim to show how a whole
English lesson, combining language aims and cultural aims, can be conducted by
any EFL teacher in any intermediate class. For my students this could be a
valuable example of how to apply ME in their own English class once they
become teachers themselves; of course they would have to simplify the language
and the activities used here.

Before I start describing the lesson I need to clarify the fact that I use the
term Multicultural Education (ME) which is the official name of the cross
curricular topic set in the new Czech curricula (The Framework Education
Programme, 2013). But the word phrase “multicultural education” in its meaning
and content as [ understand it corresponds more with the terms “intercultural and



pluricultural education” introduced in the Common European Framework of
Reference for Languages (CEFR, 2001). The phrase “multicultural education”
was introduced in the first version of the reformed Czech curricula (FEP, 2005)
in times when the terminology was very confusing and when each author used
his or her coined word. For some reason the phrase itself has survived even in
the new curricula published and compulsory since 2013. When I use the term
multiculturalism in this article it roots in ME and it represents the idea that
cultures coexist together in the same time and space and they not only influence
but also enrich each other. By multicultural awareness it is understood that one
is aware of the fact that apart from one’s own culture there exist other cultures
that can be very different to one’s culture but which are equally important. The
reason why teachers should spread multicultural awareness is the fact that this
can help to fight students” fear of the unknown. It can also prevent students from
creating stereotypes which they have a tendency to create for something that is
not so familiar to them. As a handy tool, which should help me to fulfil my aim
to promote ME, I use a brief survey. Actually, the whole sample class, which I
describe in detail in this paper, could only be conducted thanks to the results of
the survey.

Another reason why I have chosen to design a class combining language
aims and ME aims is that it has been some years since multiculturalism became
something of a magical word among scholars and teachers. But what does it
mean? When we study the scholarly literature the word multiculturalism is
mostly seen as a political construct. According to Parekh: “Multiculturalism
became a politically and ideologically significant movement because of it’s
rejection of the assimilationist demand of the wider society. A multicultural
society, then, is one that includes two or more cultural communities.” (Parekh,
2000:5) Multiculturalism is also a very much spoken about term as Multicultural
Education became an essential part of fairly new curricula which have been
introduced in many countries to meet the European standards (e.g. the Czech
Republic, Norway, Germany). The new curricula are a reaction to The Common
European Framework of Reference for Languages (CEFR, 2001) which is an
attempt to unify educational policies on learning foreign languages across
Europe. Among the three basic principles set down in its preamble there is one
that states: “The rich heritage of diverse languages and cultures in Europe is a
valuable common resource to be protected and developed, and that a major
educational effort is needed to convert that diversity from a barrier to
communication into a source of mutual enrichment and understanding” (CEFR:
2).

When the national curricula in each individual country in Europe are to
be created it is only natural that multiculturalism becomes one of the most
important issues of interest. It is also logical that the official educational
documents in each European country include some form of
multicultural/intercultural/pluricultural education. In everyday school setting it is
very important to spread multicultural awareness and to fight social exclusion as
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many pupils with migrant background might experience the uneasiness on the
side of “native” inhabitants. Needless to say that there have been many works
written on the fact that the racial problems are mostly caused by the lack of
knowledge about other cultures as many people are unconsciously governed by
their fear of the unknown. To include multicultural awareness in everyday
school life is simply an excellent idea but putting the idea into practice demands
more effort than one might expect.
In the Czech Republic the national curricula (FEP, 2013) include six cross
curricular topics, one of them is, as I have already mentioned, Multicultural
Education. The cross curricular topics should be, at some point, included in
everyday teaching practice at schools. Yet, FEP does not say exactly in which
year and to what extent they should be included, neither does it offer concrete
methodology to the teachers on how to use the cross curricular topics. In FEP we
can only find proposed aims and proposed thematic areas. Concerning the aims
of ME the Czech document presents these points:

e ME familiarises pupils with the diversity of various cultures and their

traditions and values
e  ME helps pupils to know their own cultural anchorage and to understand
different cultures

e ME deeply affects interpersonal relationships at the school

e ME diffuses all educational areas

Having listed all the aims above, the document does not provide teachers
with a practical tool, a methodology, for fulfilling these aims and it leaves the
question of “how to deal with these aims” up to the teachers. In a way it gives
the schools great freedom when putting ME into practice but on the other hand it
also distances itself from any responsibilities connected with the effective
implementation of the cross curricular topic in the educational system.

An almost identical situation, as described above, can be found in many
other European countries. Even though the curricular documents usually do not
offer concrete help they suggest areas which should be covered on the national
level. The curricular documents also like to refer to their websites where, as
promised, a “desperate teacher” should find concrete help and concrete
examples. But is this really so? Not in the Czech Republic. It is true that teachers
should find supporting materials and useful tips on how to deal with cross
curricular topics on the most complex methodology site Metodicky Portal.CZ
but on ME there are mostly theoretical contributions and they, based on the
results from the piloting schools which have tried the new curricula, repeat that
there is a lack of practical research in the field and that there is still a great
demand for concrete findings and methodology guides on how to put the theory
into practice. Some authors only state that the situation is not good, they agree
that it needs some action and they promise to provide a solution in the future, see
the website www.rvp.cz and articles by Rokosova (2008), Buryanek (2006) and
Priicha (2004).
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WORKING WITH CULTURE IN AN L2

In my paper I try to break or at least to weaken a certain myth connected
with ME. For some reasons ME is very often seen only in a narrow sense,
dealing with the issues between majority and minority communities. Also, in
teaching practice it is often considered as something extra to classroom work.
ME is already part of many activities, it only has not been seen that way.
Basically, we always consciously or unconsciously cover ME when we deal with
culture and products of mankind in L2. As if we read the description of ME
carefully we know that it aims at reflecting and analysing other cultures and their
appreciation but it also aims at reflecting and analysing one’s own culture.

When I describe lessons that combine intercultural and language aims I
want to show teachers and also to our students that ME is nothing to be afraid of
and that it can fit in our classes beautifully. We just need to become more
conscious and work with the topic of culture and its aims actively as Byram
says:

“...the assumption that language learning leads to positive attitudes towards other
peoples and cultures cannot be held without further reflection. Attitude formation and attitude

change are complex processes and mere exposure to language learning and information about
other cultures will not necessarily lead to the desired results.” (Byram, 1994, p.40).

There are certain possibilities that we as teachers have when working
with culture in English classes. Most of the approaches towards combining
cultural and linguistic aims presented here are borrowed from the researchers
working in the field of ESL (English as a Second Language), but their ideas and
methodology can be applied in any L2 class be it ESL or EFL (English as a
Foreign Language). According to Robinson (1985) in Tomalin and Stempleski
(1993) when students face a new culture in an L2 class they have to deal with its
three dimensions which are interconnected. These dimensions are':

e facts — these are the most visible to students, for example in other
countries a telephone box looks different

e meanings — in other countries people may assign different meanings to
certain signs, for example there is a different notion of the word “tea” in
the Czech language than in English

e interaction patterns — the way people interact with each other may also
be different, for example in the United Kingdom it is very important to
be polite and use words like “please” and “thank you” quite a lot
otherwise an innocent foreigner visiting the country is considered rude

In previous years the traditional approach towards foreign language
learning and teaching stressed mostly the facts connected with the target culture
or any culture. The theory that the notion of what we call “culture” is a social
construct, a social reality and as such is a product of itself had not been taken
into account. Lately such an approach has been challenged and for example

'Similar patterns are introduced by Stern (1992) or Hammerly (1982),
for detailed study see their works.
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Kramsch (2001, p.205-206) suggests that we see an L2 class as an opportunity
to:
e cstablish a sphere of interculturality where all cultures have equal rights
and can be discussed
e teach culture as an interpersonal process when social aspects of
conversation are mentioned and taken into account
e teach culture as a difference, but the approach shall be handled with
great sensitivity
e cross borders of the classroom and take learners for example to a gallery,
museum or a cinema
When we look at Stern’s book Issues and Options in Language Teaching
(1992, p.226-232) we are offered concrete methods we can use when
implementing intercultural aims in an L2 class. He suggests that in our classes
we can use cultural problem solving approach, as an example can serve an
activity called culture assimilator when students are given a situation which can
be misunderstood by any American/British/Czech citizen etc. and they are asked
to discuss the possible reasons that have caused the misunderstanding. We can
also use behavioural and affective approach which is based around three types
of activities. The first one is total physical response (TPR) when cultural
situations are dealt with in a form of simple commands given by the teacher/one
of the students (e.g. a restaurant visit). The second type of activity is a role play,
again an example with a restaurant visit can be used but this time students are
not told what to do, they need to act it out and rely on themselves. The third type
of activity is called a mini-drama which is very similar to culture assimilator
with the difference that students are asked to be in the position of a person who
has misunderstood the situation and they deal with the same model situation at a
subjective level. The last but not least approach we can use is cognitive
approach. This approach is for those who want to feel more in charge of their
educational process and would do their own research on language even outside
the classroom in the form of theoretical research (e.g. reading fiction or non-
fiction). Some people may prefer direct exposure to desired culture in forms of
email correspondence, facebook conversation, face-to-face contact or visit of a
country where L2 is spoken.

WHY THE SURVEY?

When thinking about how to introduce multicultural awareness in my
classes I was keen to find out what the students already know and what their idea
of multiculturalism is. Is there something in them I can start working with?
These were the questions that were behind the design of the survey as I strongly
believed that the students should have already had experience with different
cultures and I needed to know to what extent I could rely on their experience. In
the ELT classroom asking “What 10 words come to your mind when I say Great
Britain” seemed the most natural way to me to do the survey. My assumption
was that no matter what the original background of my students is, as they study
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English, they should have heard about Great Britain because Great Britain would
still be on the top of the list of things that people have connected with native
speakers of English.

The survey was carried out between 17th March and 21rd March 2008
on 127 students of The Pedagogical Faculty during practical English lessons at
The University of South Bohemia. The aim of the survey was to find out what
connotations the students have with the phrase "Great Britain" and to validate
the assumption that many students are aware of the fact that London is in Great
Britain. The students were asked to write down first ten words that come to their
mind when I say “Great Britain”. They had three minutes for the task.

In figure 1 I present the results of the survey and in figure 2 [ show the
words that were mentioned only once by students. The results of the survey
suggest that the respondents connected Great Britain mostly with London. The
results of the survey validated my assumption and I was able to use the
knowledge of London as a good start for designing a whole English class dealing
with intercultural issues. Once again I must stress that the results of the survey
offered a great conclusion as for me there just cannot be a better example of
multiculturalism than the one seen in London. Though I am almost sure that the
students had not thought of this aspect of London and their associations were
going towards London being a capital or a great place for sightseeing. To sum up
I can use London as an ideal example and a survey as a great warm up activity,
when I want to introduce my students to multiculturalism. Where else but in
London can you find so many nationalities living together and where else but in
London can you experience a ride on a double-decker to your favourite Indian
restaurant, then visit a theatre play with American actors starring and then
discuss your impressions of the performance in a cosy pub in Soho. And such
multicultural experiences there are many in London.

WHY THE SAMPLE LESSON?

When it comes to practical examples on how to teach ME in English
classes there are very few on the methodological websites for Czech teachers of
English even though the English classes are ideal for including ME in their
curricula. Not to mention the fact, that multiculturalism is already included in
course books of English. Only there are no didactic works telling teachers what
exactly and in which year to cover in their English classes and how to work with
the topic of multiculturalism. The fact that the aims of ME are general and not
clearly specified in FEB does not help either and it makes the situation even
more difficult for the teachers. They are obliged to implement in their classes
something which everybody keeps talking about but nobody can clearly specify.

THE LESSON PLAN

Level: intermediate.

Students: Czechs (can be any nationality, any number between 8§ to 20).
Aim: to increase multicultural awareness in students.
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Objectives: at the end of the lesson students will be aware of the fact that Great
Britain is inhabited by many nationalities and they will be able to name at least
six nationalities living in Britain and forming its culture.

Aids used: realia (photos of Londoners — [ used photos of my Japanese,
Colombian, Polish and Swedish friends who live in London), A3 paper sheets,
coloured pencils, white board, handouts prepared by the teacher.

CLASS SCHEDULE

1 The aim of this task is to let the students explore their existing
knowledge of Great Britain and let them write down their connotations with this
country. Here students work with their knowledge from other subjects, such as
geography, history, social sciences and also with their personal experience with
visiting GB. The linguistic aim of the activity is to use accurate vocabulary and
to practise spelling.

The teacher greets students and asks them to prepare a small piece of
paper and a pen. Then she explains that they are going to write down only ten
words. She stresses that they should work alone and keep their words a secret
from their partners. They can use any meaningful words: nouns, verbs,
adjectives etc. She tells them that they need to write the first ten words that come
to their minds. Once again she asks them whether they understood. If they did,
she only says “Great Britain”.

2 The aim of this task is to encourage students to discuss their
connotations among each other and to compare and contrast their ideas. During
this activity they use their speaking skills. The first two tasks serve as great
warming up activities.

The teacher asks students to discuss their lists of words with a partner.
Students work in pairs. Then the teacher asks the students to raise their hands if
they have London on their list. Hopefully most of the students will raise their
hands. Then students discuss their opinions on London or experiences they have
had with this city.

3 The aim of this task is to make students aware of the fact that there are
many places where there live people of different origin together peacefully and
they respect each other and the place itself gains many benefits from such a rich
mixture of nationalities. At the same time students practise their communication
skills (accuracy and fluency) and practise turn- taking.

The teacher divides students into five groups (3 people in one group)
and distributes five pictures. Each group gets one. There are “Londoners” in the
pictures. Students” task is to guess where these Londoners are originally from
and students should also support their guesses. Then the class works together.
Students exchange their opinions and guesses. The teacher tells the students
what nationalities the people in pictures are.

4 The aim of this task is to develop the ability to orient oneself in a
pluralistic society and to use intercultural contacts to enrich oneself and others
(see FEP, 6.4. Multicultural Education, p.99), at the same time students practise
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their communication skills when they express their opinion using learnt
structures and they also practise turn- taking.

Students work in pairs and are given a list of nationalities in one column
and products in the second column. Students need to match the nationalities with
products (e.g. Starbucks-American, see figure 4). If some students finish earlier
they are given an extra activity, they need to come up with three similar
matches. When the students finish their task the whole class discuss the right
matches and if there are any extra matches they discuss them as well.

5 The aim of this task is to teach students to communicate and co-exist in
a group containing members of different sociocultural groups, to exercise their
rights and respect those of others, to understand and tolerate others’ different
interests, opinions and abilities and it also develops the ability to recognize and
tolerate the differences of other national, ethnic, religious and social groups and
to work with members of different sociocultural groups (see FEP, 6.4.
Multicultural Education, p.99). At the same time, as in the previous activity,
students practise their communication skills expressing their opinion using
learnt structures and they also learn about turn- taking.

The teacher divides students in groups, the groups need to come up with
as many examples as possible of “multicultural activities” people can do in
London (e.g. going for coffee to Starbucks). Then the teacher asks the groups to
present their ideas and she encourages the rest of the class to add up their ideas.
Then she asks students to work in the same groups and prepare a multicultural
day out for Czech tourists called Karel and Marta. She explains that this is
Karel’s and Marta’s fifth visit to London and they are tired of seeing the London
Eye or Buckingham’s change of guards. Students are given coloured pens and an
A3 sheet on which they will present their ideas to the others. They are
encouraged to use their imagination. The teacher also stresses that the class will
choose the best “day out”.

6 The cultural aim of this activity is the same as in activity number 5. At
the same time, students practise their skills to present and communicate their
opinion to the group of people.

The teacher organises a workshop where all posters are presented and
each group describes their “day out” to the others, students then allocate one to
three points depending on how much they liked the “day out”. They can also
comment on how they would improve each outing.

7 The aim of this task is to let the students explore the Internet and let
them work with the data they find, again the cultural aim is to show them that
the topic of multiculturalism can be found everywhere around us and it should
help them understand and accept the others as individuals with the same rights,
realizing that all ethnic groups and all cultures are equal and none is superior
to any other (see FEP, 6.4. Multicultural Education, p.99)

The teacher gives students homework which she calls “Famous Britain’s
Foreigners”. She explains that she wants the students to search the Internet for
famous people (at least two) who live or lived in Britain but are not of British
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origin. Next time students will tell the class who these people are and why they
are famous. It is a great start for another whole class on multiculturalism or even
a start of a term project which could be called the same. Students” task will then
be to pick one famous foreigner and find as much as possible about this person,
make a poster and in a class workshop present this person to the others (why we
have chosen him/her, why they are famous, etc.). This activity will be followed
by a class discussion.

CONCLUSION

This is just one of many examples on how the teachers can use the
method of survey as a starting point for the inclusion of the cross curricular topic
“Multicultural education”. Not to mention the fact, that when students work with
the topic of multiculturalism, they at the same time practise their speaking skills
as in discussions they need to express their opinion clearly. When students do
the tasks designed for a class on multiculturalism they exercise their fluency and
accuracy in spoken language and they also need to respect turn-taking in
conversation.

Teachers can also work with the finding that on the top of the survey list
there are words such as Ireland, Scotland and Wales, which means that the
students are already aware of the fact that Great Britain is not only about
England. The teachers can further build on this knowledge. The description of
such lessons could again serve as great material for another article.

I believe that in this paper I have proved my point that teachers do not
need to be afraid of multiculturalism as, even though it is a fashionable word,
almost a cliché, it does not have to be an empty one and it is very much needed.
Again I should stress that it is actually very important to know our own cultural
roots and it is equally important to know something about other cultures and
other people and to accept the fact that we share and form this world together
with others. [ wish I could say that we live in a racist free society but I am afraid
that it is still not the case. Though we, as teachers, can work towards better
understanding among people and English classes are a great place for us to carry
off this mission.
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RESUME

V ¢lanku se zabyvam prifezovym tématem Multikulturni vychova, tak
jak je popsano v Ramcovém vzdé€lavacim programu, a jeho uzitim ve vyuce
anglického jazyka. Prlfezova témata by podle zavaznych dokumenti ceského
Skolstvi méla byt zahrnuta do vyuky pfedméti na vSech stupnich vzdélavani.

Chtéla bych zde proto predstavit rizné jiz existujici postupy, které
pouzivaji ucitelé pro kombinaci kulturnich a lingvistickych cili ve vyuce
anglictiny jako druhého jazyka ve svété. Stejné tak Ctenariim piedvést realizaci
jedné konkrétni hodiny anglického jazyka propojujici kulturni a lingvistické cile
realizované v Eeském prostfedi na studentech PF JU v Ceskych Budgjovicich
(budoucich ucitelich anglického jazyka). Plan popsané vyukové jednotky je
zalozen na anket& provedené také na studentech PF JU v CB. Anketa poslouzila
k validaci domnénky, Ze vétSina studentl si pii zmince o Velké Britanii
podvédome vybavi Londyn. S timto zjisténim pak dale pracuji, ale nepouzivam
fakt, Zze studenti Londyn znaji, k upevilovani geografickych ¢i historickych
znalosti. Vyuzivam Londyn jako prostiedek k Sifeni multikulturniho povédomi,
nebot’ Londyn muize poslouzit jako vhodna, velmi redlna a konkrétni ukazka
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bezproblémového fungovani myslenek prifezového tématu Multikulturni
vychova v praxi.

Mgr. Lenka Hessova

Specializace: didaktika anglického jazyka. Ptsobi na katedie anglistiky
Pedagogické fakulty Jihogeské univerzity v Ceskych Bud&jovicich jako odborna
asistentka. Predmétem jejiho zajmu je =zapojeni prufezového tématu
Multikulturni vychova do hodin anglického jazyka. Spolu se studenty PF JU se
snazi aktivné rozsifovat zasobnik aktivit kombinujicich kulturni a jazykové cile
ve vyuce anglického jazyka.

Oxford; 12,1
football; 12,9

Towsr; 13,7

Beatles; 13,7
Scotland; 14.5
Shakespeans; 15,3
fishand chips; 15,3

Loch Ness; 16,1
Buckingham Palace;

tsa; }88

island; 21,8

Diana; 21,8
Stonshenge; 22.6

wordllst

usage In percentage

Figure 1: Great Britain “Top Ten”

Old, Lake District, Queen Anne Boleyn, Liverpool, old towns, controversy,
sightseeing, traffic jam, National Theatre, BBC, imperialism, red coats, palace,
museum, burglar, park, travelling, farms, spring, politics, strange hair style,
Scottish Rocks, dream, Spice Girls, J.K. Rowling, Oasis, James 1., U2, Irish, The
Globe, plane, beach, Warwick, men in suits, children's birthday parties,
Reading, fruit farm, Newsagents, north accent, Brigit Jones, Nick Hornby,
family, cricket, music, Portobello Market, foreigners, English people, Robin
Hood, English breakfast, democracy, cigars, York, sir, Indian people, God Save
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the Queen, British Museum, queue, Red Dwarf, navy, tradition, movies, fat
people, horrible apple bars, fast food, raspberries, hitch-hiking, caravan, tent,
Asda shopping, strange manners, biscuits, land without trees, bed and breakfast,
Colchester, living there, Lilly White, red hair, Margaret Thatcher, beer, Monty
Python, Birmingham, Chelsea, Downing Street, Seven Sisters, Nottingham, Kate
Moss, seaside, ports, Celts, fireworks.

Figure 2: Words mentioned only once

Haagen-Dazs Egyptian
Harrods Czech
BBC Spanish
Bosch Dutch
Zara German
Heineken Japanese
Staropramen American
Subaru British

Figure 3: Matching the brands and nationalities
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WHEN THERE IS NO ESP TEXTBOOK TO MATCH
STUDENTS’ NEEDS

DENISA SULOVSKA
DEPARTMENT OF LANGUAGES, FACULTY OF PHILOSOPHY,
COMENIUS UNIVERSITY

ABSTRACT: For many years now teachers of some ESP courses have experienced the
lack of suitable textbooks for certain disciplines. In the absence of commercially
available textbooks, tailor-made materials have to be designed by the teacher. This paper
describes how a specialised textbook of English for students of Political Science was
prepared, involving steps such as a needs analysis and interviews with teachers of
Political Science, before the starting level of English was determined and authentic
materials were selected to form the basis for exercises and tasks developing language
competence to suit the needs of the future political scientist. The designed textbook,
unique in the particular field of ESP, underwent a thorough verification in the classroom
before it was published.

KEYWORDS: English for Specific Purposes, textbook design, Political science,
reading comprehension

For many decades, English has been the primary medium of
international communication in everyday life as well as in the workplace. It was
the need to train learners to use English in their profession that stimulated the
introduction of English for Specific Purposes in the late 1960s. What made it
different from English for General Purposes was the focus on what students need
(or will need) in their professional environment. According to Hutchinson &
Waters (1987:53) this was facilitated not by the existence of a need as such but
rather by an awareness of this need. As a result, commercially produced ESP
books appeared, attempting to cater to the needs of various professions.

The advantage of having a specialised ESP textbook to be used in an
ESP course seems undisputed. After all, "the textbook is .... the first choice of
the teacher new to the field, expecting to cater for students’ needs, as well as to
have a basic reference on which to base the course"” (Esteban, 2002: 39).
However, to my knowledge, not all ESP teachers are happy with commercially
produced materials. Some even ask themselves the question why ESP textbooks
do not fulfil a similar role to the one they have in teaching English for General
Purposes - where they are an essential tool for both teachers and students
(Esteban. 2002: 40). One possible answer is given by Marcu (2014) who states
that it is "quite difficult to find an ESP textbook that comprises all necessary
elements". Harrida (2015) seems to agree with this sentiment, commenting that
finding suitable commercial materials "is rather complicated." Indeed, the main
complaint of those ESP teachers experiencing difficulties with ESP textbooks
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appears to be the fact that the textbook seems inadequate - although they do
acknowledge that some parts of commercially available materials can be useful.
However, they feel the need to complement them with other tasks and activities,
sometimes to such an extent that they begin to regard the textbook as useless.

The reasons for this are wide and varied. Wisniewska (2012: 3) identified
the following possible weaknesses of commercially available textbooks:
e Textbooks contents are not based on learners’ needs;
e Textbooks provide inadequate material;
e Textbooks contain conventional, quasi-authentic language;
e Tasks are oversimplified and not challenging for learners, particularly
adult learners.

Esteban (2002) names two different drawbacks of commercially prepared
ESP textbooks. One is the fact that each individual ESP course has "some
defining characteristics which cannot be easily transferred to a different
teaching-learning situation" (Esteban, 2002: 40) and this renders the ESP
textbook unsuitable. The other drawback identified by Esteban is in fact a
complaint that "it is not unusual to discover that ESP textbooks hide a General
English course behind the title" (idem). In other words, an ESP textbook seems
to be not subject-specific enough to be beneficial for a particular ESP group.
Sarem, Hamidi and Mahmoudie (2013: 374) agree, adding that "too many
textbooks are often marketed with grand artificial claims by their authors and
publishers yet these same books tend to contain serious theoretical problems,
design flaws, and practical shortcomings. "

Nevertheless, O'Neill (1982), Bardi (2013), Kim (2015) and others believe
that even if the ESP textbook is not specially designed for that particular group
and/or it is not subject-specific enough, with some effort and adaptation it will
be appropriate for students’ needs. Bardi (2013 :8) claims that textbooks should
be taken as "proposals for action, not instructions for use," adding — surprisingly
— that in fact only "few teachers would actually embark upon the task of
designing their own materials". This means that the ESP teacher will, after all,
rely on a commercial textbook. The biggest advantage that speaks for the
selection of an ESP textbook for the course is that the textbook will enable the
student to plan his/her learning and also review and revise materials previously
covered, and also provide students with high quality materials at a reasonable
price. Indeed, when asked about types of materials most beneficial to learning
English "respondents name, first of all, textbooks specially written for language
teaching/learning purposes" (Wisnievska, 2012: 2).

It would therefore appear that, from the point of view of students at least, an

ESP textbook is a definite advantage. For teachers it can be beneficial, too, as it
will provide a base that will allow them to adapt and modify it to meet the
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learners’ needs. So why is it that there are frequent complaints about the
inadequacy of ESP textbooks? To answer this question, it must be said that in
the case of some disciplines, such as banking, engineering, psychology, etc.,
there is a rich bank of commercial subject-specific textbooks available and the
ESP teacher will often find they can select something suitable. This is not the
case with some disciplines, "for which there are only a few or no subject-specific
textbooks available" (Vic¢i¢, 2011: 119). When hearing complaints about the
inadequacy of ESP textbooks, we are probably hearing the voices of those
teachers who are teaching ESP in groups of students of these subjects.
Therefore, if the ESP teacher wants to provide students with the materials for
their specific needs, they will face "the challenge of writing tailor-made
materials." (idem)

In doing so, there are a number of issues the teacher has to address. What
are the students’ needs? What materials should be chosen? How authentic
should the materials be? are just some of the questions that need to be
considered. While knowing what the students’ needs are is an undisputed
advantage, the questions of selecting suitable materials in not as straightforward.
Wisniewska (2012) suggests that materials should, above all, be authentic,
interesting and enjoyable and should thus stimulate students to take an active
role in the language learning process. Students will appreciate materials that
enable them to make use of their existing skills, competencies and knowledge.
According to Mellati and Khademi (2014: 267) incorporation of authentic
materials generally has "a positive effect on learners’ motivation, provides
authentic cultural information about the target culture, and supplies exposure to
real language." It is, of course, ideal if a suitable authentic material can be found
and used, but authenticity should not be the only criterion. As Hutchinson and
Waters (1987: 159) put it a long time ago, when selecting material, "The
question should not be Is this material authentic? but What role does it play in
the learning process?"

THE DESIGN OF A TAILOR-MADE ESP TEXTBOOK - SPECIFIC
EXAMPLE

I. Background

At the Faculty of Philosophy, Comenius University, ESP courses are offered
to students of various study programmes. However, there are some study
programmes that have very specific requirements and needs. Below, I will
describe the process of designing an ESP textbook prepared to suit the particular
needs of undergraduate students of Political Science.

Unlike other departments at the Faculty, the Department of Political Science

places very specific demands on its students — their level of English must be
"sufficiently high to enable them to read and work with specialised texts in
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English"*, which they encounter on a daily basis as they form a substantial part
of required reading material for most courses taught at the Department
(however, instruction is in Slovak). Although students do know this in advance
from the student prospectus and the home page of the Department of Political
Science, the first year in the Department in particular can present quite
a challenge for many of them — from their secondary school English classes they
are used to everyday English and reading specialised scientific texts (and a large
number of them!) may appear daunting. The level of sophistication and
complexity of language and content used in the reading material given to them
as compulsory reading in subjects from Political Science (such as extracts from
scientific articles, textbooks, manifestos, constitutions, etc.) can present a real
problem. In addition to this, some students also seem to struggle with the texts
due to underdeveloped reading literacy in their native tongue (they have not
mastered crucial reading skills, such as making use of organisational text
patterns, identifying main and supporting arguments, etc. — see Fig. 3 below)
which is reflected in the way they approach the reading material in English and
which hinders their comprehension of English texts.

Unfortunately, to our knowledge, there was no English language textbook
designed specifically for students of Political Science that would ease the
transition from learning English into studying in English. Therefore, a decision
had to be made about what materials to use in the classes of English for Political
Science. Using commercially available ESP or EAP textbooks did not seem
appropriate, as those available are either too general or too disconnected from
the texts the future political scientists come across during their studies on a daily
basis. Selecting an introductory textbook to the field of Political Science as the
source material did not work either — although it wou/d introduce students to the
subject, it would not take into account the specific needs of students whose
mother tongue is not English. For the period of several years both approaches
mentioned above were tried, separately as well as in combination, undergoing
several modifications, but unsurprisingly, there was room for improvement.
After some time, it became apparent that what was needed were tailor-made
materials, preferably in the form of an ESP textbook. The decision to prepare a
textbook of English for Political Scientists was taken after all other approaches
had been exhausted, in accordance with the belief of Esteban and some other
authors, that "the personal elaboration of teaching materials should be done only
when commercially published materials and adaptation do not match our
students’ needs" (Esteban, 2002: 41).

* The entry requirements on prospective students expressed by Department of Political
Science specify the required level as "sufficiently high". The students should have "at
least a good passive command of English". The European Framework of Reference for
Languages is not used to specify which level exactly is expected of the students. See
http://www.politologiauk.sk/chcemstudovat/ for more information.
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IL. Procedure:’

It has been known for years that the starting point in designing every ESP
textbook — or indeed, any ESP course in general — should be a detailed needs
analysis. This will enable a thorough identification of the learners’ needs and
their competence gaps. It can also help pinpoint the required level of knowledge
and cast light on how to achieve it.

Another point that needs to be addressed is a frequently raised question:
Should the teacher of ESP (and, in turn, the author of an ESP textbook) be a
specialist in the field? The general belief is that they are primarily language
teachers and should, most importantly, be experts in the language and language
teaching. Therefore, the consensus is that the ESP teacher is not required to have
specialized subject knowledge. However, as Vici¢ (2011: 109) points out, the
teacher does "need to have some understanding of the subject area. " In my
opinion, as the ESP teacher in the process of designing a textbook is generally
not an expert in the given field, they should not hesitate to consult with
specialists of the particular discipline. The focus of the textbook can thus
become much clearer and may also allow the teacher to incorporate those
aspects which may not appear immediately apparent to the teacher, but which
the specialist will be aware of.

Taking all the above mentioned points into consideration, as the first step a
thorough needs analysis was carried out. The needs analysis focused mainly on
the 1% and 2"year students' of Political Science (Faculty of Philosophy,
Comenius University, 2011). It was carried out by means of questionnaires in
the 3™ week of the winter semester — that means at a time when especially the 1%
year students were beginning to have a clearer idea of what language
requirements were placed on them. 2™ year students, as well as some former
students were included in the analysis later, in order to broaden its scope.
Among others, the questionnaire contained questions about the 4 traditional
competences — reading, writing, speaking and listening. Respondents were
asked:

=  What do you need to improve in most? (needs for success in their
study of Political Science)

=  What activity included in ESP lessons would increase your motivation?
(influence on motivation)

The preparation of the textbook was the aim of a project financed by the KEGA
(Cultural and Educational Grant Agency of the Ministry of Education, Science,
Research and Sport of the Slovak Republic) in close cooperation with the Department of
Political Science, Comenius University.

* Bachelor degree
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As can be seen from Figure 1 below, all students were aware of their need to
read and understand subject-specific texts. This is hardly surprising - after all,
they need to work with them on a daily basis (assigned reading for all lectures
and seminars from Political Science is predominately written in English and in
the case of some subjects, only in English). However, the awareness of this need
does not necessarily mean students want a lot of reading to be included in ESP
lessons. One can presume (and this presumption was later confirmed in personal
interviews with some respondents) that because students are faced with reading a
large number of sophisticated texts in English for all seminars and lectures in
Political Science, they would find the inclusion of many more reading texts
tedious. It is for this reason that they expressed preference also for other
activities, aimed at practicing other skills, such as discussions and academic
writing.

I need to (%) I want to (%)
Read and understand 100 45
subject-specific texts
Participate in an 45 88
informal discussion
Write short academic 74 68
texts
Participate in a 87 75
professional discussion /
political debate

Figurel Some results from students’ needs analysis.

In addition to the needs analysis, a number of teachers from the
Department of Political Science were also consulted. Face-to-face interviews
with them were conducted on an individual basis. The purpose of the interviews
was to identify the expectations and requirements that they place on their
students. Additionally, teachers were prompted to express their opinions and
recommendations about what in particular students could find useful later on in
their studies (or when working in the field).

The most significant results from the interviews are as follows. Students of
Political Science should be able to:
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= understand assigned reading texts. (This was the only requirement
expressed by each teacher interviewed. It is interesting to note that
almost all additional answers, recommendations, suggestions, opinions,
were given only when the teacher was specifically prompted to add
more.)

= define their position to what was read and be able to justify it, both in
the oral and in the written form (basis for political analysis and
development of critical thinking)

= act as an active audience in seminars and debates of visiting English-
speaking teachers to the Department (i.e. follow what is being said and
ask questions or express opinions)

As illustrated in Figure 2, the results of both analyses (the students’ needs
and wishes, teacher requirements), along with the theoretical knowledge and my
empirical experience) were all incorporated in the design of the ESP textbook —
English for Political Scientists.

Teacher
: My own
requirements e
empirical
experience and
S — theoretical

knowledge

Figure 2 Input in the design of the English for Political Scientists textbook

It is undoubtedly apparent from the results of both analyses that in this
case the main focus must be to develop and enhance reading skills of the
students. Reading skills and their successful application to assigned reading texts
have a direct influence on the student’s performance at the Department. The
crucial reading skills that students need to acquire and develop were neatly
summarised by Dudley-Evans and St. John (1998, p. 96) and can be seen below.
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selecting what is
relevant for the
current purpose;

identifying
organisational
patterns;

identifying main
ideas, supporting
ideas and examples;

using all the features
of the text such as
headings, layout;

understanding
relations within a
sentence and
between sentences;

processing and
evaluating the
information during
reading;

skimming for
content and
meaning;

scanning for
specifics;

predicting, inferring
and guessing;

using cohesive and
discourse markers;

transferring or using
the information
while or after
reading.

Figure3: Crucial reading skills to be learned or transferred into the foreign language

After the main focus of the textbook was defined, the process of writing
it followed the pattern seen in Figure 4 below.

1. determining the starting point / level of

introductory texts

2. selection of authentic materials

3. development of authentic tasks, exercises and
other activities

4, verification

1. starting point / level of texts
Introductory texts to each unit begin at B1 level in the earlier units with
progression to C1 of the Common European Framework for Languages. The
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5. revision of prepared units
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starting level and progression through several levels during the 4 semesters of
study is based on several years of practical experience with this particular group
of learners. When joining the Department of Political Science students’
competence in English varies greatly and tends to be between levels Bl — B2
(sometimes lower, occasionally as high as C1). The selected texts are rich in
subject-specific terminology and although written in clear, simple English thus
provide sufficient learning material for students of all levels.

2. authenticity of selected material

Most texts in the textbook are authentic texts from the field of Political
Science which — mostly — had not been adapted in any way (purposefully —
reading material for other seminars and lectures from Political Science are also
authentic). The criteria for their selection were relevancy (texts were chosen in
cooperation with Political Scientists), appropriate language level and
terminological richness. Particular attention was paid to selecting those with the
potential to stimulate and hold students’ interest.

3. development of authentic tasks and exercises

Materials, which come from a variety of authentic sources’, such as
scientific articles, textbooks, manifestos, statistics, infographics, electoral
billboards, charts, newspaper articles, etc., are supplemented with a wide variety
of specially designed exercises, practicing not only reading comprehension, but
also other skills, such speaking and writing. Many are aimed at developing
critical thinking and allow students to apply their knowledge in political
analysis.

4. verification
All materials prepared for the textbook were verified and field-tested in
the classroom over a 4-year-period.

5. revision

Materials were processed according to the feedback received. Units were
subsequently revised, significantly extended and submitted to a British Political
Scientist for review and comments, before the manuscript was handed over to
the publishers. English for Political Scientists consists of two volumes, covering
the needs of students in the 1¥'and 2™ year of bachelor degree, i.e. throughout 4
semesters of study (10 units in Volume 1 and 6 units in Volume 2).

I11. Structure of each unit
All units follow the same structure and consist of one introductory text, tasks
and exercises, and glossary.

> Used with the permission of original copyright holders.
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Introductory text: introduces the topic area and relevant terminology and

serves as the starting point for exercises and other activities.

Tasks and exercises:

= Lexical — subject-specific vocabulary from the field of Political Science

*  Grammatical — focus on selected grammatical structures’.

= Exercises aimed at developing reading competence — cach unit works
with multiple sources of authentic reading material from the field of
Political Science commonly used in the British-American academic
environment aimed at developing various strategies for successful
reading (such as compensation techniques, awareness of signal words,
identifying organisational patterns, identifying main and supporting
ideas and examples, predicting, transferring knowledge after reading,
etc.). Basic academic text structures and text patterns are introduced to
students as well. The level of difficulty of these texts is intentionally
higher (sometimes significantly) than that of the introductory texts as it
corresponds to the level of texts students of Political Science regularly
come across from Day 1 of their study at the Department. Their primary
purpose is to help develop reading comprehension.

*  Academic writing — Students learn to produce academic and scientific
texts of various lengths, such as definitions, comparison / contrast texts,
survey report, abstract.

= Debates, negotiations and discussions — students practice expressing
and justifying their opinion, participate in simple political negotiations
and simulated discussions.

Glossary — A list of relevant terminology completes each unit.

Additionally, both volumes contain Supplementary material (which enables
possible extension during lessons) and Check what you have learnt section
which offers students the chance to revise or monitor their progress. Taking into
account the fact that the world of politics is changeable, topic areas for each unit
were selected with particular care. Those covered in Volume 1 can be taken as a
general introduction to the study of Political Science, while Volume 2 introduces
more controversial and original topics.

SAs the expressed requirements of the Department of Political Science for the designed
course and textbook were specifically to focus on reading comprehension, and incoming
students are expected to start the course with acertain level of English language
competence, relatively little attention in the textbook is given to grammar (the lesson
time allocated for the course also seriously limits what can be done during classes).
Depending on the level of students in a given year, grammar (and indeed any other
aspects of language the teacher sees fit) can be practised in additional materials given to
the class to study and work on at home. This presents no problem as there is a huge
number of publications available that focus specifically on grammar.
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IV. Conclusion

English for Political Scientists is the product of a situation causing despair to
many a teacher of ESP disciplines with no suitable textbooks available. In order
to offer students of Political Science a high-quality ESP course, a new textbook
had to be designed and written. It is the result of close cooperation with the
Department of Political Science and naturally, tailor-made to suit their particular
needs and requirements. It caters to the needs of the students of the bachelor
degree but those graduate students, who remained at the Department as M.A.
and PhD. students or have returned to the department from abroad, have already
come forward with suggestions and ideas to extend the course. It is apparent that
while on the bachelor level the focus clearly must be on reading, later on in the
studies (M.A. and PhD. levels), it can shift to academic and scientific writing
(and can include, for example, highly subject-specific texts such as position
papers and policy briefs). Perhaps in the future these will be incorporated in a
special elective course which in turn will invite the teacher to tailor-make
another ESP textbook.
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RESUME

Uz dlhsiu dobu zazivaju ucitelia odbornej anglitiny pre niektoré vedecké
discipliny nedostatok vhodnych uéebnic. V tejto situacii pristupuju k adaptacii
alebo priprave vlastnych ucebnych materialov. Komerc¢ne dostupné ucebnice
totiz zréznych dovodov nevyhovuji potrebdm dané¢ho vedného odboru,
respektive pre dany odbor vobec neexistuji. Medzi takéto odbory patri aj
politologia. Tento prispevok opisuje vychodiska, ktoré viedli k potrebe takejto
ucebnice a opisuje proces tvorby Specializovanej ucebnice odbornej anglictiny
pre politologov. Venuje sa aj blizSiemu opisu uz vydanej ucebnice, ktora vznikla
ako vysledok spoluprace Katedry jazykov a Katedry politologie na Filozofickej
fakulte UK. Ucebnica odbornej anglictiny pre politologov — ojedinela vo svojej
oblasti — pred vydanim presla dokladnou verifikaciou v praxi.

Mgr. Denisa Sulovska, PhD. - autorka vystudovala anglicky a rusky jazyk na
FiF UK v Bratislave. Doktorandské studium absolvovala v tej istej institacii v
odbore Jazykoveda konkrétnych jazykovych skupin — $pecializacia anglistika a
jej dizertatna praca bola venovana problematike Severoirskej anglictiny.
Autorka v siiCasnosti pracuje ako odborna asistentka na Katedre jazykov FiF UK
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v Bratislave, kde sa orientuje na vyucbu odbornej anglictiny hlavne pre
politologov a sociologov. Je upsesnou veducou riesitelkou projektu KEGA
023UK-4/ 2014 (Kultarna a edukacna grantova agentira) Ministerstva Skolstva
SR. Svoju pedagogicku, publika¢nu a vedecku ¢innost’ zameriava predovsetkym
na vyskum efektivity vyuCovania odbornej anglitiny a tvorbu Specifickych
cudzojazy¢nych kurzov v terciarnej sfére, ako aj na socio/psycholingvistické
aspekty Severoirskej anglictiny. Je autorkou 2 vysokoskolskych ucebnic
a autorkou, resp. spoluautorkou 3 skript.

Katedra jazykov FiF UK, Gondova 2, 814 99 Bratislava, Slovensko

Email: denisa.sulovska@uniba.sk
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CERTOVSKY GULAS -,DRUHA CAST
(OBRAZ CERTA V CESKE FRAZEOLOGII)

MICHAELA KRIVANCOVA
JIHOCESKA UNIVERZITA PEDAGOGICKA FAKULTA

A CLOVEN-HOOFED MEDLEY - THE FIRST PART (THE IMAGE OF
DEVIL/DEUCE IN CZECH PHRASEOLOGY)

The paper deals with the notions of deuce and hell and their reperesentation in Czech
phraseology, specifying what qualities are attached to them, and what actions, states and
conditions may be associated with them. Methodologically, it is based on excerpts from
Czech phraseological dictionaries, from the Standard Dictionary of Czech language
(Ptiruéni slovnik jazyka ¢eského) and the Comprehensive Dictionary of Czech language
(Slovnik spisovného jazyka ceského). The compiled material is classified into 30
semantic categories which, as a whole, reveal the popular linguistic image of devil. To
facilitate orientation in the large volume, the paper is divided into two parts. here is the
presentation of the second part.

KEY WORDS: Czech phraseology, deuce, hell.

CERTOVSKY GULAS - DRUHA CAST (OBRAZ CERTA V CESKE FRAZEO-
LOGII).

Prispévek pfinasi informaci o tom, jak jsou cert a peklo zpodobovany v Ceské
frazeologii, jaké vlastnosti se k nim vazi a jaké déje, stavy ¢i okolnosti s nimi byvaji
spojovany. Metodologicky se opird o excerpci z Ceskych frazeologickych slovniki, dale
z Pfiru¢niho slovniku jazyka ceského a ze Slovniku spisovného jazyka ceského.
Sesbirany material je utfidén do 30 tematicko-sémantickych tfid, které jako celek
vyjevuji jazykovy obraz certa v lidovém povédomi. Kvuli velkému rozsahu je tento
piispévek rozdélen do dvou ¢asti. Zde uvadime druhou ¢ast.

KLICOVA SLOVA: &eska frazeologie, &ert, peklo.

Prispévek se zaméiuje na tematiku Certa a pekla v ceské frazeologii a je
pfimym pokracovanim stejnojmenného ¢lanku otisknutého v piedchozim cisle
tohoto casopisu. Predstavuje tak jeho druhou cast. Teoretickd vychodiska,
terminologické vymezeni frazému, metodologie tfidéni a fazeni excerpovanych
jednotek i zptisob jejich piepisu byly vymezeny v prvni ¢asti tohoto piispévku a
jsou v obou castech jednotné. Vyhledané obraty jsme se pokusili usporadat
podle jejich spoleéného vyznamového rysu do 30 tematicko-sémantickych tiid,
které si pak jako celek kladou za cil predstavit stéZejni obraz Certa ¢i pekla
v lidovém povédomi. Prvnich 6 tiid bylo piedstaveno v prvni casti ¢lanku. Tato
¢ast prispévku tematizuje zbyvajicich 24 tiid a ptinasi zavére¢né shrnuti naseho
vyzkumu.
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7. DIVOKOST, NEPOSEDNOST

- Cert v obratech vyjadiujicich neposednost, divokost, pfemiru energie apod.:
(VSichni) €erti s nim $iji (= chvili neposedi); mit ¢erta v téle (= byt divoky);
byt jako Cert (= byt velmi zivy, plny energie, popf. rozpustilych népadt); Je to
kvitko z €ertovy zahradky (= je Cily, divoky); byt jako Certem / d’ablem
posedly (= chovat se a mluvit nepochopitelné¢ divoce, nevypocitatelné, event.
ztfesténg; prudce pobihat sem a tam’); vrhnout se do prace jako d’as / byt do
prace jako fert (= plny eldnu do prace); hotovy / ucinény d’abel (1. zivy,
bujny; 2. kruty); ¢ertiv chlapik (= 1. divoky, bujny, nezkrotny; 2. vykutaleny,
mazany; 3. velmi schopny a obdivuhodny); ¢ertova holka (= ¢ila, divoka);
Dabli v ném sedi (= 1. je neposedny; 2. je zIy); Cert s nim obgiva dirky (= je
neposeda); Dovadéji, jako by Certy z Fetézu pustil (= divoce, nezbedné).

8. LEZ, POKRYTECTVI, FALES

8.1 Cert ve vyrazech pokrytectvi, taktizovéni, lhani, false apod.:

mluvit andélsky d’abelsky (= vSemozné se snazit presvédCit — pochvalou,
slibem, hrozbou ¢i zastraSovanim); palit svicku panubohu i ¢ertu = i bohu
svicku i Certu oharek rozsvititi = kaZdému svatému svicku a Certu dvé =
d’ablu dvé svicky a bohu jedna (= byt obojaky); (Nékdy ti‘eba i) Certu svicku
zapalit / rozsvitit / zaZzehnout (= nepfitele si naklonit darem, zdvofilosti apod.);
Kdo 1Ze, do pekla klouzZe; Kdo 1Ze a krade, do pekla se hrabe; Drzi Pana
Boha za nohy a ¢erta za rohy (= je pokrytec); jednoho Certa vyhnat a deset
jinych vehnat (zastaralé; = je pokrytec)®; i s Eertem trefit (zastaralé; = 1. byt
obojaky; 2. umét si poradit); VylZe se i €ertiim z pekla; Je svaty, jenomZe mu
nohy koukaji z pekla (= je pokrytec); mit od ¢erta vypujcené usi (= vSechno
slySené piekroutit); Modli se pired kapli a ¢ert mu sedi v kapi (= pokrytec);
V andélské postavé Cert!; KdyZ d’abel byl nemocen, sliboval jest dobrym
byti — a kdyzZ jesté pozdraven, d’abel horsi neZli prve byl; Bohu slouzi tak,
aby Certa nerozhnéval (zastaralé; = 1. chovat se vypocitave; 2. opatrng).

8.2 Cert ve vyrazech vyjadfujicich podezielost &i nedivéru:
Co je / jde Septem, to je / jde (s) €ertem (= co je sd€lovano potichu, je
podezielé a mize svédEit o neCestném tmyslu).

9. POKOUSENI
9.1 Cert jako $patny radce & pokusitel, nebo &ert / peklo ve vyrazech
vyjadtujicich svadéni / svedeni ke Spatnostem apod.:

Cert mu dal nouzi (= poslechnul &ertovu $patnou radu); dlaZdit nékomu cestu
do pekla (= svadét ke $patnostem); Cert vam dal nos (= &ert vam to poradil);
Cert mu to naseptal / napiskal / nahodil / navalil / spiskal / dal na harc apod.
(= o n¢jaké nerozvaznosti); poradit se s €ertem (= rozhodnout se vzhledem
k vysledku Spatné); upsat se / duSi Certu / d’ablu (= 1. slibit Certu svou

7 Podle povéry se &lovék ovladnuty Gertem chova divoce, nepfirozend apod.
¥ Srov.: Bitim poda¥i se jednoho erta vyhnati, a deset jinych vehnati.
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nesmrtelnou dusi’; 2. zavazat se nerozvazné a byt za to vytrestan nebo muset pro
to nadmérné obé&tovat; 3. umét néco skvéle); spolcit se s d’ablem (= nechat se
svést ke §patnostem, byt zIy); Cert mu nedal dobi'e délat (= dopustil se chyby);
d’abelské / d’ablovy nastrahy (= zl¢, zlomysIné 1écky); Kdez Pan Boh cierkev
vzdélava, tam d’abel kapli(ci) = Neni toho kostelicka, kde by nemél ert svou
Kkapli (= ert viude &iha a pokousi ¢lovéka); Cert ma mnoho cukru, a proto i
h¥ich &ini sladkym; Do svého d’ibel lZici medu vpustil a do ciziho dvé'’;
Cert o samotich nejvic ulovi (= ¢lovék o samoté podléha vice pokuseni, a tedy
htesi).

9.2 Cert ve vyrazech vyjadfujicich piekonavéani pokuseni:

bojovat / zapasit s d’ablem (= 1. piekonavat pokuSeni; 2. bojovat proti
nepiiteli); premahat d’abla; Bdéte, nebot’ d’abel jako lev ivouci obchazi,
hledaje, koho by seZral / pohltil (= bud’te opatrni a nenechte se zlakat, a tim 1
zniCit); Odstup (ode mne), satane / satanasi (= nechci s tebou / tim mit nic
spole¢ného).

10. CHYTROST, MAZANOST
10.1  Cert ve vyrazech vyjadfujicich chytrost, vychytralost, mazanost,
davtipnost apod.:

byt chytry / mazany jako Cert; fertovsky mazany; po ¢ertech chytry /
mazany (= jednat velmi chytie, ale obvykle ve sviij prospéch; nedat se obelstit);
d’abelsky chytie / d’abelska chytrost (= 1. velmi promyslené a zaludng, Casto
ve snaze nachytat nékoho; 2. mimofadna rozumova schopnost ¢i divtipnost; 3.
vychytralost); byt vemi d’ably podsity (= byt mazany); Cert k ni chodi na
radu (= je chytra); védét, kde Cert vejce snese (= byt velmi chytry, divtipny);
Mluvi dvakrat do roka s Certem (= je chytra); i s Certem trefit (zastaralé; = 1.
um¢ét si poradit; 2. byt obojaky); Ten je za / nad devét Certu (= je chytry); byt
tam, kde v§em Certim ocasy svazovali (zastaralé;, = byt mazany); Ten chodil
do pekla do $koly (= 1. je mazany; 2. zly); Ma d’abla v nose (= je davtipny);
¢ertliv chlapik (= 1. vykutaleny, mazany; 2. velmi schopny a obdivuhodny; 3.
divoky, bujny, nezkrotny); Vybere €ertovi mladé, kdyby na hnizdé sedél (= je
velky chytrak)''; Cert si z ného udéla koti¢ak (= je Sibal, na kterého jednou
Cert vyzraje).

10.2  Cert ve vyrazech vyjadiujicich (velkou) schopnost, Sikovnost apod.:
certiv chlapik (= 1. velmi schopny a obdivuhodny; 2. vykutaleny, mazany; 3.
divoky, bujny, nezkrotny); Umi to jake vSichni Certi (= umi to); upsat se / dusi

° V pohadce - za slib vyhod.

1 Tento frazém byl nalezen pouze u F. L. Celakovského, jenz viak dany obrat nevysvétluje. Jeho
vyznam odvozujeme na zakladé mozné analogie s vyznamem frazeologismu Cert ma mnoho
cukru, a proto i hiich ¢ini sladkym. Cukr a med ¢ini i htich sladkym - a tak Cert sladi nejen sob¢,
ale dvojnasobné pak cizim, aby je o to vice pokousel a svadeél ke htichu.

""" Srov.: Vybral &ertovi mladé (= je to velky darebak).
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Certu / d’ablu (= 1. umét néco skvéle; 2. slibit ¢ertu svou nesmrtelnou dusi; 3.
zavazat se nerozvazné a byt za to vytrestdn nebo muset pro to nadmérné
obétovat).

11.  DALSi POVAHOVE VLASTNOSTI

11.1  Cert ve vyrazech lakoty:

byt lakomy jako €ert; tfast se na korunu / krejcar / penize jako €ert (na
hti$nou dusi)'?; Opalil by &erta prazdnym méchem (= je lakomec); Co jednou
¢ertu a lakomci v hrdlo prijde, toho Zadny nevykoupi.

11.2  Cert ve vyrazech ledabylosti & lenoSeni:
Zahalka je Certiiv pol§tai (= lenoSeni naruSuje moralku); délat néco, aby
d’abel / Cert Certu za zIé nemél (= jen aby se neteklo, ledabyle).

11.3  Cert ve vyrazech upovidanosti apod.:
Certa by z pekla vyloudil (= ma dobrou vytidilku); Ta vi, kde €ert veceri (= je
klevetnice).

11.4  Cert ve vyrazech (doslovné i obrazné) nenasytnosti, velké chuti k jidlu,
ale i mlsani:

Snédl by certa kus (i s rohama / i s odfenou hlavou); Ten by seZral i z erta
kule / droby; Po Certu droby seZere (= 1. je velky jedlik; 2. ma hlad); Dej /
podej / nastr¢ Certu prst a (hned) chce celou ruku / pazi / té celého; byt
mlsny jako cCert.

11.5  Cert ve vyrazech neodbytnosti, dotérnosti:
Toho nevykoufis§ ani ertovym hovnem (= je velmi dotérny).

11.6  Cert/ peklo ve vyrazech pychy:
Pycha peklem dycha; byt py$Sny jako ¢ert (= hodn¢ pysny).

12. VNEJSI CHARAKTERISTIKA

12.1  Cert v obratech vyjadiujicich oklivost, $pinavost:

Utekla ¢ertu z bélidla (= je nehezka, ¢erna, Spinava); byt osklivy / Seredny /
Skaredy jako ¢ert / d’abel.

12.2  Cert v obratech vyjadfujicich zapach:
Kde d’abel nic nezmiiZe, asponi zasmradi; smrdét jako Cert / d’abel; Pustit
ducha z brucha a Certa z Fiti (= poustét vétry).

12.3  Cert v obratech vyjadtuijicich fyzické nedostatky (piip. nemoci):

2 Podle popularni katolické mytologie &ert viemozng usiluje o ziskani duse hfisnikiL.
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Cert na ném mlitil / tloukl hrach (= ma nestovice); Jednim okem kouka do
pekla a druhym ke v§em certiim (= §ilha).

12.4 Cert v obratech vyjadiujicich barvu kiize, o¢i a vlasii:
Proletéla peklo (= ma zrzavé vlasy); byt Cerny jako Cert / d’abel (= snédy;
tmavooky ¢i tmavovlasy).

13.  CERT JAKO BYTOST HLIDAJICi A TRESTAJICI HRISNIKY
byt na néco (nékoho) jako cert na hiiSnou dusi (= hlidat néco / nékoho jako
gert); Cert si ho poznamenal = &ert ho ma rad (= tj. pro jeho $patnost); Cert
naii usil plachtu® (= stihl ho trest pro jeho $patnost); Zachazeji s nim jako
Cert s hi‘iSnou dusi (= nesetrng, neobratng); Ciha naii jak d’abel na h¥inou
dusi (= la¢ng); Certu slouZil, &ert ho vzal (= choval se $patng, skon&il v pekle);
Piijde Cert na d’abla (Cert si zlého Clovéka najde a potrestd ho); €ertu do
kuchyné prijit (zastaralé;, = neujit trestu — padnout do rany tomu, u koho ma
n&jaky vroubek); Certi v pekle knéZimi orati budou; Sedi na ném jako &ert
na kovadliné (= stale ho pronasleduje, hlida); Jsi-li dobry, méné na tobé Cert
ma (= &ert tresta hif§niky podle miry jejich provinéni); Cert chce miti néjakou
Sritku'® (= n&jakou ,kofist“, kterou by potrestal za jeji hiichy); Cert po
samotach nejvic ulovi (= ¢loveék o samoté podléha vice pokuseni, a tak ma Cert
vice hiisnikd); Cert za vlisek lapne a pazourem drZi (= hii$nika lapne a
spravedlivé potrestd); Koho ma €ert vziti, netfeba ho kliti (= cert sam htisnika
potresta az dost — odnese ho do pekla); Cim kdo p&knéjsi, tim Eertu milejsi (=
pekni lidé jsou vice vystaveni pokuSeni, a tak i vice hiesi); Hiich d’ablu smich
(d’abel rad tresta hiisniky).

14. NASILI (Cert ve vyrazech nasili)

vyhnat z nékoho d’abla (= nasilim n€koho napravit); Nadarmo c¢ert svou
mate¥ bil, Ze se neuméla vymluviti / Pro¢ &ert babu bil? Ze se neuméla
vymluviti.

15.  CERT JAKO NEVSEMOHOUCI BYTOST
V jediném dohledaném frazeologickém obratu je Cert zpodobovan jako bytost,
jejiz vliv neni vSemocny. Bih je mocnéjsi nez Cert: Co buh da, Cert nevezme.

16.  VELKA CI MALA MIRA / MNOZSTVI néteho

Do této sémantické tfidy fadime takové frazeologické obraty, v nichz
jsou intenzita vlastnosti, d&je ¢i stavu, nebo mnozstvi néfeho vyjadfeny
explicitné¢ (piimo) — prostiednictvim meérovych adverbii, nebo pak obrazné¢
pomoci intenzifika¢nich pfirovnani (jako cert), adjektiv (pekelny apod.) ¢i
adverbii (ddbelsky chytie) apod. Podotykame, ze velka mira vlastnosti je

13 Srov.: Cert na ného u §ije pytel (o zlém &lovéku: = brzy zemfe).
' Srittkem masa (neboli tzv. zdkréim) je vét§inou myslen &istd zatiznuty plat &i hranol masa.
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samoziejm¢ implicitné obsazena i v jinych sémantickych tfidach — napf.
»rychlost, prudkost, horlivost®, ,,divokost®, ale i ,,zlo a jinde.

16.1  Cert v obratech k vyjadfeni velké miry n&jaké vlastnosti, psychickych a

télesnych pocitl, déji ¢i velkého mnozstvi néceho / nékoho:
Boli / Stipe / pali / zebe / picha (...) to jako ¢ert / d’as / vSichni Certi / d’abel;
Mrzi mne co ¢ert (= hodn¢); pekelna zima; pekelna muka (= nesnesitelna
fyzickd ¢i duSevni bolest); d’abelska chytrost / d’abelsky chytie (= 1.
mimofadna rozumova schopnost ¢i davtipnost; 2. vychytralost; 3. velka
zaludnost); Je to tvrdé jako Cert (= hodn¢); byt hoi'ky jako Cert; byt pySny
jako &ert; kricet / vyvadét, jako kdyZ ho (vSichni) €erti berou / jako by ho
vSichni Certi brali; Klouze to jako Cert; nadavat / klit jako cert / d’abel; radit
jako Cert (= velmi se zlobit, roz¢ilovat); smrdét jako ¢ert / d’abel; byt po
¢ertech drahy / mazany... (= vyjadfuje velkou miru pfislusné vlastnosti); mit
néceho na vsecky Certy (= mnoho); pekelny povyk / ramus (= 1. velky kiik
zpuisobeny obvykle velkym poétem lidi; 2. velmi hlasity a vzruSeny projev
nesouhlasu); déti jako ¢ertii (= mnoho); mit néceho na vSechny Certy (=
mnoho); Ma vSeho dost jako Cert plev (slovenské rceni; = méa vSeho hodn¢);
Zhavy jako peklo (= hodn¢ zhavy); To je / mit z pekla §tésti (= velké §tésti); To
je zpekla prace (= krajné nepfijemna a neuspokojiva prace); To je / mit
z pekla smiila / smulu (= velkou smulu / velkd smila); Zamiloval se jako
d’abel do suché vrby (= vasnivé); Neboji se ani ¢erta (= Cert tu vyjadiuje
velkou miru néfeho negativniho — Spatnych vlastnosti, hrizostrasnosti apod.
Vymezeni se vuci Certovi tedy vyjadiuje intenzifikaci dané vlastnosti, tedy
nebojacnosti). Rovnéz v obratu I ¢ert by mu salutyroval (= je hezky, pékné
obleceny) je Cert predstavitelem néfeho velkého, a tim je intenzifikovana mira
vyjadfované vlastnosti (pohlednosti, upravenosti apod.). Podobné téz v obratu
KdyzZ se Zebrak na koné dostane, ani ¢ert ho nedohoni (= utika rychleji nezli
sam Cert) je mira (Zebrdkovy) rychlosti zesilena pfirovnadnim k Certovi, s nimz
byva v lidovém povédomi spojovana myj. i rychlost, prudkost. Ve frazeologickém
obratu byt nedprosny, jako kdyZ Certa o spaseni prosi (= zcela netiprosny,
nemilosrdny) je pak mira netprosnosti zesilena pfirovnanim k prosb¢ certa o
vykoupeni, coZ je pozadavek zcela nesplnitelny.

16.2  Cert / peklo v obratech k vyjadieni malé / mensi miry & malého
mnozstvi né¢eho, nebo k vyjadieni prazdnoty:

Je to moucha do pekla (= to je moc malo); Je tam, jako by cCert vyletél (=

pusto); Neni tak hrozny cert, jak ho maluji (= nic neni tak Spatné, jak se na

prvni pohled zda); ¢erta platny (= malo platny).

17.  ZAPOR

- Cert ve vyrazech zaporu:

Cert véF Zenam (= nikdo nevéi Zenam); Cert mu véF (= nevéi mu); Certa
starého ti to pomiiZe / nékomu dat (= nepomize ti to / nic nedat); nestoji za
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Certa (= nestoji za nic); Certa vime, co v ném rachoti (= nevime); Certa
staryho! (= to neni pravda; to neni uzitecné); Stoji to za starého certa (=
nestoji to za nic); Je po tom sto &erti (= nestoji to za nic); Certa na tom / ném
zaleZi (= nezalezi na tom); Ani ¢ert tomu nerozumi (= nikdo); udélat néco, az
¢ert umie a peklo shofi (= nikdy); Drzi slovo jako Cert pust (= nedrzi);
Certova historie (= zamotana, protivna); Chlupatého certa dbam (= nedbam);
Certa tomu rozumim (= nerozumim); nefict erta ani d’abla / &erte, dable (=
nefict nic); Cert kusi vé¥, kdyZ jest napjata (= nevér).

18. NEURCITOST, LIBOVOLNOST
18.1  Cert v oznaceni né&eho neurditého, libovolného:

. nebo kterym certem (= dodatek k néfemu predchozimu; vyznam - ,,nevim
¢im“); néjakym cCertem (néCim); [co tu je néfeho a] jakych Certi jeSté/
kterého erta jesté (= &eho dalsiho); Cert vi, kdo / co / ktery / jaky / & / kam /
kde... atd. (= nevim); Ktery cert? (= votazce po puavodci néceho
nepiijemného).

18.2  Cert ve vyrazech (zpravidla neurcité) lokace - dynamické i statické:
bloudit / béhat od Certa k d’ablu (= 1. chodit z mista na misto, byt unaveny; 2.
chodit bezcilng; 3. bloudit; 4. shanét néco); chodit / béhat apod. po vSech
certech (= po vSech koncinach); po certech d’ablech (= po rdznych
nepfistupnych a nepfijemné vzdalenych cestach); poslat nékoho k €ertu / do
héje (= proklinat, s klenim zahanét pry¢)"; posilat nékoho do horoucich pekel
(= 1. pry¢; 2. rozhoicena vyzva nékoho k odchodu); jit ke v§em €ertiim (= pryc,
kamkoliv'®); byt v &erty (= 1. byt pry¢; 2. byt ztracen); jit v Eerty (do pekla) (=
jit pry€); tlouci se po vSech peklich (= bihvikde chodit).

19.  CASOVE OKOLNOSTI

- Cert ve vyrazech vyjadiujicich ¢asové okolnosti:

Kde té ¢erti nosi? (= proc jdes tak pozdé?); Diiv pojede Cert na praseti, nez...
(= to se nestane tak brzy nebo nikdy); KdyZ byl cert maly chlapec / malé
pachole (= davno).

20.  PRANOSTIKY, POCASI

- Cert v pranostikéach a ve vyrocich o podasi:

O svatém Norbertu chladno jde uZ k ¢ertu. (pranostika na 6. 6.); Radsi Certa
neZ hiib pred svatym Janem vidéti, to se stele k hladu. (pranostika na 24. 6.);
Certi se raduji = Certi se (tam) Zeni / Stary ert ma svatbu (= o velké
vichiici); Certi (n. svati) hraji kuZelky (= himi).

21. PEVNE ROZHODNUTI nebo naopak NEJISTOTA

15 Srov. Poslat néco k &ertu (= hodit néco za hlavu).
16 Srov. Slo to ke viem Eertiim (= zni¢ilo se to).
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21.1  Cert ve vyrazech vyjadiujicich pevné rozhodnuti, ..v kazdém p¥ipad&*:
Udélam to, i kdyby Cert na koze / praseti jezdil / skakal; Kdyby byl ¢ert na
Certu / d’abel na d’ablu / Kdyby cert na certovi stil / Kdyby ¢ert na
Zebrakovi jezdil / Kdyby v tom certi byli.

21.2  Cert ve vyrazech vyjadiujicich nejistotu:
Je to jesté u Certa (= je to jeste nejisté).

22. IDENTITA

22.1  Cert ve vyrazech vyjadiujicich identitu néeho / nékoho:

vyhdnét / vymitat erta d’Ablem / belzebubem (= zlo zazehnavat zlem); Je to
Cert jako d’abel (prast’ jako uhod’); Je to jeden Cert; Byli u jednoho ¢erta na
radu (= jsou stejni); Cert jako d’abel, oba jsou &erni; Cert fekl uhlifi: my
oba €erni jsme.

22.2  Cert ve vyrazech vyjadiujicich vztah .stejny ke stejinému*; spolek:

Holi¢ lazebnika drbe, ert d’abla Skube; Trefil Cert na d’abla, piStec na
bubenika (= trefil sviij na svého); Cert na d’ablu jede = Cert d’abla p¥inesl
chocholatého (= svij ksvému); Cert &ertu oka nevykline (svij svému
neublizi).

23.  NEPRIiZNIVE OKOLNOSTI

23.1  Cert / peklo ve vyrazech vyjadiujicich (vét§inou obecn& pojaté) §patné
okolnosti, nepfijemnou &i nebezpenou situaci, potize apod.:

byt na Certové vyménku (= mit se $patn¢); Hned byl Cert vapenikem (= hned
bylo zle); UZ je Cert odvazan (= dostali jsme se do nepfijemné situace); To je
peklo! (= to je velmi nepfijemné); Vypuklo / Rozpoutalo se tam pravy /
hotovy peklo (= zagalo to byt nepiijemné, nebezpeéné); Certem jsi se potizal
(= $patné jsi pochodil); Trn v noze, mys$ v strouze, ¢ert mezi babami: kde to
pi‘ebyva, tam dob¥e nebyva.

23.2  Cert / peklo ve vyrazech vyjadiujicich §patnou, neschiidnou cestu nebo
nevhodny zpusob ¢i pristup (k nééemu):

Vrsek, jako by tam ¢erti baby do pekla tahali (= srazny vrch); Tady cert
vozil svou mamu (= je tu Spatna cesta); chodit / jezdit, kudy cert kaze (=
chodit po nebezpecénych mistech); To je cesta do pekel (=i pfes svou povrchni
pritazlivost je to ve svém duasledku nejméné vhodny zplsob, piistup, ktery se
nakonec vymsti.).

24. STRACH, STRACHOVANI
- Cert / peklo ve vyrazech strachu, strachovani se apod.:
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Nepi§ Certa na sténé, saim se on namaluje = malovat Certa na zed (=
strachovat se, vytvafet katastrofické scénate)'’; bat se nékoho (nééeho) jako
Cert kitize / svécené vody'®= vyhybat se nékomu (né¢emu) jako &ert kiiZi /
svécené vodé; Utika jako d’abel pied kiiZzem (= bazliveé, horlive); Leze jak
Cert ke k¥iZi (= se strachem, pomalu a nerad); Certa kiiZem, sviné kyjem se
zbavis, ale ni¢im zlého clovéka; Neboj se Certa, ale zlého clovéka; Kdyby
Certliv v pekle a vlkuv v lese nebylo, davno by knéZi a pastuchové hladem
zemieli (= duchovni ,,strasi“ lidi peklem a Certy, ¢imz je varuji pfed hfichy);
Kdo o nebe nestoji, pekla se neboji (= bezbozny ¢lovék nema ani strach

z pekla).

25.  NEBEZPECI

- Cert ve vyrazech vyjadiujicich nebezpeéi &i varovani pied nebezpedim:

Tu &ert spi (popadnes ho za ocas) = Cert si tu hraje (slovenské rceni) = To
smrdi ¢ertem (= ned¢lej to, je to nebezpecné); Vypuklo / Rozpoutalo se tam
pravy / hotovy peklo (= zacalo to byt nebezpecné, neptijemné); Nevolej Certa,
mohl by se ti zjevit (= nezahravej si, nerouhej se) '°.

26. KRADEZ, ZTRATA

- Cert ve vyrazech vyjadfujicich kradeZ, zcizeni nebo ztratu né¢eho / nékoho:
Certa by vzal, kdyby se mu dal / netfepetal (= je velky zlod&j); Co by &ert
7elizko ukradl; Cert na tom m4 ruku / na tom sedi (= o v&ci, kterou nelze
najit); Kde nic neni, ani ¢ert nebere; byt v ¢erty (= 1. byt ztracen; 2. byt pry¢).

27. ZMAR

- Cert ve vyrazech k vyjadieni zmaru nebo jako reakce na zmaieni néeho /
n¢koho:

Vsecko to Slo k ¢ertu (= znicilo se to); byt v pekle (= 1. byt zmafeny - je to
rozbité / skonéilo to / nepodafilo se to apod.; 2. ztratit se); Cert to / ho / néco
vzal / vem (= nic neni nenahraditelné, uz se tim nebudu trapit, zabyvat).

28.  SMRT, UMIRANI

- Cert ve vyrazech véci poslednich (smrt, umirani):

Cert na ného uz ije pytel”® = UZ se na ného chysta / stroji &ert (= o zIém
¢loveku: brzy umfte); Vzal ho d’abel za stary dluh = UzZ ho ¢erti melou / smazi
/ prazi / perou / Zerou / odnesli apod. = Cert se ho uZ do¢kal = Cert ho uz
odnesl / vzal (= o §patném &lovéku: uz umiel); Cert o ného nestoji a Panbiih
ho nechce (= je to zly ¢lovek - patrné hlavng o tom, kdo dlouho umira).

7 Srov.: Nevolej &erta, mohl by se ti zjevit (= nezahravej si, nerouhej se).

! Tento frazeologismus je zaloZen na tabuové piedstavé, podle niz se cokoliv mocného a zlého
ptivola pouhou zminkou.
2 Srov.: Cert naii usil plachtu (= stihl ho trest -jakykoliv).
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29. DALSI VLASTNOSTI, DEJE, STAVY CI OKOLNOSTI

(tematizované jen ojedinéle)

Do této skupiny zatazujeme vSechny vyroky o Certech ¢i pekle, v nichz

jsou vyjadieny dalsi vlastnosti, d&je, stavy ¢i okolnosti, které dosud nebyly
uvedeny. Jde pfitom vyhradné o ustalena spojeni, ktera jsou realizovana vzdy jen
jednim frazeologismem, tj. nemaji své sémantické ekvivalenty, ve kterych by
zéaroven byl obsazen i vyraz Cert / peklo (Ci jejich synonymni obdoby). Neni tedy
mozné zafadit je do SirSi sémantické tfidy, proto tyto ojedinélé frazeologické
obraty uvadime zde na jednom misté.
Léha na Certové plachté (= ma Spatné svédomi); Tomu ani v pekle nebude zle
(= ma stale $tésti); Nevybira: z kraje, jak Cert Zidy / sedlaky bere (= bere bez
vybéru jednoho po druhém); Za svatého se nehodi a za Certa / d’abla je hloupy
(= je to budizknicemu); Vdovec nasel Certiv karta¢ (= stroji se); Koliba certa
(= komiha vsedé nohama); Cert vidycky na vétsi hromadu dava / klade (=
z pohledu druhého: bohaty, Gspésny apod. ¢loveék dostava paradoxné jesté vic, ac
to nepotfebuje); Z nouze Cert i mouchy lapa (= znutnosti déla clovék i
podiadnou praci apod.); VaSe Fe¢ budiZ ano, ano, ne, ne, a co nad to je, od
d’abla je (= mluvte vzdy jasn€ a jednoznacné); le€ €ert, le€¢ dva (= o jednoho
vic, nebo méng, to uz je jedno); KdyzZ se tviij ¢ert narodil, mij uZ chodil okolo
lavice (= jsi jeSte¢ nezkuSeny, mlady); nosit Certa na oféru (= utracet penize
nadarmo nebo za hiiSnou zabavu); dat to Certovi na oféru (= zkusit to
nazdaibuh); €erta za rohy drZet (slovenské = vzit si na starost); Pan Biih sparil
/ stvoril volky, Cert spolky (hled’ kazdy sam své tobolky) (= hled si svého);
Cert obéti pobere, ale oltaF ziistane (= véno se brzo rozkutali, ale Zena ziistane
na krku); zert: Cert nevi, kde ma Zenski brousek. (Na brise, jezto
nabrousivSe niiZ 0 kamna, obycejné o zastérku na briSe jej otiravaji).

30. NEZNAMY VYZNAM

U nasledujicich péti frazeologickych obrati nezname jejich presny
vyznam. Tyto frazémy byly excerpovany z Celakovského (1949) a ani sam autor
neobjasiiyje jejich smysl. U jednoho takového frazému dokonce v poznamce
uvadi, Ze vyznam obratu mu neni znam. V jinych souborech frazeologismii,
z nichZ jsme excerpci provadeéli, se tyto priklady nevyskytuji.
Jest Cert a dvé nedéle; Cert ze siti pisti a z housti stielu pousti;*'Cert stary,
a proto dobry neni; Trhl ¢ert na Boha svého; To je ert a ne kukacka!

Na zavér shrnujeme celkovy obraz Certa (a atributi s nim spojenych)
tak, jak je predstaven v ceské frazeologii a idiomatice. Na zaklad¢
excerpovanych obratil lze konstatovat, ze s,Ceskym®™ Certem jsou tradi¢né
spojovany ruzné vlastnosti. Nositel téchto vlastnosti byva neposedny (VSichni
certi s nim S§iji), divoky (Je to kvitko z ¢ertovy zahradky; mit certa v téle),
zivy a plny energie, popt. rozpustilych napadi (byt jake cert), potouchly

2 sam Celakovsky (1949, s. 32) u tohoto frazeologismu uvadi, Ze nevi, co piesn& znamend.

Domniva se vsak, ze slovem siti se narazi na sytost a slovem housti zase na hojnost, bohatstvi.
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(€ertova podsivka), ale také vztekly (Berou ho vSichni €erti), rozzlobeny nebo
zamraCeny (koukat (se) / tvarit se / mracit se jako belzebub / luciper / Cert).
Casto byva zpodobovan jako $patny radce &i pokusitel (Cert mu to naSeptal;
Cert mu nedal dob¥e délat) nebo jako trvale $kodici, nepolepsitelnd a
zlomyslna bytost (Cert vidycky &ertem bude; Cert erta kaze; Cili Certu
dobie, peklem se ti odméni). Byva také chytry az vypocitavy (byt chytry /
mazany jako Cert; védét, kde Cert vejce snese). Nekdy byva lakomy (tFast se
na korunu / krejcar / penize jako Cert) Ci pfimo nenasytny. Vstiicné jednani
s takovym c¢lovékem nevede k jeho uspokojeni, ale bude chtit stale vic (Dej /
Podej / Nastr¢ Certu prst a (hned) chce celou ruku / pazi / té celého). Byva
také nevdécny. Neoplaci dobro, pomoc apod. vdékem, ale spiSe toto dobrodini
jen zneuzije ve svij prospéch (Ciii ¢ertu dobie, peklem se ti odméni/
odvdéci). S Certem byvaji spojovany také dalsi vlastnosti. Miize byt pysny (byt
pys$ny jako &ert), mlsny az vybiravy (byt mlsny jako cert). Pokud jde o
frazeologicky zaznam fyzickych vlastnosti, pak Cert byva nehezky ¢i Spinavy
(byt osklivy / Seredny / §karedy jako ert / d’abel) a zapacha (smrdét jako
ert / d’abel; Kde d’abel nic nezmiiZe, aspoii zasmradi). Certova erna barva
se stava zdrojem pro oznaceni snédého ¢i tmavovlasého ¢loveka, obvykle muze
(byt €erny jako Cert / d’abel). OvSem i Cert ma v lidovém povédomi své hranice
- boji se kiize ¢i svécené vody. A tak intenzita strachu mize byt v Ceské
frazeologii vyjadfena napt. formou ptirovnani k ¢ertovu strachu (bat se nékoho
/néceho jako cert kiize / svécené vody). Tato pfirovnani jsou také analogicky
uzivana u sloves vyjadiujicich dusledek, ktery z tohoto strachu plyne (vyhybat
se nékomu nééemu jako Cert kriZi / svécené vody; Utika jako d’abel pied
kiizem). Na ziklad¢ excerpce zcCeské frazeologie vSak nelze o Certovi
jednoznacné fici, ze je to bytost vyhradné zaporna. Na jednu stranu ma sice
velkou miru $patnych vlastnosti a byva zpodobovan mj. také jako ztélesnéni zla,
na stranu druhou ale sleduje (hlida) zI¢ lidi a jejich hiisné duse odnasi do pekla,
¢i je jakkoliv jinak trestd (Zachazeji s nim jako cert s hfiSnou dusi - tj.
nesetrné).

Ze snahy o co nejuplnégjsi soupis frazémi s ,,Certovskou tematikou* jsme
do naseho korpusu zafadili i obraty, které obraz Certa vytvafeji minimalné.
Spliyji vsak tu podminku, Ze je v nich vyraz cert ¢i peklo formaln€ obsaZzen a
poukazuji na stavy ¢i okolnosti, se kterymi jsou spojovany a za kterych je dany
obrat uzivan. Jde zejména o emotivni frazeologické jednotky ptislovecného razu
napf. k vyjadieni hnévu, vzteku a kleni (K €ertu!), dale o obraty, v nichz cert ¢i
peklo slouzi jako prostiedek intenzifikace néjaké vlastnosti, déje, stavu (...jako
&ert) apod., nebo naopak k vyjadieni neur¢itosti (Cert vi...) & zaporu (Cert mu
vér). Excerpovany byly téZ obraty vyjadiujici pevné rozhodnuti (Udélam to, i
kdyby cert na koze jezdil) ¢i naopak nejistotu (Je to jesté u Certa), identitu
nékoho nebo néceho (Je to Cert jako d’abel), Casové okolnosti a pranostiky,
pocity zmaru (VSecko to Slo k Certu), nebezpeCi (To smrdi Certem) ci
poslednich véci ¢loveka (UZ ho Certi melou).
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PROBLEMES D’ INTERFERENCES LINGUISTIQUES
ENTRE LE FRANCAIS ET L’ESPAGNOL PAR LES
LOCUTEURS TCHEQUES

IVA DEDKOVA,,IRENA FIALOVA
UNIVERSITE D’OSTRAVA

PROBLEMS OF LINGUISTIC INTERFERENCES BETWEEN FRENCH AND
SPANISH BY CZECH SPEAKERS

ABSTRAKT: Philology students have a better knowledge of several foreign languages
every year. This knowledge can influence the following studies of languages, both
positively and negatively. The article focuses on the interferences produced by Czech
students who are beginners in Spanish but already have a good knowledge of French,
their major field of study at university. Based on the excerption and the analysis of 70
authentic written productions, it presents the most frequent morphosyntactic, lexical and
spelling interferences.

KEYWORDS: Czech, French, Spanish, interferences, speakers, languages in contact.

LES ETUDIANTS EN PHILOLOGIE ONT, D’UNE ANNEE A L’AUTRE, DE
MEILLEURES CONNAISSANCES EN PLUSIEURS LANGUES ETRANGERES
ABSTRAKT: Ces connaissances peuvent influencer des études ultérieures en langues,
tantot positivement, tantot négativement. L’article cible les interférences commises par
les étudiants tchéques qui sont débutants en espagnol, mais ont déja des connaissances
solides en frangais, leur discipline principale a I’université. Basé sur le dépouillement et
I’analyse de 70 productions écrites authentiques, il présente les interférences
morphosyntaxiques, lexicales et orthographiques les plus fréquentes.

MOTS CLES: Tchéque, francais, espagnol, interférences, locuteurs, langues en
contact.

1. Introduction et cadre théorique

Les influences entre les langues étrangéres pratiquées par un locuteur et
sa langue maternelle sont complexes. D’une fagon trés générale, les similitudes
favorisent D’apprentissage (transferts positifs), alors que les différences
constituent la cause essentielle des fautes (transferts négatifs, interférences).

On parle d’interférence lorsqu’un locuteur utilise, dans une langue cible,
un trait caractéristique de la langue maternelle ou d’une autre langue étrangere
(contacts de langues, apprentissage de langues étrangeres). L’interférence reste,
contrairement a I’emprunt, individuelle et involontaire.

Les transferts et les interférences agissent sur différents plans
phonétique, morphosyntaxique, lexical, pragmatique, socioculturel, etc. ; a I’oral
et a D’écrit ; en compréhension et en production. Les interférences les plus
évidentes sont les interférences phonétiques. Prenons pour exemple les mots
espagnols vigje et corazon. Dans le premier cas, le graphéme « v » risque d’étre
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prononcé [V] au lieu de [B] par un Tchéque ou un Frangais. Dans le second, on
pourrait entendre [Z] a la place de [0].

Lors de I’étude des interférences, il faut prendre en considération des
facteurs individuels, tels que la personnalité du locuteur, sa connaissance de la
langue cible, son age, son niveau culturel, sa capacit¢ d’imiter des traits
phonétiques, ainsi que des facteurs sociaux comme la distance entre les langues
en contact, le prestige dont jouit la langue étudiée, ou par exemple les conditions
dans lesquelles se déroule la production et I’évaluation en langue cible.

Le présent article s’interroge ainsi sur les interférences
morphosyntaxiques, lexicales et orthographiques entre le frangais et 1’espagnol.
Le point de vue adopté est celui d’un locuteur tcheque (L1) qui commence a
apprendre le frangais (L2) avant de s’intéresser également, plus tard dans son
parcours scolaire, a 1’espagnol (L3). Comme le frangais et I’espagnol sont deux
langues proches qui ont des propriétés communes, a la différence du tcheque,
qui est plus lointain, notre hypothése est que celui-ci sera plus influencé par le
francais que par le tchéque.

Aprés avoir décrit la méthode de 1’analyse et le profil des apprenants,
nous présenterons certains aspects des interférences morphosyntaxiques, tels que
I’emploi excessif des pronoms personnels ou I’'usage erroné des articles. Ensuite,
nous aborderons quelques aspects des transferts et interférences lexicaux,
comme les concepts de vrais amis, amis partiels et faux amis. Enfin, nous
traiterons les interférences orthographiques entre les langues en contact. La
contribution sera illustrée de plusieurs exemples authentiques, basés sur les
énoncés produits par le groupe cible.

2. Méthode de I’analyse et profil des apprenants

Pour observer les influences de la langue francaise (L2) et de la langue
tchéque (L1) sur la langue espagnole (L3), nous avons analysé 70 copies
produites par le groupe cible. Il s’agissait tantét d’examens écrits de fin de
semestre (1%, 2° ou 3° semestre d’études de 1’espagnol), tantdt de productions
écrites sur un sujet spécifique (mi familia, mi dia, mis comparieros).

Le groupe cible était constitué d’étudiants tchéques en licence, inscrits
dans les filires « Francais dans le domaine de ’entreprise » et « Langue et
littérature frangaises » au Département d’études romanes de notre faculté et
suivant les cours d’espagnol pour débutants. L’espagnol est une matiére
optionnelle dans le cadre de laquelle on utilise les manuels suivants : Fiesta 1,
Nuevo Ven ou Spanélitina 1 (manuel électronique). Les étudiants étaient dotés
de connaissances linguistiques qui nous ont permis de définir les trois langues en
contact :

L1 : le tchéque, langue maternelle,

L2 : le frangais, niveaux B1, B2 ou C1 d’apres le CECR,

L3 : ’espagnol, niveaux A1-A2 d’apres le CECR.

Enfin, nous aurions également pu prendre en considération les
connaissances en anglais, car celui-ci est généralement enseigné en tant que
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premicre langue étrangére dans les écoles primaires et secondaires. Néanmoins,
cette situation change auprés des étudiants inscrits dans les filiéres orientées sur
la philologie frangaise, qui I’étudient plutét marginalement durant leurs études
universitaires. De plus, I’anglais, en tant que langue germanique, présente moins
de similitudes avec 1’espagnol que le frangais et il apparait, suite a 1’analyse
effectuée, que son influence auprés du groupe cible est considérablement
moindre que celle du frangais. Pourtant, nous pourrions citer, a titre d’exemple,
I’interférence orthographique suivante : *4bril*> (le « a » majuscule) au lieu de
abril (le « a » minuscule), dont la source de confusion peut étre retracée dans la
graphie anglaise April.

Lors de I’analyse, il fallait différencier les erreurs interlinguales, i.e.
celles qui sont liées aux interférences des L1, L2 et L3, des erreurs
intralinguales, i.e. celles qui se rapportent a la L3 elle-méme et relévent de la
méconnaissance de certaines regles (par exemple I’emploi fautif de Darticle
défini dans ’énoncé es *el pensionista). Néanmoins, nous avons également
rencontré des cas ambigus, dans lesquels il n’était pas évident d’identifier s’il
s’agissait d’une erreur interlinguale ou intralinguale, comme dans 1’exemple n°
1. L’usage erroné de grande est-il causé par ’interférence du francais grande ou
par la méconnaissance de la régle, selon laquelle cet adjectif, placé devant un
nom, prend la forme gran ?

(1) Pavlina es "la *grande deportista.
[Pavlina es una gran deportista.]

Pavlina est une grande sportive.

Pavlina je velka/vyznamna sportovkyné.

3. Interférences morphosyntaxiques

Les interférences morphosyntaxiques consistent a transposer les régles
grammaticales d’une langue a D’autre. Dans les lignes qui suivent, nous
présenterons 1’éventail des interférences souvent rencontrées dans les écrits du
groupe cible. Parmi les plus fréquentes apparaissaient celles-ci: 1’emploi
excessif des pronoms sujets, I’emploi fautif des articles, la confusion entre les
verbes ser et estar et ’omission de la préposition a devant un complément
d’objet direct humain.

L’exemple n° 2 concerne 1’ordre des mots, calqué surles L1 et L2 :

(2) Somos una *grande familia.
[Somos una familia grande.]

Nous sommes une grande famille.
Jsme velka rodina.

** L astérisque (*) marque un emploi fautif.
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De nombreux étudiants se sont excessivement servis des pronoms sujets,
mais ceux-ci ne sont généralement pas exprimés en espagnol, sauf dans les cas
ou le sujet de la phrase est a souligner. La m&me régle est appliquée en tchéque,
a la différence du francais, ou le pronom sujet doit toujours étre exprimé (a
I’exception du mode impératif). On peut donc clairement y voir I’interférence de

laL2:

(3) "Yo tengo una hermana mayor.>
[Tengo una hermana mayor.]

J’ai une sceur ainée.

Mam starsi sestru.

Les erreurs liées a la négation apparaissaient moins fréquentes. Lorsque
I’adverbe négatif jamds se trouve en début de phrase, le verbe n’est pas
accompagné de la particule négative no. L’interférence dans 1’exemple n° 4 peut
étre causée par la L1 de méme que parla L2 :

r * * r
(4) Jamas *no esta grosera o descortésa.

[Jamas esta grosera o descortés.]
Jamais elle n’est grossiéere ou impolie.
Nikdy neni hruba nebo nezdvorila.

Une autre erreur assez fréquente, causée par l’interférence de la L2,
concernait I’emploi des articles. Les noms espagnols ne sont pas toujours
accompagnés d’un article, par exemple lorsqu’ils ne sont pas dénombrables ou
individualisés, comme c’est le cas de I’exemple n° 5 :

(5) Escuchamos *la musica y vemos *las peliculas.

[Escuchamos musica y vemos peliculas.]
Nous écoutons de la musique et regardons des films.
Poslouchame hudbu a divame se na filmy.

En revanche, I’emploi de ’article défini féminin pluriel dans 1’exemple
n° 6 est obligatoire en espagnol, tandis que le frangais ne s’en sert pas :

(6) Como a *doce.
[Como a las doce.]

Je mange a douze heures.
Jim ve dvanact hodin.

Dans I’exemple n° 7, le terme mucho, employé adjectivement et
exprimant une quantité abondante et indéfinie, devrait s’accorder avec le nom

» Le point d’interrogation (*) indique un usage douteux.
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masculin pluriel compaiieros. Ce terme correspond au frangais beaucoup (de),
adverbe employé comme déterminant indéfini et toujours invariable, et au
tchéque mnoho, numéral indéfini, flexible. L’exemple n® 7 illustre ainsi
I’influence de la L2 :

(7) Elena no tiene *mucho comparieros.
[Elena no tiene muchos comparieros.]

Elena n’a pas beaucoup d’amis.

Elena nema mnoho pratel.

Nous pouvons, par contre, observer 1’influence de la L1 dans I’exemple
n° 8, ou les deux verbes pronominaux réfléchis devraient étre accompagnés du
pronom personnel conjoint me, comme en frangais, et non du pronom réfléchi se,
comme en tchéque :

(8) *Se peino y *se maquillo un poco.
[Me peino y me maquillo un poco.]

Je me peigne et je me maquille un peu.
Ucesu se a trochu se namaluji.

Les phrases dans lesquelles les étudiants ont confondu les verbes ser et
estar étaient trés nombreuses, mais nous ne présentons, a titre d’exemple, qu’une
d’entre elles. Cette difficulté provient du fait qu’en L1 et en L2, il n’existe qu’un
verbe qui équivaut aux vocables espagnols ser et estar :

(9) *Es contenta.
[Esta contenta.]
Elle est contente.

Je spokojena.

L’interférence de genre, dans I’exemple n° 10, est causée a la fois par la
L1 et la L2, ou ce nom représentant un établissement bancaire est au genre
féminin. En revanche, I’emploi fautif du suffixe « a » pourrait étre classé en tant
qu’erreur intralinguale. Comme en espagnol, la plupart des noms féminins se
terminent par le « a », I’étudiant croyait que ce terme était également féminin et
a utilisé ce suffixe par analogie :

(10) Mi esposo trabaja en *una *banca.
[Mi esposo trabaja en un banco.]

Mon époux travaille dans une banque.

Muj manzel pracuje v bance.

Enfin, en espagnol, I’omission de la préposition @ devant un complément
d’objet direct humain représente un autre type d’interférence fréquemment
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commis par le groupe cible. Il s’agit évidemment de l’influence de la L2,
probablement également de celle de la L1.

(11) Por la tarde "yo voy a buscar * mis hijos.
[Por la tarde voy a buscar a mis hijos.]

L apreés-midi, je vais chercher mes fils.

Odpoledne jdu pro syny.

4. Interférences lexicales

Avant d’introduire des exemples authentiques illustrant quelques
interférences lexicales, abordons les concepts de vrais amis (congéneres), amis
partiels et faux amis.

Les mots apparentés, appelés les congénéres interlinguaux, les cognates
ou les vrais amis, sont des mots de langues différentes qui ont sensiblement la
méme forme et le méme sens (voir Bogaards, 1994 : 153, et Armand — Maraillet,
2013 : 108). On peut distinguer les congéneres homographes, i.e. ceux qui ont la
méme graphie, comme taxi — taxi — taxi, et les congénéres parographes, i.e. ceux
dont la graphie différe légerement, tels que moderno — moderne — moderni,
republica — république — republika et teléfono — téléphone — telefon. Les
congénéres parographes ne sont pas rares entre les trois langues en contact.
Alors qu’ils favorisent la compréhension, ils peuvent devenir la source des
interférences en production.

Les amis partiels sont des mots qui ont a la fois un sens commun et un
sens différent (voir Armand — Maraillet, 2013 : 108), par exemple volar et voler
ou amigo et ami (le verbe frangais voler peut signifier tantot volar [letét], tantot
robar [krast] en espagnol ; le frangais ami et le tcheque prifel ont également
deux équivalents différents en espagnol, amigo et novio).

D’apres Calvet (2011 : 19), les interférences lexicales les plus simples
consistent a tomber dans le piége des faux amis, c’est-a-dire des mots qui se
ressemblent au niveau des signifiants mais qui différent au niveau des signifiés.
Autrement dit, il s’agit des mots qui ont des formes semblables, mais des sens
partiellement ou totalement différents. A titre d’exemple, citons ces couples de
faux amis entre 1’espagnol et le frangais : nombre (jméno) — nombre (pocet),
largo (dlouhy) — large (Siroky), enviar (poslat) — envier (zavidet).

Le concept de faux amis vient de l’enseignement du FLE. Il ne
s’applique pas aux langues lointaines, telles que 1’espagnol et le chinois (voir
Martin Peris et al., 2008).

Selon Armand — Maraillet (2013 : 109), le nombre des « faux amis » est
généralement inférieur a celui des « vrais amis » (entre le francais et 1’anglais,
les faux amis ne représentent que 10 % des congénéres, ajoutent-ils).

Voici quelques exemples authentiques d’interférences lexicales
commises par le groupe cible.

Contrairement aux L1 et L2, le nom espagnol amiga, dans 1I’exemple n°
12, ne s’applique qu’a une personne avec qui on est lié par un sentiment
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d’affection ou de cordialité qui n’est pas de ’amour. S’il s’agit d’une personne
que I’on aime d’amour, le nom novia doit étre utilisé :

(12) ’El vive con su *amiga.
[Vive con su novia.]

11 vit avec son amie.

Zije se svou pritelkyni.

En Espagne, le nom apartamento, employé dans I’exemple n° 13,
désigne une petite habitation comprenant une ou deux picces. Pour désigner un
grand local d’habitation, on doit se servir du terme piso, a la différence des L1 et
L2, ou on peut dire maly/velky byt et petit/grand appartement :

(13) Viven en el centro de Olomouc en un *apartamento grande y
moderno.

[Viven en el centro de Olomouc en un piso grande y moderno.]

1ls vivent au centre d’Olomouc dans un grand appartement moderne.

Bydli ve vellkém modernim byté v centru Olomouce.

L’exemple n° 14, portant sur I’emploi erroné du verbe se comprender,
illustre également I’influence des L1 et L2 surla L3 :

(14) "Nos "ninos se *comprenden muy bien.
[Nuestros nifios se llevan/se entienden muy bien.]
Nos enfants s entendent/se comprennent tres bien.
Nase deéti si velmi dobre rozuméji.

Les interférences occurrentes au niveau des prépositions peuvent étre
classées comme morphosyntaxiques ou lexicales, en fonction de la relation
exprimée par la préposition. Comme les prépositions ci-dessous, notamment
celles qui s’appliquent a 1’espace et au temps, désignent un sens concret, nous
proposons de ranger ces emplois prépositionnels erronés dans la catégorie des
interférences lexicales.

En ce qui concerne I’exemple n° 15, notons que la confusion entre les
prépositions a et en en L3, par ailleurs trés fréquente auprés du groupe cible, est
directement liée a leurs usages en L2 et non a ceux de la L1. Tandis que
I’espagnol utilise en apres les verbes statiques et a apres les verbes cinétiques, ce
qui correspond au couple v / do en tchéque, les prépositions frangaises a et en
n’ont pas la capacité d’exprimer cette nuance :

(15) Vivo *a Ostrava.
[Vivo en Ostrava.]
J’habite a Ostrava.
Bydlim v Ostrave.
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Le syntagme prépositionnel *segiun mi opinion, dans 1’exemple n° 16,
est calqué sur le tcheque podle mého ndzoru, peut-étre aussi sur le frangais selon
mon opinion (néanmoins, ce dernier est moins fréquent que selon moi) :

(16) Pili es una chica muy guapa y *segun mi opinion es una
persona un poco vanidosa.

[Pili es una chica muy guapa y en mi opinion es una persona umn poco
vanidosa.]

Pili est une fille trés jolie, mais, selon moi (selon mon opinion), elle est un peu
vaniteuse.

Pili je moc hezka divka, ale podle mého nazoru je trochu jesitna.

Nous pouvons observer une claire influence de la L1 sur la L3 dans les
exemples n° 17 et 18 (v sobotu — *en sdbado, v Opavé — “en Opava)

(17) *En sabado y domingo mi novio cocina.
[Los sabados y los domingos mi novio cocina.]

Le samedi et le dimanche, mon ami fait la cuisine.

V sobotu a v nedeéli vari muj pritel.

(18) “Yo soy recepcionista en la “Galeria municipal de Arte’en
Opava.

[Soy recepcionista en la Galeria municipal de Arte de Opava.]
Je suis réceptionniste a la Galerie municipale d’Art d’Opava.
Jsem recepcni v Domé umeni (galerii) v Opave.

Une autre interférence trés fréquente auprés du groupe cible, causée par
la L2 et non par la L1, concerne la confusion entre les prépositions por (par en
frangais) et para (pour en frangais) :

(19) Preparo la cena *por mis hijas.
[Preparo la cena para mis hijas.]

Je prépare le diner pour mes filles.
Pripravuji veceri pro své dcery.

(20) /...] *Para ejemplo, cuando mi hermana viene de Liberec.
[...] [Por ejemplo, cuando mi hermana viene de Liberec.]

[...] Par exemple, quand ma sceur vient de Liberec.

[...] Napriklad kdyz moje sestra prijede z Liberce.

Nous avons également rencontré des cas ou les étudiants ont emprunté
des mots a la L2 (substitutions), comme la conjonction ef dans cet exemple :

(21) Mis comparieros se llaman David *et Lukas.
[Mis comparieros se llaman David y Lukas.]
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Mes amis s’appellent David et Lukds.
Mi pratelé se jmenuji David a Lukas.

5. Interférences orthographiques

Dans les copies analysées, les interférences orthographiques
apparaissaient les plus nombreuses. Nous pouvons les repartir en plusieurs
catégories :

i. les substitutions des graphémes de la L2 aux graphémes de la
L3, telles que «t/ c», «q/c», «ph/f», «ch/c», «ch/q», «m/ny», «y/
in,«a/en, «i/en, «0/e»;

1i. le redoublement des consonnes, comme « 8s/ s», « 11/ 1», « ff/ f»,
ou, au contraire, I’emploi d’une seule consonne a la place de deux, comme « r /
T » ;

iii. I’utilisation de graphémes francais qui n’existent pas en espagnol,
tels que « a » et « ¢ »,

iv. le renforcement pléonastique du graphéme « i » par le graphéme
«g»;

v. I’emploi fautif des accents, comme « €/ e», «i/i», «u/a», «a/
an,«0/0»;

vi. I’écriture d’une expression en deux mots ou avec un trait d’union au
lieu de la représentation en un seul mot.

Parmi les interférences orthographiques les plus fréquemment
représentées dans notre corpus, nous pouvons citer celles-ci :

i. la substitution du graphéme « q » au graphéme « ¢ » (*quarto / cuarto,
*quatro / cuatro, *quando / cuando, *quanto / cuanto),

ii. le renforcement pléonastique du graphéme «fi» par le graphéme
« g » (*espagiol / espaiol),

iii. la substitution des graphémes « ch » au graphéme « ¢ » (*technica /
técnica),

iv. la substitution de la voyelle « y » a la voyelle «i» (*sympatica /
simpatica, *bicycleta / bicicleta),

v. le redoublement de certaines consonnes (*russo / ruso, *tranquilla /
tranquila),

vi. ’emploi fautif des accents, i.e. sa présence (*tél¢ / tele) ou son
absence (*autobus / autobus).

Certains exemples seraient ambigus, car ils peuvent étre classés dans
deux catégories, tantdt comme substitutions ou emprunts personnels, tantot
comme interférences orthographiques. C’est le cas des termes *restaurant
[restaurante] et *jardin [jardin], dans lesquels la chute du «e» final et
I’omission de 1’accent entrainent une graphie identique en L2 et L3.
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L3 — Espagnol L2 — Frangais L1 — Tchéque Source
*espagfiol espagnol Spanélsky L2:gn
espaiiol [L3: 1]
*receptionista réceptionniste recepéni L2:t
recepcionista [L3:c]
*quarto quart ¢tvrthodina L2:q
cuarto [L3:c]
*pharmacia pharmacie 1ékéarna L2:ph
farmacia [L3:1]
*technica technique technicka L2,L1:ch
técnica [L3:c]
*quimica chimique chemicka L2,L1:ch
quimica [L3:q]
*tramvilla tramway tramvaj L2,L1:m
tranvia [L3 :n]
*sympatica sympa(thique) sympaticka L2,L1:y
simpatica [L3:1i]
*cuaranta siete quarante-six Ctyficet Sest L2:a
cuarenta y seis [L3:¢e]
*ordinador ordinateur pocitac L2:1
ordenador [L3:¢]
*restaurant restaurant restaurace L2:0
restaurante [L3:¢e]
*russo russe rusky L2:ss
ruso [L3:5s]
*tranquilla tranquille klidna L2:1
tranquila [L3:1]
*officina office kancelar L2:ff
oficina [L3:A]
*guitara guitare kytara L2:r
guitarra [L3: 1]
*3 a v L2:a
a [L3:a]
*comegar commencer zacit L2:¢
comenzar «gnt+«an —[SA] [L3:a]
*télé télé televize L2:¢
tele [L3:¢e]
*jardin jardin zahrada L2:i
jardin [L3:1]
*autobus (auto)bus autobus L2,L1:u
autobus [L3:1]
*simpatico sympa(thique) sympaticky L2,L1:a
simpatico [L3:4]
*comodo commode pohodiny L2:0
comodo [L3: 0]
*por qué parce que protoze L2 :2 mots
porque [L3: 1 mot]
*volley-ball volley-ball volejbal L2: avec  trait
voleibol d’union
[L3: sans trait
d’union]
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6. Conclusion

Différents types d’erreurs interlinguales de nature morphosyntaxique,
lexicale et orthographique apparaissaient dans les copies rédigées par le groupe
cible. Parmi les plus fréquentes, nommons, a titre d’exemple, 1’utilisation
excessive des pronoms sujets, I’emploi fautif des articles, la confusion entre les
prépositions a et en, por et para, ou la substitution du graphéme « q» au
graphéme « ¢ ».

Les types d’erreurs dues aux interférences ne dépendent pas seulement
des langues pratiquées par un locuteur, mais aussi de son niveau en langue cible.
Au niveau €lémentaire, nous n’avons pas rencontré d’interférences liées a
I’'usage du subjonctif, qui est plus fréquent en espagnol qu’en francais (par
exemple cuando vengas — quand tu viendras), ou de I’impératif, dont la
formation est plus compliquée en espagnol qu’en frangais. Enfin, le plus grand
nombre des interférences apparait quand on se sert de la langue d’une fagon
créative.

Lors de I’enseignement d’une langue étrangére a un groupe homogene
ou peu hétérogeéne, il est utile, ou méme souhaitable, de recourir de temps en
temps a une comparaison des langues en contact, pour essayer d’éviter certaines
erreurs. En compréhension (écrite et orale), il peut étre utile de parler des vrais
amis et amis partiels, car la sensibilisation a I’existence de ces congéneres
facilite la compréhension de textes dans des langues proches et accélére
I’acquisition du nouveau vocabulaire. En production (écrite et orale), il est
intéressant d’analyser des interférences morphosyntaxiques, lexicales et
orthographiques possibles et travailler sur les faux amis, car les vrais amis en
compréhension peuvent devenir des faux amis en production.

Les enseignants devraient donc étre familiarisés avec les connaissances
linguistiques en L1, L2 et L3 de leurs apprenants pour qu’ils puissent leur
préparer des exercices appropriés, orientés vers des interférences spécifiques.
Dans notre situation concréte, il s’agirait, par exemple, d’exercices portant sur
les prépositions souvent confondues par le groupe cible (un texte a trous, etc.) ou
d’exercices d’orthographe (une dictée, etc.) contenant plusieurs faux amis et
amis partiels.
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RESUME

Studenti, kteti prichazeji studovat filologii na vysokou skolu, maji kazdym
rokem lepsi znalosti n€kolika cizich jazykd. Tyto znalosti mohou mit vliv na
dalsi studium jazykt, a to jak pozitivni, tak negativni. Pravé interference u
studentti zakladt Spanélstiny, kteti jiz maji dobré znalosti francouzstiny a studuji
ji jako hlavni obor, jsou hlavnim tématem tohoto piispévku. Clanek seznamuije s
nejcastéjSimi morfosyntaktickymi, lexikalnimi a pravopisnymi interferencemi,
které se vlivem francouzstiny objevuji u studujicich Spanélstinu. Interference
byly excerpovany a analyzovany na zakladé 70 autentickych pisemnych projevu.
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ALFREDO RODRIGUEZ LOPEZ-VAZQUEZ
UNIVERSIDAD DE LA CORUNA

DIDACTIC METHODOLOGY AND LITERATURE: THE LEARNING OF
POSSIBLE WORLDS II.

ABSTRAKT: We explore diverse ways and didactic methods through scarcely toiled
texts within the realm of Secondary and Universitary Education, as well as proposing
different authors and media towards a better understanding of literature and its
methodology. We also work on a series of elements that have not been taught or duly
exploited as resources, capitalising on texts by Gongora, Gonzalo Fernandez de Oviedo,
Holub, Machiavelli and others. Concerning the didactic approach, we deem necessary to
revisit Buner and Aebli's concepts.

KEYWORDS: Methodology, Literature Didactics, Bruner, Gongora, Machiavelli,
Chroniclers of the Indies, Devil.

METODOLOGIA DIDACTICA Y LITERATURA: EL APRENDIZAJE DE LOS
MUNDOS POSIBLES IL.

ABSTRAKT: Se exploran diversas formas y usos didacticos a través de textos poco
trabajados en los ambitos de la educacion secundaria y universitaria, y se proponen
diversos autores y soportes para una mejor comprension de la literatura y su metodologia
por parte de los alumnos. Asimismo trabajamos sobre una serie de elementos que no han
sido bien ensefiados o aprovechados como recursos, destacando especialmente el empleo
de textos de Gongora, Gonzalo Fernandez de Oviedo, Holub, Maquiavelo y otros. En
cuanto al enfoque didactico, consideramos necesario volver a trabajar en base a
conceptos propuestos por Bruner y Aebli.

PALABRAS CLAVE: Metodologia, Didactica de la Literatura, Bruner, Géngora,
Magquiavelo, Cronistas de Indias, Diablo.

5. El descubrimiento del engafio. Aprender de las decepciones.

Bajo el aspecto de un hombre rico, culto y de buen gusto hay, en
realidad, un diablo que no estaba previsto. Salvo, claro, por gentes como
Magquiavelo. En los mundos posibles que la Literatura nos ofrece hay buenos
ejemplos de descubrimiento del engafio; por ello es siempre bueno dar con
textos, breves o largos, en donde el lector aprende lo que es algo muy comun en
la vida normal: que alguna gente no es lo que parece. La seleccion de textos
podria ser muy amplia. Me limitar¢ a tres: el cuento de Borges “Tema del traidor
y el héroe”, que ha servido para el filme de Bernardo Bertolucci La estrategia de
la araiia; 1a obra de teatro de Jules Romains Knock, que ha sido llevada al cine
con el mismo protagonista de la obra teatral para la que Romains escribio el
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personaje: Louis Jouvet. Y también una obra clasica de la novela policiaca: El
asesinato de Roger Ackroyd, de Agatha Christie. Con cualquiera de ellos, o con
los tres en conjunto, se puede plantear un problema clasico de la adolescencia: la
pérdida de la inocencia al juzgar a la gente de su entorno: la decepcion al
comprobar que alguien en quien confidbamos esconde algo que no pudimos o
supimos sospechar. La novela de Agatha Christie, bajo su apariencia de lectura
de entretiempo, esconde un par de ideas esenciales: a) quién cuenta la historia y
qué fiabilidad tiene su relato, que es un elemento clave en la teoria literaria de la
segunda mitad del siglo XX, y b) una reflexion critica sobre el engafio y la
decepcion. Lo primero pertenece al ambito formal y lo segundo a la relacion
entre la moral y el aprendizaje por el método de ensayo y error. El truco
narrativo utilizado por la novelista inglesa causé algo mas que enfado entre los
criticos de los afios que siguieron a su publicacion, por entender que la
perspectiva del relato contradecia la confianza del lector. Sin embargo en 2013
esta novela fue elegida por 600 escritores de novelas de misterio como la mejor
que se haya publicado nunca, lo que avala, con un siglo de retraso, la novedad de
una forma de contar la historia que implica jugar con el engafio y la decepcion.

El mismo principio que usa Jorge Luis Borges para el cuento que hemos
mencionado, en el que los hechos reales, modificados, son transmitidos por la
tradicion como una leyenda que contiene una mentira sustancial: el traidor es
glorificado como héroe. Lisa Simpson, la inteligente y un poco pedante hija de
Homer Simpson, descubre lo mismo en uno de los episodios de la séptima
temporada y se entera de que el fundador de Springfield era en realidad un
villano que ha sido glorificado por razones politicas. Sin duda los guionistas de
Matt Groening han trabajado sobre el cuento de Borges, lo que demuestra como
pasan a la cultura popular los grandes temas literarios. Lisa aprende a afrontar el
engafio institucionalizado y, en consecuencia, da un paso en su aprendizaje de lo
que es la vida y la sociedad. En el caso de la serie Los Simpson tenemos en
realidad un constante y perpetuo uso de todos los elementos de la cultura
universal, reestructurados en episodios de veinte minutos.

Probablemente la obra perfecta para entender el mecanismo del engafio a
través de la suplantacion de personalidad sea Knock, de Jules Romains, un
clasico del teatro francés en un tono intermedio entre la comedia y la farsa. El
personaje central, que se presenta como Doctor Knock, es en realidad un
avispado vividor que se hace pasar por médico y convierte en enfermos a casi
todos los habitantes de un pueblecito francés, que antes de llegar ¢l gozaban de
buena salud. El lema del falso doctor es: 'No hay gente sana, s6lo enfermos que
ignoran que lo son'. La revelacion final de que se trataba de un estafador que
abusa de la buena fe y la mucha credulidad de los lugarefios sirve para
desengaiiar al espectador y para darle una leccién de vida. En este sentido la
comuna o ayuntamiento de Saint-Maurice es un mundo posible que refleja un
hecho comtn en la sociedad. En teatro breve Cervantes analizd ese mismo
mecanismo de fascinacidbn o embobamiento social en El retablo de las
maravillas, cuyo tema estaba ya en el cuento oriental transmitido por el Libro de
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los Enxiemplos del Conde Lucanor, reescrito por Hans Christian Andersen con
el titulo de 'El traje nuevo del emperador'. En todos estos casos se nos habla del
engafio consentido socialmente y se nos presenta a los estafadores como gente
simpatica que consigue su propdsito aprovechandose de lo que las buenas gentes
estan dispuestas a creer. Como se sabe por la actualidad politica y econémica, en
todos los ambitos de la sociedad abundan estos tipos. La literatura, ya en forma
de cuento, de fabula, de obra de teatro breve o larga, o de serie de television, nos
prepara para detectar en el mundo real lo que se nos pinta en esos mundos
posibles. El aprendizaje de la vida.

Hasta aqui, la primera parte del trabajo metodologico: detectar un
repertorio de obras literarias con las que podemos trabajar. La segunda parte es
determinar cuanto tiempo se dedica a la lectura y reflexiéon a partir de los
posibles repertorios y de qué manera abordamos esa tematica.

Volviendo a las propuestas de Hans Aebli, basadas en relacionar
Psicologia y Didactica, una de las formas de ensefar tenia como eje las
actividades de 'contemplar' y 'observar', actividades que son aplicables al
proceso de la lectura o contemplacion visual del teatro, cine o TV. La actividad
de 'contemplar', desde una perspectiva didactica, debe entenderse como
'contemplacion activa', que conlleva la 'observacion', como forma preparatoria
del analisis. La observacion de la forma de actuar del personaje del Doctor
Knock implica la 'repeticion en escena’, lo cual es uno de los grandes aciertos de
la obra de teatro de Jules Romains. Vemos cémo Knock actua, con la seguridad
de un suplantador, mostrando atuendos, discurso y actitudes de médico (lo cual,
obviamente procede a su vez de la observacion del propio Knock, que acttia
como un consumado actor profesional). A partir de aqui la contemplacion pasiva
es precisamente la de los incautos lugarefios, que a través de esa suplantacion
creen verdad lo que es engafio. Nadie verifica la identidad y pretendida titulacion
de Knock, y la escena inicial en la que el auténtico doctor, Parpalaid, acepta la
sustitucion en su plaza, es el primer engafo teatral; en este sentido es
equivalente al engafio del narrador de Agatha Christie. Nadie ha puesto en duda
que Knock sea doctor porque el doctor Parpalaid lo ha asumido como tal y esa
escena primera, esencial para la credibilidad teatral, para que el pacto entre el
espectador y el autor se cumpla, esconde el artificio basico: nadie ha verificado
que la identidad de Knock sea la que su discurso teatral dice que es. Nadie ha
planteado la hipdtesis elemental: tal vez el personaje no sea lo que dice ser. Lo
que implica que tal vez su discurso, su relato, sea falso. Existe otra obra de teatro
en donde se trata de esto mismo: El Inspector, de Nicolas Gogol, en donde un
inesperado viajero se ve de pronto inmerso en una suplantacion de personalidad
involuntaria: los lugarefios creen que se trata del Inspector enviado por la
autoridad y €l acaba asumiendo ese papel. Existe un filme protagonizado por el
comico estadounidense Danny Kaye, si uno no tiene acceso a la obra de teatro,
que, en todo caso es uno de los grandes clasicos del teatro europeo. Y maés
recientemente, Leonardo di Caprio ha protagonizado el mismo tipo de papel (en
este caso basado en un personaje real) en la divertida comedia dramatica

61



Atrapame si puedes. Como se puede ver, hay material de sobra para comprobar
lo clasico de la situacion, el personaje y la accion y su constante reaparicion en
el mundo real.

Como observa Aebli, el modo de pensamiento critico implica tres fases:
el planteameinto del problema, la formulacion de hipdtesis y la verificacion.
Todo esto nos lleva a la propuesta activa de creacion de un texto paralelo, una
vez que hemos asistido ya al planteamiento del personaje y de su accion. La
consecuencia practica, desde el punto de vista de la metodologia didactica es
sencilla: intervenir en el texto en un momento dado para crear un texto
complementario en donde un nuevo personaje (a la manera del nifio al final del
cuento del traje nuevo del Emperador) aparece en escena para proponer la
hipétesis del escéptico, del incrédulo: si es usted médico, enséfienos sus
credenciales. En todo caso el conjunto de obras de este apartado es suficiente
para crear una metodologia activa respecto al tema literario del engafio, la
ilusion colectiva y la suplantacioén de personalidad.

6. Las hipdtesis, la poesia y la perspectiva cientifica de la realidad:
Gongora, Kepler, Holub.

La poesia es un viaje cosmico. Dentro de los mundos posibles que la
Literatura nos ofrece, el quehacer poético ha elaborado una especie de
constelacion de mundos paralelos que se dirigen al mismo tiempo al interior del
ser humano y a los espacios mas inalcanzables.

Jean-Pierre Luminet es astrofisico y, en su calidad de reputado cientifico, es
director de investigaciones en el CNRS de Paris; y también es poeta y novelista
de obra reconocida y traducida a varios idiomas. Y es, ademas de todo ello,
antdlogo. Su antologia Les poétes et ['univers recoge ejemplos de la obra poética
de una verdadera pléyade de poetas, desde Virgilio hasta Jean Tardieu, pasando
por Omar Jayam, La Fontaine, Walth Withman, Galal al Din o Lucrecio. El
denominador comun a todos ellos es, como el titulo de la antologia sugiere, el
Universo como tema. El libro se organiza en varios ambitos poéticos: Nocturnos,
El rey Sol, La armonia del mundo, Los apocalipsis celestes o Los viajes
cosmicos. Salvo en el caso de los poetas franceses, los textos son légicamente,
textos traducidos. En cada unidad tematica Luminet nos propone un
acercamiento a cada uno de los poetas y un apunte sobre la mirada que tienen
estos poetas sobre la unidad del universo. Esto es, por ejemplo, lo que dice sobre
Luis de Goéngora, que comparte espacio con Dante y con Henri Michaux (otro
cientifico-poeta, como Luminet y Holub): “la premiere des “Solitudes” décrit un
voyage onirique. Dans une langue mystérieuse et belle, on y suit l'ascension de
l'esprit solitaire jusqu'a la Voie Lactée, ce 'gond, jointure étroite’ du ciel, qui
semble délimiter I'espace. Non, les premiers a lancer 'homme vers les astres, les
vrais poetes du vol spatial, ne sont pas des rimeurs, mais des savants: Kepler,
puis le pére Kircher”**. Luminet extracta un fragmento de la Primera soledad en

24 Jean Pierre Luminet, Les Poetes et I'Univers, Paris: Cherche-midi, 2012, p. 303.

62



una traduccion francesa mucho mas reveladora y clara que la traduccion de la
poesia a prosa hecha por Damaso Alonso. Vale la pena conocer esta traduccion:

Apres tant d'astronomiques présages
frustrés, tant de nautique science,
passant la zone encore plus voisine
du Soleil, en dépit du bonace ou du naufrage,
le royaume d'Aurore enfin tu le baisas,
dont le sein empourpré, ses perles pures,
dont les mines secretes
te gardent aujourd'hui leurs plus précieux chatons;
tu pénétras la forét des parfums
qui a l'oiseau d'Arabie, dont le vol
est 'arc ailé du ciel,
non courbe mais tendu,
érige une pyrée et lui construit un nid.
Zodiaque ensuite fut, et cristallin,
cet élément émule vague de l'ardent
char du Soleil,
pour le glorieux pin
qui quatre fois cent ans avait servi
de dais au jour et de couche a la nuit,
quand il trouva de fugitif argent
le gond, jointure étroite, qui embrasse
un océan a l'autre a jamais réuni,
soit qu'il baise les colonnes, soit 1'écarlate,
de 1'Aurore tapis.
Cette nef a présent,
dans I'humide temple de Neptune échouée,
est suspendue en pérenne mémoire,
et son nom est Victoire.

No es necesario volver a retraducir a prosa espafiola este fragmento de la
primera Soledad. Basta con sefialar dos cosas: Gongora es el Uinico autor de
lengua espafola que aparece en esta antologia, que tal vez podria haber atendido
a otro poeta, el chileno Vicente Huidobro, o a un contemporaneo de Gongora,
Gutierrez de Cetina, que, reflexionando sobre los experimentos cientificos de
Torricelli culmina su soneto con un terceto magistral: “Porque ese cielo azul que
todos vemos/ ni es cielo, ni es azul. Lastima grande/ que no sea verdad tanta
belleza”. En todo caso resulta significativo que un astrofisico como Luminet
haya recurrido al poeta espafiolmas musical en la forma y mas oscuro y abstracto
en el fondo. La segunda observacion es que el texto de Gongora esta escrito en
torno a 1615 y el de Johannes Kepler que Luminet selecciona es casi
contemporaneo y procede de las reflexiones de Kepler sobre los escritos de
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Galileo Galilei. La idea, mucho antes de Julio Verne, es la reflexion sobre las
condiciones del viaje a la Luna (tema que ya habia servido para un célebre texto
de Luciano de Samosata y que prolongaria Cyrano de Bergerac en ese mismo
siglo XVI). El texto, narrativo, segin Luminet, es también poético. Transcribo,
traducido, un fragmento que permite repensar los términos de lo que
consideramos como poético:

El choque inicial es muy penoso para €l, sufre como si fuera un proyectil
lanzado por un cafén y viajara sobre mares y montafias. Asi pues hay que
sedarlo desde la salida con ayuda de narcoOticos y opidceos y extender sus
miembros para que la parte delantera de su cuerpo no se separe de la trasera, ni
su cabeza del resto del cuerpo y que la violencia del choque se reparta por todos
sus miembros. Nuevas dificultades se presentan entonces: el frio intenso y la
imposibilidad de respirar. Ponemos remedio a lo primero utilizando un poder
innato en nosotros, y al segundo pasando esponjas humedas por sus orificios
nasales. Al cumplir la primera parte del trayecto el transporte se hace mas facil.
Dejamos entonces que los cuerpos floten libremente y retiramos nuestras manos.
Los cuerpos se comprimen y se hacen bolas como arafias y los transportamos
casi con nuestra voluntad, aunque la masa del cuerpo se dirija por si misma hacia
el lugar previsto.”

Parece claro que el texto de Kepler corresponde a una hipotesis sobre las
caracteristicas de los mundos posibles. La hipotesis sobre qué le sucederia a un
cuerpo que tenga que sufrir una aceleracion brusca del impulso inicial para
mandarlo dentro de un cohete. Y esa hipétesis se elabora antes de que Newton
formule las leyes de la gravitacion universal. Sigamos a Luminet en su
aproximacion a la obra de Kepler, sin duda pionera de lo que conocemos hoy
como género de 'anticipacion cientifica' o 'ciencia ficcion: “La curiosité
passionnée des hommes de la Renaissance habite Kepler, et il exprime dans
toute sa force en écrivant au seul émule capable de le comprendre: Galiclée
(Conversation avec le messager céleste, 1610). Pour le visionnaire allemand, le
vol interplanétaire est pour demain, et les pionniers ne manqueront pas: “Qui
aurait cru autrefois que la traversée du Grand Océan était plus calme et moins
dangereuse que la navigation dans les golfes étroits et traitres de 1'Adriatique et
de la Baltique? Créons des navires et des voiles adaptées a 1'éther, et il y aura un
grand nombre de gens pour n'avoir pas peur des déserts du vide. En attendant,
nous préparerons, pour les hardis navigateurs du ciel, des cartes des corps
célestes; je le ferai pour la Lune, et toi, Galilée, pour Jupiter.” Cette anticipation
hardie, Kepler 1'écrit sous le choc du Messager céleste, dans lequel I'ltalien
révélait ses découvertes télescopiques. Mais cette lecture n'a fait que confirmer
sa propre intuition sur la nature terrestre des planétes. L'année précédente, il
avait déja composé pour son plaisir personnel le premier voyage lunaire ou se
pose le probléme phsysique du vol spatial. Le Songe, écrit en 1609, connu
d'abord seulement par des copies manuscrites, surchargé de gloses tardives par

25 Luminet, p. 313.
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son auteur, fut publié¢ enfin en 1634. Le Songe de Kepler a l'air d'un voyage
mythique, avec son peuple de démons volants, ses herbes magiques, ses
commentaires astrologiques et son symbolisme médieval; c'est en réalité le
premier voyage astronautique. Les navigateurs de I'espace sont sélectionnés et
préparés comme les cosmonautes d'aujourd'hui par des démons ressemblant aux
actuels 'sorciers' de la NASA.” (p. 303).

Kepler imagina su mundo posible de una forma muy similar a como
Fernandez de Oviedo nos describe a los pobladores de la Indias y Tierra Firme,
del mismo modo que la astrondutica se concibe como una 'navegacion' por el
espacio.

No es Luminet el unico poeta cientifico que se ha ocupado de hacer
poesia integrando los mundos posibles que la Ciencia va descubriendo. El checo
Miroslav Holub, candidato al Premio Nobel de Medicina por sus trabajos sobre
inmunologia, ha integrado el mundo de las fabulas, transmitido desde Esopo
hasta La Fontaine, con sus animalillos que proponen y verifican hipotesis y
teorias sobre los mundos posibles. Uno de sus poemas mas ingeniosos,
humoristicos y enriquecedores nos va a servir para cerrar esta exploracion a
través del universo didactico que la literatura nos ofrece.

BREVE REFLEXION SOBRE LOS GATOS QUE CRECEN EN LOS
ARBOLES

En los tiempos en que atin habia asambleas generales de topos
y cuando aun los topos podian ver mejor, ocurrid
que se apoder6 de los topos el deseo de conocer
cuanto arriba habia.
Asi pues nombraron una comision con el fin de descubrir cuanto habia
arriba.
La comision envid a un topo de vista aguda y pie rapido,
el cual, después, abandonando su tierra natal,
avist6 un arbol, y en él un pajaro.

Y asi fue concebida la teoria de que arriba hay
pajaros que crecen en los arboles. No obstante
a ciertos topos les parecié demasiado
simple. Y enviaron a otro topo a descubrir
si crecen pajaros en los arboles.

En aquel momento era ya de noche y en el arbol
chillaban los gatos. “En el arbol crecen
gatos que chillan”, anuncié el segundo topo.

Y asi nacio la teoria alternativa sobre los gatos.

Dos teorias antagonicas no dejaron dormir a un vetusto
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neurotico miembro de la comision. Y subid
a verlo por si mismo.

Pero entonces caia ya la noche, oscuridad
como boca de lobo.

“Ni lo uno, ni lo otro”, anunci6 el venerable topo.
“Los pajaros y los gatos son engafios opticos, producidos
por la refraccion de la luz. En realidad

Hay lo mismo que abajo, solo la tierra es mas inconsistente
y las raices superiores del arbol algo murmuran,
pero sélo un poquito.”

Y en eso quedo la cosa.

Desde entonces los topos viven bajo la tierra,
no crean comisiones y
no presuponen la existencia de los gatos,

Y de hacerlo, s6lo un poquito”.

7. Poesia y logaritmos.

(En qué consiste ensefiar la poesia? ;Qué quiere decir aprender lo que es
la poesia? Al igual que el Monsieur Jourdain de Moliére, que se asombraba de
saber escribir en prosa sin haberlo estudiado, cualquier alumno podria
asombrarse al saber que de vez en cuando y con cierta frecuencia, habla en
poesia. Aprender lo que es la poesia tiene que ver sin duda con la metodologia
didactica del profesor de Retdrica de Monsieur Jourdain, experto en el uso del
hipérbaton: “Vuestros bellos ojos, marquesa, me hacen morir de amor” o bien
“De amor morir me hacen, marquesa, vuestros bellos 0jos”, o bien “Marquesa,
vuestros ojos bellos, me hacen morir de amor”. Uno de los procedimientos
poéticos es, en efecto, cambiar el orden de los sintagmas. O, en su conocida
parodia del estilo de Gongora, lo que Lope de Vega colocod en La Gatomaquia:
“En una de fregar cayd caldera”. Mover el orden natural de las palabras. Si se
aprende a mover el orden natural de las palabras, aunque no se conozca el
significado del término retérico 'hipérbaton', se esta aprendiendo a hacer poesia.
Y si se aprende un término retérico, como 'hipérbaton' o 'epanadiplosis' no se
esta aprendiendo a hacer poesia. Damaso Alonso, estupendisimo poeta y
minucioso erudito, ademés de traducir a Gongora a prosa, nos dejo algunos
libros y algunos versos memorables. Después de la guerra civil espafiola, en
plena miseria moral, politica y humana del pais de entonces, Damaso Alonso
escribid un verso que, sorprendentemente, pasoé el filtro de los censores
franquistas: “Madrid es una ciudad de un millén de cadaveres”. Esta frase es un
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verso porque Damaso Alonso asi lo decidio y a partir de esta frase, que puede
entenderse de mas de una forma, es decir, que tiene mas de un significado,
construy6 un largo, intenso y doloroso poema. La misma frase podria haber sido
un titular de periddico de la época, pero sin duda ese titular no habria sido
permitido por la censura. Esa misma censura inquisitorial que impidio la
publicacion de los poemas de Gongora o, siglos después, que impidio, en otro
pais, la publicacion de los poemas de Miroslav Holub. Asi que la poesia no esta
refida con la claridad. Pero a veces hay que escoger la oscuridad.

En el mismo siglo en que Gongora escribe, el matematico John Napier esta
descubriendo los logaritmos, que vienen siendo la forma de expresar al revés lo
que son las potencias. Si multiplicamos 3 veces por si mismo el niumero 3
tenemos el namero 27, un numero que tiene ciertas propiedades magicas. Una
propiedad que tiene ese numero es que su logaritmo es el nimero 3 si usamos
como base el mismo numero 3. ;Se parecen en algo los logaritmos y la poesia?
Son las Soledades de Gongora un ejemplo, contemporaneo de Napier, de poesia
logaritmica? Algo de eso parece sugerir involuntariamente Damaso Alonso
cuando desanda el camino poético y traduce el texto de Gongora a prosa
mostrenca y enjuta. Nos descubre la base sobre la que la generacion del 27 ha
entrevisto su poesia. Lo interesante es que el verso de Damaso Alonso
anteriormente citado se puede, a su vez, traducir a la expresion poética
gongorial. Basta con que sepamos que hay mecanismos poéticos que se basan en
la sustitucion, y asi, Madrid, cuyo rio es el Manzanares, se puede expresar por
metonimia, como 'Manzanares', y 'cadaveres' se puede a su vez sustituir (en base
3) por 'almas muertas anonimas'. Y hay que saber también que 'un cuento', no
solo es un relato breve: es también la expresion natural en aquel siglo para aludir
a la cantidad de 'un millon'. Aplicando metonimias, hipérbaton y dilogias, y
respetando el principio de la silva poética (combinacion de versos de 7 silabas
con versos de 11 ), el verso, largo y libre, de Damaso Alonso, se transforma, en
términos de logaritmo gongorial en lo siguiente:

Almas en cuento muertas Manzanares
anonimas navega.

Es asi como Luis de Gongora transformaba la realidad. Los logaritmos
pertenecen a las matematicas superiores, no a la artimética escolar. A la poesia
inventada por Gongora le sucede algo parecido. No es un problema de etiquetas,
de conceptismo o de culteranismo, etiquetas que, como ya hemos visto, se usan
de forma inapropiada.

Gongora, en el mismo siglo de Napier y de Komensky, tiene como meta
poética un peregrinaje por un mundo posible, el que ha descubierto por su
cuenta. En el siglo XX ha habido poetas que han propuesto, en distintos grados
de oscuridad, peregrinajes similares. César Vallejo ha descoyuntado la sintaxis
de la lengua espaiola en Trilce para expresar su propio descoyuntamiento; Ezra
Pound ha tratado de volver a las formulas medievales de los trovadores en sus
Cantos Pisanos y ha conseguido algo parecido a una sopa de letras
desconcertante; Tristan Tzara se ha aproximado al hombre y al apocaliptico
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mundo industrial en L'homme approximatif, mientras coleccionaba piezas de arte
de Africa, América y Oceania. Vitészlav Nezval...

Nezval, en sus poemas Edison y Akrobat ha abordado la misma
exploracion poética que Gongora en las Soledades. Simplemente ahora no
estamos en los artificios retdricos, sino en el contenido general del poema, en los
presupuestos culturales, en la herencia literaria. Aprender los mundos posibles
que la poesia nos propone consiste en adentrarse tanto en los hallazgos formales
(expresables en términos de silabas, pies, versos, estrofas, unidades de
composicion) como en los caminos o peregrinajes por el mundo poético que el
peregrino o el acrobata van descubriendo en el proceso de la lectura. El método
didactico, en este ambito del conocimiento, tiene que ver con la exploracion de
ese mundo de simbolos que Baudelaire habia entrevisto en la Naturaleza. Es,
como nos proponia, Luminet, un viaje codsmico. Se trata de descubrir el mundo
escondido de lo real a través del mundo posible que la poesia nos oftrece.
Sonoridad y emociones, musica y viajes interiores, aprendizajes de la vida o, en
la hermosa expresion de Jan Amos Komensky, Labyrint svéta a raj srdce: El
laberinto del mundo y el paraiso del corazon.
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RESUME

Text se zabyva riznymi didaktickymi pfistupy a metodami prace s texty, které
nejsou obvykle pouzivany pii vyuce na stfednich a vysokych Skolach. Pro lepsi
pochopeni literatury i metodiky prace s textem studie nabizi nahledy vybranych
autori (Gongora, G. Ferniandez de Oviedo, Holub, Maquiaveli), ktefi
pojednavaji o fenoménech, jez nejsou obvykle vyuzivany v textech jako klasické
prostiedky. Z didaktického hlediska autor povazuje za nezbytné navratit se ke
konceptiim, které navrhli Bruner a Aebli.
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JESENSKA, P.: SELECTED TOPICS ON ENGLISH WORD-
FORMATION. BANSKA BYSTRICA: BELIANUM, 152 S., 2015,
ISBN 978-80-557-03934-5

Po anglicky koncipovana vysokoskolskd ucebnica autorky Petry
Jesenskej sa primarne zameriava na slovotvorné procesy v anglickom jazyku
s cielom upriamit’ pozornost’ (nielen) na novotvary pouzivané v modernej
anglictine na zaciatku 21. storoCia (napr. app, belfie, blog, militainment, spam,
tablet). Publikécia je urCend filologicky zameranym Studentkam a Studentom
ucitel’stva, prekladatel'stva atlmoc¢nictva anglického jazyka, ako aj ostatnym
zaujemcom o tematizovanu problematiku z pohladu lexikalnej morfologie ako
dynamickej a autonomne sa rozvijajucej vednej discipliny.

Analyticko-syntetizujica  publikacia  akademického  charakteru
s rozsahom 5 autorskych harkov sa vyznacuje logickym a prehl'adnym clenenim
textu, pozostavajucim z dvoch hlavnych casti — z teoretickej a praktickej Casti.
V zéavere publikdcie sa nachadza vecny register, ktorého zaradenie Citatel'skej
obci ul'ah¢i orientaciu a vyhl'adavanie pouZitej terminoldgie v texte ucebnice.

Teoreticku cast’ (str. 13 — 98) autorka otvara vysvetlenim postavenia
lexikologie v ramci disciplin systémovej lingvistiky (fonetiky a fonologie,
morfologie, syntaxe, sémantiky, Stylistiky) so struénym  presahom do
interdisciplinarnych zakuti (pragmalingvistiky a sociolingvistiky). Autorka
ozrejmuje slovotvorni motivaciu s ohl'adom na jazykové a mimojazykové
priciny, ale nezabuda ani na onomatopoické vyrazy (napr. swish, splash a pod.).
V kontexte lexikalnej morfologie venuje pozornost nielen uz existujiicim a
zauzivanym pomenovacim jednotkdm (actualwords), ale aj tzv. potencidlnym
vyrazom (potentialwords), ktoré sice mozno v angli¢tine jednoducho utvorit
najmé na zéklade principu analdgie, no v jazykovej praxi sa ich pouZivanie
nepreferuje, resp. z viacerych dévodov neodporuca (napr. good — #¥ungood %¥).
V tejto suvislosti treba spomentut’ neologizmy, ktoré sa v anglictine objavuji na
prahu nového milénia aktoré sa eSte nestihli v systéme jazyka celkom
udomacnit’, existujuc tak na periférii jazyka. P. Jesenskda znacnu Cast’ tedrie
venuje vysvetlovaniu bazalnych pojmov tvoriacich neoddelitelnu stcast
lexikalnej morfologie, ako st morféma, morfa a alomorfa, ktorych pouzitie
demonstruje na viacerych vhodne zvolenych prikladoch. Neopomina ani
elementarnu klasifikaciu morfém na volné (free) a viazané (bound), v ramci
ktorych uplatnuje d’alSie cClenenie (free — lexicalvs. functional; bound —
inflectionalvs. derivational). V tejto suvislosti potom nadvézuje na zakonitosti
fungujuce v jazyku (princip analogie pri tvorbe novych pomenovani, blokovanie,
¢i existujuce paradigmy platné pri slovotvornych procesoch). Autorka pri
vysvetlovani a analyze jednotlivych slovotvornych procesov (str. 44 — 92)
postupuje od tych najproduktivnejSich (derivacia, kompozicia) k menej
produktivnym (konverzia, viaceré¢ spdsoby skracovania slov — krizenie, spitné
tvorenie slov, trunkécia, abrevidcia) az po Uplne neproduktivne, resp. najmene;j
produktivne (tzv. tvorenie vyrazov ex-nihilo). PriCom zakazdym sumarizuje
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typické Crty konkrétneho slovotvorného procesu, ¢im citatel'skej obci umoziuje
nielen zopakovat/zhrnut' danti problematiku, ale takymto sposobom poméaha
jednotlivé procesy od seba odlisit. Tuto ¢ast’ uzatvara struénym vysvetlenim
dvoch komplementarnych pristupov  kjazyku, asice deskriptivizmu
a preskriptivizmu. V tejto ¢asti sa autorka opiera o vysledky vlastného vyskumu
(neologizmy, krizenie) aovysledky  prezentované v publikaciach
1. Arnold(ovej), Béhmerovej, Crystala, Katambu, Stekauera a inych.

Prakticka cast’ (str. 99 — 140) je zamerand na autondémne precvicenie
slovotvornych procesov s cielom nielen pochopit’ ale aj samostatne tvorit’ nové
vyrazy v anglickom jazyku, a teda dokazat’ s danym cudzim jazykom samostatne
a aktivne pracovat. Celkovo je do tejto Casti zaradenych 62 cvi¢eni zameranych
na derivaciu (prefixaciu a sufixaciu), skladanie (so zameranim na zlozené
substantiva, adjektiva a verbd), krizenie (zamerané prevazne na krizené
substantiva a verba), konverziu (viaceré slovné druhy), trunkaciu (substantiva),
spitné tvorenie (prevazne verba), inicializmy, akronymy a hybridné tvary.
Zameranie a sposob prezentacie jednotlivych cviéeni umoZiiuje nielen
samostatnil pracu s textom, ale bude mozné ich vyuzivat priamo na vyucovani
vramci seminarov anglickej lexikoldgie, prip. v ramci inych jazykovych c¢i
jazykovednych cviCeni. V  tejto Casti autorka primarne vychadzala
z elektronickych internetovych zdrojov a z publikacii M. Misztala, Sinclaira
a Saturovej-Seppove;.

Text publikacie sa sohladom na obsahové atematické zameranie
vyznacuje odbornym Stylom a vysokou sémantickou nasytenostou. Obsahovil
a jazykovu kvalitu textu potvrdzuju aj dve slovenské recenzentky (doc. PhDr.
Eva Homolova, PhD. z Univerzity Mateja Bela v Banskej Bystrici a doc.
PaedDr. Alena Ka¢marova, PhD. z PreSovskej univerzity v PreSove) ajeden
esky recenzent (doc. PhDr. Miroslav Cerny, PhD. z Ostravskej univerzity v
Ostrave), pretoze svojimi odbornymi pripomienkami a osobnymi postrehmi
pomohli autorke posunut’ text k vyssej kvalite. K jazykovému skvalitneniu textu
nemalou mierou prispela aj jazykova uprava rodené¢ho hovoriaceho.

Zaverom konStatujem, ze publikdciu mozno vrelo odporucat’ vsetkym
posluchaCkam a posluchacom anglického jazyka filologického zamerania na
slovenskych a ¢eskych univerzitach a vysokych skolach. Obsah, ivodné strany a
tirdz tejto 152-stranovej publikacie su k nahliadnutiu na stranke vydavatel'stva
UMB Belianum http://publikacie.umb.sk/ (Filozoficka fakulta/Katedra anglistiky
a amerikanistiky/2015), kde si ju mozno aj objednat’.

EVA HOMOLOVA
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PACCYXIEHHUSA Ob APTYMEHTAX ®OPMbI

YEPBIHCBbKA, OJIbI'A: APT'YMEHTH  ®OPMM.
MIHICTEPCTBO OCBITH I HAYKUN YKPAIHU.
YEPHIBEIIKMA HAIIIOHAJIbHUM YHIBEPCUTET IMEHI
IOPIA ®EJIBKOBHUYA. YEPHIBIII, 2015, 384 c., ISBN 978-966-
423-332-0.

Monorpaduss Onbru UepBiHCHKOW ¢ Ha3BaHUEM ApzymeHmu ghopmu
6puta m3mana B 2015 rogy MunmncTepcTBOM 00pa3oBaHHA U HAyKH Y KpPauWHBI
B UepHOBHUIIKOM HallMOHANBEHOM YHUBepcuteTe nMenn HOpus denproBuya.

MoHorpadust HamMcaHa  IOJNHOCTBIO Ha  YKPAaWHCKOM  SI3BIKE
U PpacKpbIBaeT OJHY M3 CBOEBPEMEHHBIX MPOOJIEM JHUTEPATypHOU TEOPHH.
KOHCTpyKTUBHBIM HPUHOUIOM €€ apXUTEKTOHWYECKOIO MOCTPOEHUS €CTh
MO3TOJIOTHYECKH BeKTOp. DeHoMeH ¢hopma KaKk KOHCTPYKTHUBHBIA (HakTop
CJIO)KHOI'O JIMTEpaTypHOTO TOJs  paccMaTpUBaeTCss B acCHEeKTe AMCKypca
TEMAaTH4eCKOro HampasieHusl (OT APEeBHUX HHTeprperauuii (opmel Kk e
COBPEMEHHBIM OHTOJIOTHIECKUM TPAKTOBKaM).

3HaYUMBIE B METOJIOJIOTUYECKOM CMBICIE pELEeNnTHBHBINA (hakTop
paboTBI, TOCKOJBKY  37€Ch BIEpPBBIE AN  OTEYECTBEHHOM  HAyKH
MIPOCIIEKNBACTCA CBSA3b MEXTY (HDOPMOM, KaHPOBBIM MOTEHIIHATIOM OTJIEIBbHBIX
e€ o0pasIioB U PEleNTUBHON OIICHKOM.

Jeranu3upoBaHo apryMEHTHpYeTcsl Takke (akTop aIoTpONHuU —
U3MEHYMBOCTH (OPMBI IPH COXPAaHCHHWH e BHYTPEHHEH TaK Ha3bIBACMOM

(hopMyITBL.

Kuaura nHaumHaeTrcs C TNpPEANWCIOBHSA, 3aKaHYMBACTCA 3aKIOYCHHEM
1 B 00IIIeM TUTaHE pa3JiesicHa Ha JeBATh YacTeH-apTyMEHTOB.

B aucKkypcHBHOM CMbICTe (hopMa BO3HHUKAET OMPEACIICHHBIM TEKCTOM,
910 TpeOyeT MpoYTeHHsi. B 3TOM CMbICIE TEKCT MPEACTaBISET COOOM YCTKYIO
eMKYI0 Tapaaurmy, 4YTO pealu3yeT ceds uepe3 MNpoLeaypy BOCHPHUSITHS.
I'mo6ansHO 3TOT BOMPOC CBOJMTCSA K TOMBITKE TH3. MPOYTEHHS BCEJICHHOW B
BHUJIC TEKCTA, U, KOHEYHO, 3/IECh MbI HATAJIKUBACMCS HA OHTOJOTHYECKHIA BEKTOP.

«Dopma 3a62c0U YUMOCH AP2YMEeHMOosana. B onmonoziunomy snauenti,
AK maka, 6OHA He MAC Npaea HA CMAmMyc camoO0OCmMamuwoi peui, xoud,
OE3CYMHIBHO, 3VMOBNIOEMbCA  JIO2IUHUM  JAHYIOJICKOM, Wo 00'conye 3a0ym
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i MBOPIHHS 8 CNPABHCHIO YLTICHICIb, 00'€KMUBHO-CY0'€EKMUBGH)Y 3HAKOBY MOHAOY,
Mema K0T — Hawa ceidomicmo i Hawa peakyisy.'

Hayuneiii  gumamor, K COXAaNEHWIO, CErOAHS CTOWT JOBOJIEHO
HACKYCCTBEHHBIM, JIMIIEHHBIM YCTOWYMBOW KOOpAMHAIWHU kaHpoM. OOpamiasich
K pEaIbHOMY ONBITY COBPEMEHHOTO OIMHUCAHUS JIUTEPATYPhI, MBI MOTPYKAEMCS
B CTHXUIO OYCHb CHCIU(PUUECKYI0 ¥ HW3MCHYHMBYI, OCJIOXHCHYIO CBOUM
TEPMHUHOJIOTHYECKIM MHOTOSBIYHUEM, COCYIIECTBOBAHUEM PA3IUYHBIX HAYYHBIX
JTUAJIEKTOB.

IlepBas wacte Hccredosamenvckas onmuka 3aHAMAETCS KOHTYpPaMH
YKPauHCKOI'O  JIUTEPATypOBEICHUS B  Opelenax HuAed  T'epMEHEBTHKHU
U PELEITUBHON TEOPHUHU.

Bropas rnasa ¢ HazBanuem @axmop gocnpusmusi COACPKUT HECKOIBKO
crateit — Teopust BocIpuATHS B QYHKITHOHATIEHOM KPyTY HOBEHIINX JUCKYPCOB;
T'enesnc penentuBHoro merona; KoHtypsl penentuBHoi teopun; IlomHomoune
peuenuuy; — PenenTuBHAs ~— OUCKYPCUBHOCTh  KPUTHUKH,  XapaKTCpHbIC
MPEUIOKEeHUST PEeleNTUBHON Teopuu; McuepmaeMocTh (GpOpMBI B pelENITUBHON
MPOSKITNH; PerienTuBHAS MOITUKA KAaK WHAS MTOITHKA.

B Tperbelt uwactm Adpecam mexcma TOBOPHUTCS O PELUUNHCHTE Kak
MpeaMeTe JUCKypca U O MapaJurMe «TeaTpajJbHOTO PELUIIUEHTaY.

YerBeprast 1yaBa  JKaupoeviti  nomeHyuan  mexkcma — COJIEPKUT
cienyromue cTtaTh — [loBecTBOBaTeIbHBIC WHCTAHIIMKA TEKCTA, >KAHPOBBIC
MoIM(UKAUU U KAHPOBBIH MeTaMop(hu3m; JKaHpOBbIe TPOSKITUN HAPATHBHBIX
HacJIOCHWH B pa3BepThiBaHmu (Gadynsr; [lodTmka cocrosHUt w  Pemernmus
’KaHpPOBOM MaTpHLIbI.

«@opma 0y0b-1K020 mexkcmy Yy C60ill yinicwicmi, AK NPABUNo,
peanizyemvca uepes JHCaHp, MOUHIuWE — GUHAUEHHA JICAHPOBO2O KIOUA CMAE
peyenmusHUM y3a2aibHeHHAM QOPMU, CHPUSAE BUABLEHHIO MOMCIUBUX PecypCi8
mexcmy. Ilpome 6i0 uacie Apicmomens i 00 CbO20OHI GUPOOLEHH HAOIUHUX
Kpumepiis  JcaHponodiny, NOWyK , Hecynepeuaugoi  xuacugikayii He
6CcmMu2aOmMs 34 CaMuM JIMepamypHumM npoyeccom, nOoO0eKyou U 308Cim
émpauaiouu cenc.»’

B nsaroii rnaBe Pecypcvl mexcma ONUCHIBAETCS PELENTUBHBIA pecypc
CHUMBOJIA.

IllecTast yacTh ¢ Ha3BaHMEM Bupmyainas napaouema UCmOpU4ecKo2o
Obimusi CONEPKUT CTATbU O JIUTEPATYPHOM JIBUKCHHU: KPATHOCTH KOHCTAHT
U O TUCKYPCUBHOM MPOTHOCTUKE XYI0’KECTBEHHOI'O TEKCTA.

Yepsincokas, O.: Apeymenmu ¢opmu. MIHICTEPCTBO OCBITM 1 Hayku YKpaiHu.
UYepHiBenkuil HamioHanbHUi yHiBepcuteT imeHi lOpis ®enpkoBuya. Yepwisii, 2015,
c.7.

? Ibidem, c. 144.
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B cenpmoii tnaBe Kynsmypuas anniomponusi ONUCHIBaeTCs criennduka
KyJIbTYpHBIX (GOpM B apryMmMeHTanuud ¢GakTopa auIOTPONUU M «IyXOBHAS
TeHEaJIOTUs» KaK MHTYUTUBHBIN (pakTop 00pa3oTBOPEHUSI.

«Anomponis eéniueac Ha 6ubOip memu, Ha KyTbMYPHY OPIEHMAYII0 Moujo.
Kpin moeo, xoxcna aromponna opma mae ceiti KOHMEKCM i 8 HbOMY Medlca
npiopumemis — ye, mabyms, Haveaxciusiue. Jughyzis aromponnux opm, Ko
MPUMAMUCS YKPATHCOKUX NPUK1adis, 8i0byoacmscsa 3a paxyHox moeo, wo Jlecs
Ykpainxa, ouesuono, opienmyeanacs na 3axio, ®@panko — na Cxio, a Onvea
Kobunancoka 3pyuno nouyeanacs 6 OilicHoCmi HiyueancoKoi ideonoaii.»’

B BoceMoIT yacTu ¢ Ha3zBaHUEM B cmopoue opmbl Mbl BCTpedaeMcs
C TEeMaTHKOW OeccIOBECHOT0O B CIOBECHOM HCKYyCCTBE M C TEMATHKOW
00pasImoBOTr0 BOCIIPOU3BEACHIS COCTOSHUS O€3yMUSI.

HeBsitass rnaBa Teneonocusi nucbma 3aHUMAETCS XYJIOKECTBEHHOU
JTUTEepaTypol Kak (hOpMOI MHTEIJICKTYaIbHON arpeccuu.

B camom koHIEe myOiaMKanMy HAXOAWTCS CIHCOK JINTEPATyphl —
oubrorpadusi 1 UMEHHOU yKa3aTellb.

B coorBerctBum ¢ Onbroit UepBiHCHKOW MOMKHO CKaszaTh, YTO HaMm
CYXXIEHO OBITh CBUAETENbSIMH MOUCTHHE YHHKAJIBHOTO COCTOSIHHUS KYJIbTYpPHO-
UCTOPUUYECKOTO TpoLiecca U MOAXOANT BpeMs BbIBOJOB. OHAKO 3TO COBCEM HE
TaK — KaXETCs, YTO 3TO TOJBKO HMIUIMLMTHBIE BIEYATICHUS CBUACTENCH
BpeMeHH. XOA MHUPOBOHW HMCTOPUU CErOAHS YOEIUTENbHO IOATBEPXKAAET, UTO
(hopMBI, KOTOphIe OOBIYHO BOCHPUHHUMAIOTCS KaK HEKHE 3aCTBIBIIME (OPMYIIBI
CoJiep)KaHUs, B HOBBIX YCIOBHSIX CIIOCOOHBI HMHTEPIPETHPOBATHCA B HOBBIX
dhopmarax.

ITo cnoBam aBTOpa MMEET Halll BEeK TaKXe CBOIO KyJbTYypHYIO (hOpMyITy.
MBI KHBEM BO BpeMeHa MOCTKOJIOHUAIBLHOTO MHpa, KOTOPBIA OCTaBHII 3a CO00i
TaKkue SIBJICHUS, KaK (UKCUPOBAHHOCTb 3THUYECKH PA3HOPOIHBIX KYJBTYP,
JBYSI3bIYME, TPAaH3UTUBHOCTh MapajurM W ToMy momobHoe. Bce 3t0
MOJIEMUYECKH KOHHOTUPYETCS ¢ HEPAa3BEPHYTHIM €Ille B HAyYHOM JHCKYypCe
(yHKUMpOBaHMEM TaK HAa3bIBAEMBIX aJUIOTPOIIHBIX WM aJUIOTPOIIMYECKUX
KYJTbTYPHBIX MOTH(DHUKAIIAN U HOPM.

PaccmaTtpuBaemasi myOnmuKaiusi SIBJISCTCS PE3yJIbTATOM MHOTOJICTHUX
Hay9IHBIX paboT Onbru UepBiHCHKONW. XOTS TeMaTHYECCKH HE MPEICTaBIAET dTa
MOHOTpausi COBEPLUICHHO HOBBIM MpeaMeT ¢ OCOOBIM HWHTEpPEecOM, OHa
OpraHMYeCKH  BKJIIOYaeTcs B  OOMIMpHBIE  MEXKAyHapOJHbIE  Hay4HBIC
WCCIIEZIOBaHUS B OOJIACTH 3TOM MPOOIeMaTUKUA. DTHU HCCIEIOBAHUS BITAIOTCS
MTOBTOPHO YJIOBHUTH €€ BHYTPEHHIOIO CTPYKTYPY U TaKXKe CTPYKTYpPY €€ BHEITHUX
OTHOILIEHUH.

3 Ibidem, c. 244.
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Ota crnenuaigbHas Hay4Has MyOJMKanMs NPUHOCUT PsiA MHTEPECHBIX
aclleKTOB U JaeT [JOCTaTOYHOE IPOCTPAHCTBO [UI IUIIOPAIMCTUYECKOrO
BBIpAXKCHUS OTACJIBbHBIX MHEHHUH U AJIL HAarJISHOT'O IMPEACTAaBJICHUA PA3JIMYHBIX
MyTeH UCCne10BaHus 3TOH TEMATHKH.

Hosas monorpadust ¢ HazBaHuEM Apzymenmu ¢opmu TIpeIHA3HAUCHA
HE TOJBKO Ul HUCclenoBaresiell B 00JacTU TEOpUHU JIUTEPaTyphl, HO M Ul
OpYyTUX Hay4HBIX pPa0OTHHKOB, VY4YEHBIX, AaCMHUPAHTOB, MJsi CTYJICHTOB
TYMaHUTAPHBIX CHELUAJBbHOCTEM M TarkkKe Ui MpPernojaBaTelecil sSI3bIKOB
U JIUTEpaTyphl, KOTOPbIC TIyOOKO 3aMHTEPECOBAaHBI HE TOJBKO B (DHIOIOTHU
U JINTEPaTypOBENEHUH KaK TaKOBBIX, HO MHTEPECYIOTCS 3TOM TEMaTUKON BO BCEeH
ee IIHMPOTe, Pa3HOOOpa3suH W YHUBEPCAIBHOCTH.

3AEHBKA MATBIYHIOBA

ZUR GI-FORTBILDUNG FUR DEUTSCHLEHRER IN
DEUTSCHLAND MIT SCHWERPUNKT AUF SDU

Das Fortbildungsprogramm des Goethe-Instituts (www.goethe.de/lhr/pri/fid/
atp/deindex.htm) bietet ein reiches und solides Angebot von Prisenzseminaren
und auch Fernstudienkursen in Bereichen wie Landeskunde, Methodik,
Diadaktik, Fortbildungskompetenz und Sprachkurse fiir Deutschlehrer auf allen
Bildungsstufen. Es gibt auch Angebot zum berufsspezifischen Deutsch. Ich
mochte iiber das 14tdgige Seminar Studienbegleitender Deutschunterricht (SDU)
in Miinchen informieren, an dem ich 2015 teilgenommen habe. Das Seminar
steht auf der Angebotsliste auch fiir die kiinftigen Jahre und wird stindig
aktualisiert. Es ist den Lehrkrdften an Sprachenzentren oder Lehrstiihlen fiir
Fremdsprachen an Hochschulen und Universititen, die den fach- und
berufsorientierten  studienbegleitenden = DaF-Unterricht fiir ~ Studierende
nichtfilologischer Fachrichtungen bieten, zu empfehlen. Man kann sich — wie
um alle Kurse — nicht nur als Selbstzahler bewerben, sondern man kann auch
verschiedene Stipendien bekommen, wie vom GI, DAAD, Bildungsprogramm
Erasmus plus u. 4.

Schwerpunkte dieses Seminars betreffen Vermittlung von Fach- und
Berufssprache, Fachstilspezifik, Unterrichtsaufbau und — planung nach DLL
(Deutsch lehren lernen heifit die neue Fort- und Weiterbildungsreihe des
Goethe-Instituts), Unterrichtsbeobachtung an der Technischen Universitét
Miinchen und Besuch in der Gesellschaft fiir akademisme Studienvorbereitung
und Testentwicklung (DUO = Deutsch-Uni online), Didaktisierung
authentischen Materials fiir den SDU, Blended Learning und E-Learning im
SDU, Besuch im Informationszentrum des Hueber-, Klett- und
Cornelsenverlags. Im Seminar arbeitete man mit innovativen Lern- und
Lehrmethoden, interaktiv in methodisch-didaktischen Workshops nach
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Prinzipien des  handlungsorientierten = Fremdsprachenunterrichts.  Das
landeskundliche und kulturelle Rahmenprogramm und der Erfahrungsaustausch
forderten auch die interkuturelle Kompetenz der Kursteilnehmer (25 Lehrer aus
14 Léndern der ganzen Welt).

Ich mochte jetzt an einem konkreten Arbeitsbeispiel aktivierende Methoden
eines Fachseminars demonstrieren. Wir wurden nicht in einem Vortrag mit
Thesen zum SDU bekanntgemacht, sondern wir mussten sie aktiv schrittweise
erarbeiten. Aufgabe 1 hieB3: Formulieren Sie zusammen in kleinen Teams drei
Thesen zum SDU. Uberlegen Sie dabei, was die Lehrsituation im Gegensatz zu
anderem Deutschunterricht charakterisiert. Aufgabe 2 setzte fort: Vergleichen
Sie Thre Ergebnisse mit einem anderen Team. Unterhalten Sie sich v.a. zur
Frage, ob es weitere wichtige Charakteristiken beziiglich des DU an
Universitdten gibt, die noch nicht in ihren drei (sechs) Thesen enthalten sind.
Aufgabe 3 verlangte von den Kursteilnehmern: Diskutieren Sie, und erginzen
gegebenenfalls, den von der Seminarleitung vorgeschlagenen Elfpunktekatalog
zum SDU in der Gruppe. Markieren Sie 2/3 fiir Sie als Gruppe wichtigste Punkte
und schreiben Sie jeden dieser Punkte auf eine griine Karte. (Sie konnen auch in
Ihren eigenen Worten formulieren.) Die Thesen, denen Sie eventuell als Gruppe
widersprechen wiirden, notieren Sie auf je eine rote Karte.

Das gemeinsame Ergebnis wurde im Plenum mit Hilfe der griinen, roten und
erginzenden Karten erarbeitet. Dabei haben wir die auch oft mit Absicht
provoziend gestalteten Thesen, die nicht nur Prinzipien, sondern auch
Beschreibung des liberwiegend existierenden Zustands des SDU enthielten, wie
folgt systematisiert. Es sei davor noch betont werden, dass die Seminarleitung
die vorgelegten Thesen aufgrund des Fragebogens, der noch vor dem
Stattfinden des Seminars in Miinchen auf den Internetseiten des Seminars von
allen Teilnehmern auszufiillen war und auch ausgefiillt wurde.

SDU-Prinzipien: Fach- und Berufsbezogenheit, Kommunikations- und
Handlungsorientierung, Entfaltung von Lernerautonomie, Lernerorientierung,
Sensibilierung fiir interkulturelle Aspekte, ganzheitliches Lernen.

Uberwiegende (eher) positive Situationen im SDU: SDU 1. richtet sich an
lerngewohnte, z.T. vielsprachige Studierende, 2. umfasst auch Vermittlung der
Standardsprache und fir die akademischen Fertigkeiten notwendige
Kommunikation, 3. ist Vermittlung der zweiten oder dritten Fremdsprache, die
meisten Studierenden haben Englisch vor Deutsch gelernt.

Mit Hilfe besonderer Vorgénge zu bewiltigende eher negative Situationen im
SDU: SDU 1. findet oft in sprachlich heterogenen Gruppen statt
(binnendifferenzierendes Vorgehen nétig, Uberbriickungsskurse anbieten),
2. steht zumeist zum Erreichen seiner Lernziele nicht viel Zeit zur Verfiigung
(effiziente Gestaltung des DU noétig), 3. findet héufig in Riumen mit
ungiinstiger Ausstattung (diverse Methoden der Lerneraktivierung notig) oder
4. findet auch in zeitlich ungiinstigen Rahmenbedingungen statt (auch in
Randzeiten kann man die Lerner aktivieren, Bewegung in den Unterrichtsraum —
selbst in einen kleinen — bringen), 5. hat nicht immer genligend Kontaktstunden
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zur Verfiigung (internetunterstiitzte Lehrwerke wéhlen, Blended Learning
einsetzen, Universititssysteme wie mit LMS Moodle als Forderung des
Selbststudiums...).

Schwer zu bewiltigende negative Situationen: SDU hat Nebenfachstatus, was
oft dazu fiihrt, dass SDU im Vergleich zu den Kursen im Hauptfach eine
untergeordnete Rolle spielt (durch Bewusstmachung des SDU Motivation
erhéhen).

Fazit: Natiirlich gehért SDU wie FSU zum Grundlagenstudium, seine Rolle
in der Ausbildung von sozialen und methodischen Kompetenzen  der
Studierenden ist besonders in der globalisierten Welt unbestritten, und so
sollten die berufsbezogenen und fachbezogenen Fremdsprachenkentnisse und -
fertigkeiten zum Profil der Hochschulabsolventen gehdren.

MILADA ODSTRCILOVA
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