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SILOVO UUVODEM

Milé kolegyné¢ a mili kolegové, vazeni pratelé,

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

S radosti vam v8em rovnéz sdélujeme, Zze od roku 2015 je nas Casopis
Lingua viva indexovan V mezindrodni databazi ERIH PLUS - European
Reference Index for the Humanities and Social Sciences.

| toto étytiadvacaté vydani logicky navazuje na inovovanou specifickou
strukturu pfedchozich ¢isel Casopisu.

Na zikladé nové koncepce je veSkery publikovany material v Casti
STUDIE opét roz€lenén abecedné podle konkrétnich jazykl (tentokrat dostava
prostor zejména angli¢tina, CeStina a SpanélStina) a Vv tomto ramci jsou pak
nasledné piispévky fazeny podle jmen jednotlivych autort. Abecedni potadi je
zachovano i v &asti RECENZE — INFORMACE — ZPRAVY.

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

I nadale strikné plati, ze redakce pfijima pouze pivodni materialy, které
nebyly dosud nikde jinde publikovany (a to v¢etné cizojazyénych mutaci textu).
Vsechny redakci zaslané piispévky jsou fadné recenzovany zahrani¢nimi
a ¢eskymi odborniky. Za jazykovou spravnost pfitom plné odpovidaji autofi
jednotlivych ¢lank.

Veskeré potiebné informace a bliz§i instrukce naleznete na adrese
http://www.pf.jcu.cz/research/lingua_viva/.

Zderka MATYUSOVA, Helena ZBUDILOVA

Ceské Budgjovice, kvéten 2017
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IMPORTANCE OF STUDENTS” FEEDBACK FOR THE
EFFECTIVENESS OF BUSINESS ENGLISH COURSES

HANA PASKOVA, ELEONORA ZSAPKOVA
UNIVERSITY OF ECONOMICS IN BRATISLAVA, FACULTY OF
APPLIED LANGUAGES

ABSTRACT:

The aim of our study is to explore how the findings of students” needs and evaluation of
the teaching process influence the effectiveness of Business English lessons. Our paper
outlines the history of research findings in this area as well as the arguments for and
against using students” feedback in the evaluation process. We carried out the research
among students of the University of Economics in Bratislava and the questionnaire was
used as the main research tool. The findings of the study demonstrate that students”
feedback represents a valuable source of information concerning students” needs and
preferences and thus can significantly contribute to higher effectiveness

KEY WORDS: students” feedback, teacher’s performance, teaching process,
effectiveness, questionnaire, needs, requirements

1. INTRODUCTION

In an increasingly interdependent world with increasing levels of
globalization, international trade and business the importance of learning foreign
languages has been permanently growing. In this process English has its special
position as it has become the lingua franca of the twenty-first century since
according to some findings it is the most widely spoken language in the world.
Approximately 1.5 billion people around the world speak English, whether as
their native tongue or as a foreign language, and this number is still growing.

The research findings have shown that 85% of international associations
make official use of English, 70% of the linguistics journals in the world are
published exclusively in English, 85% of the world film market is in English,
85% of the scientific articles in the world are written in English, 80% of the
world electronically stored information is currently in English (Minodora, 2013).
Mastering English is necessary in various settings not only in business
environment but also in trade, diplomacy and science. In this context importance
of teaching English at the universities has been growing and also the students of
the University of Economics in Bratislava have realized that they should have a
very good command of several foreign languages among which English plays
the dominant role. Good command of Business English, mastering academic
reading, writing and listening skills will not only enable them the access to the
latest achievements of economic sciences but in today’s increasingly competitive
job market it is an inevitable requirement for their future professional career and
promotional opportunities.



2.1. THE IMPORTANCE OF FEEDBACK

The quality of student learning is directly, although not exclusively,
related to the quality of teaching. Therefore, one of the most promising ways to
improve learning is to improve teaching (Angelo, Cross, 1993). Feedback from
students aiming at the analysis of their needs, requirements as well as attitudes
reflecting their subjective evaluation of the language lessons represents valuable
contribution towards increasing effectiveness of the whole process of teaching
Business English. Teachers should analyse students” comments carefully and
introduce necessary changes if they are convinced that it will enhance the
success of the course.

Donna (2000 p.322) states that feedback in the form of evaluation may
be related to
e attitudes - how positively are our courses viewed?

o effectiveness - how well do we achieve our objectives in terms of real
learning?

e appropriateness - how appropriate are our programmes to our clients” real
needs?
According to Marsh (2007, p.320) students” evaluation of teaching
effectiveness provides
o diagnostic feedback to teachers for improving teaching
e ameasure of teaching effectiveness for personnel decisions
e information for students for the selection of courses and instructors
e one component in national and international quality assurance exercises,
designed to monitor the quality of teaching and learning

e an outcome or a process description for research on teaching (e.g., studies
designed to improve teaching effectiveness and student outcomes, effects
associated with different styles of teaching, perspectives of former
students).

2.2.  ARGUMENTS SUPPORTING STUDENTS” FEEDBACK

Students” feedback is an important source of information about teachers’
effectiveness and its results may contribute to enhance the teaching process.
However, the opinions of researchers on utility of students” evaluation vary.
According to Wachtel (1998) the majority of researchers believe that students’
ratings are valid and reliable means of evaluating teaching (Centra, 1977; Marsh
& Dunkin 1992; Seldin 1993). Some of the arguments supporting the use of
students” ratings include:

o feedback improves the teaching process

e ratings have shown positive correlation with student learning and
achievement; students rate most highly the teachers from whom they have
learned the most

e students’ ratings show agreement with ratings by alumni.
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Aleamoni (1981) found that students frankly praised teachers for their
warm, friendly, humorous manner in the classroom, but if their courses were not
well-organized or their methods of stimulating students to learn were poor, the
students equally frankly criticized them in those areas. Peterson and Kauchak
(1982) state that students can successfully differentiate between teaching
effectiveness and other affective dimensions such as attitude, interest and
friendliness of the teacher. Research evidence shows that carefully constructed
evaluation instruments with well-developed procedures for their administration
can yield high internal consistency reliabilities. Most of the research evidence
supporting the validity of rating forms in which student ratings were compared
to other methods of evaluation (colleague ratings, student learning measures, and
expert judges' ratings) indicates the existence of high to moderate positive
correlations (Coburn 1984). According to Aleamoni (1981) correlational studies
have reported widely inconsistent grade-rating relationships. Some 22 studies
have reported zero relationships while another 28 studies have reported
significant positive relationships. In most cases these relationships were
relatively weak.

2.3. ARGUMENTS AGAINST USING STUDENTS” EVALUATION AS
THE ONLY INSTRUMENT TO ASSESS TEACHER'S
PERFORMANCE

In spite of extensive research supporting the validity of students’
evaluation some authors express their reservations and even consider the ratings
to be unreliable and invalid. =~ Coburn (1984) questions the validity and
reliability of students” ratings for the following reasons:

e students lack the maturity and expertise to make judgments about course
content or instructor style

e students' ratings are measures of popularity rather than of ability

¢ the rating forms themselves are both unreliable and invalid

e variables (such as grades received from the instructor, class size, or whether
the course was required or elected) affect students ratings.

Kornell and Hausman (2016) emphasize that student evaluation scores
should not be the sole basis for evaluating college teaching. One of the reasons is
that making the course difficult may decrease ratings but enhance learning. Even
with mentioned reservations the authors express the opinion that student ratings
might have overall net benefits for teachers. Not only that they provide teachers
with feedback on how they are seen by their students but at the same time they
create a set of incentives that probably have a mix of positive and negative
effects. On the positive side, they insure that teachers are prepared, organized,
and responsive to students. On the negative side, the incentive to get good
ratings can push teachers into making decisions that hurt students’ learning. If
teachers are exceptionally entertaining with lower grading standards and give
advice to students what to expect on exams they may be evaluated higher.
Students tend to give high ratings when courses are easier or when they expect
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teachers to give them good grades. Some authors believe that evaluations reflect
little more than a popularity contest. Kornell and Hausman (2016) came to
conclusion that it is important to take into account the results of learning process
because students are simply not in a position to make accurate judgements about
their learning. Therefore they recommend that students” evaluation of teachers
should be amended by the assessment of the teachers” contribution to the extent
of knowledge and the progress the students made during the course attendance.
One of the ways how to achieve a more objective assessment is to compare
results of standardized entrance tests at the beginning of the term and results of
standardized final tests at the end of the term and analyse their correlation with
the students” evaluation. Our experience is that if a new teacher takes over the
subsequent course from the previous teacher whose students” ratings were high
in the scale, the performance of students and progress they made during the
previous course do not necessarily correspond with students” evaluation. If we
assess the students’ evaluation we must be aware that the results may be
influenced by other additional factors unrelated to learning outcomes which may
include:

e Timing of evaluation

may have the influence on the result especially in case if it is administered
before the examination and students are afraid that negative evaluation could
have had the impact on final mark.

e Anonymity of respondents

Feldman (1979) and Blunt (1991) report that students tend to give somewhat
higher ratings when they sign their evaluation compared to those when they
remain anonymous. Students are afraid to sign their negative assessment because
this could have negative impact on their future mutual relations with the teacher
and could be reflected in their final mark.

e Instructor Presence in Classroom

Feldman (1979) also reports that ratings are somewhat higher when the
instructor being evaluated is present in the room. If the teacher is present the
students may be afraid that there is higher probability that their negative
evaluation may be recognized and the teacher will access them differently and
this may even lead to the failure at the exam.

e Classsize

When taking into consideration the class size, researchers are divided on this
issue, too. The opinion that teachers of larger classes receive lower ratings is
supported by the results of some studies but it is disproved by others. Most
authors report that smaller classes tend to receive higher ratings (Feldman, 1979;
McKeachie, 1990; Monks 2010). Following from our teaching experience we
agree with the opinion that students who attend smaller study groups tend to
evaluate the teaching process higher. It is especially due to the fact that large
study groups are not homogeneous and therefore it is very difficult for a teacher
to find the most appropriate teaching speed and methodological procedures
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which would be beneficial for all students with different levels of language
proficiency.
e Characteristics of the teacher
There are several factors which are considered to be the most influential and
teaching experience ranks relatively high in this aspect. Experience may have an
effect on teaching results as the teachers who have taught for a few years might
give clearer lectures and assign homework that helps students learn more than
instructors who have never taught before (McPherson, 2006; Pounder, 2007).
Rank and experience, reputation and personality of the teacher can play the
significant role. When evaluating students’ rating there is one variable that
should be taken into account and that is grading standard of the teacher. The
teacher with lower grading standards is likely to get better ratings. More strict
grading standards led students to rate the teacher lower (Marsh & Dunkin,
1992).
e Characteristics of the students

These include interest in the subject, gender of students, expectations for
the course and the effect of expected grade where students expecting higher
grades give more favourable ratings. Most of the reported research supports the
belief that students who have to take the course, rate it lower than students who
can choose to take the same course (Aleamonil981).

3.1. THE AIM OF THE STUDY

The primary purpose of our study aimed at using feedback from students to
improve the effectiveness of Business English courses at the University of
Economics in Bratislava. The target of the research was to find out the
information regarding students’ needs, their evaluation of the teaching process
and progress they made during Business English classes. The findings of the
research are to provide a sound basis and implications for English teachers and
thus contribute towards increasing the effectiveness of the whole process of
teaching Business English.

3.2. METHODOLOGY OF RESEARCH

The research study was realized at the end of summer term of the
academic year 2015/2016. As a research tool we used the questionnaire with 13
guestions. 124 students from 3 faculties of the University of Economics
participated in the study. The respondents attended the Business English course
designed for students who passed the entrance exams from English language on
level B2 of the Common European Framework of Reference. After successful
completion of language studies at our university they are expected to achieve
level C1 of the Common European Framework of Reference. When considering
the utilization of study’s results we were aware of the fact that the results would
have to be analysed very carefully to avoid placing inappropriate emphasis on
selected student responses. We came to conclusion that student ratings will be an
important component of a comprehensive instructional evaluation system.

13



Keeping these purposes in mind, the following research questions were
developed:

1/ How long have you been studying English

Table 1
9 years and more 97 students 78%
5-8 years 25 students 20%
less than 4 years 2 students 2%

2/ Did you stay in an English speaking country for a longer period of time?
Table 2
Yes 24 students 19%
No 100 students 81%

3/ In case your answer is ,,yes®, indicate the length of your stay:
Table 3

less than 2 months 17 students 70%
2 — 6 months 4 students 17%
7 months and longer 3 students 13%

4/ What was the purpose of your stay:

Table 4
attending a language course 11 students 46%
working in an English speaking country 10 students 41%
attending secondary school 3 students 13%

Answers to four introductory questions gave us a more detailed picture
of students” proficiency of English. The declared level of proficiency for the
Business English course the respondents attended was at the beginning of the
course B2 of the Common European Framework of Reference. As follows from
students” answers 2 students (2%) studied English less than 4 years and 25
students (20%) less than 9 years and therefore their language proficiency in most
cases did not correspond to the declared level. Although we are aware of the fact
that the length of study cannot be used as the only criterion of student’s language
proficiency, at the same time we believe that it is a significant factor influencing
the level of mastering the foreign language. It was evident that the majority of
students who studied English for a shorter period of time had more serious
problems with mastering Business English during the course. The students’
answers show that 24 respondents (19%) stayed in an English speaking country
for a longer period of time. The length of study and the possibility of stay in an
English speaking country could influence the students’ answers in further
questions concerning the difficulty of the course, the time they spent preparing
for the English classes or the wish to have longer or more intensive English
courses at the University of Economics in Bratislava.
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5/ How demanding did you find Business English courses at this university?
Table 5

adequately difficult 99 students 80%
not difficult at all 18 students 15%
extremely difficult 7 students 5%

In the 5" question “How demanding did you find Business English
courses at this university?” we decided to find out whether Business English
courses attended by students were not too demanding for them. One of the
reasons why we asked this question was the fact that we were not fully satisfied
with the results of the standardised tests at the end of the term. The analysis of
findings showed that the course was extremely difficult only for 7 respondents
(5%) while 18 students (15%) considered the course as not difficult at all. Those
data may reflect the previous length of study, or the possibility to stay in an
English speaking country and roughly correspond to the final results of the
standardised tests. In some cases we came to conclusion that students
overestimated their command of English and although they considered the
courses as not difficult the achieved results did not justify this evaluation. 99
students (80%) regarded the course as adequately difficult and it supports our
presumption that the Business English course was well prepared and realization
was correct. The cause of failure of some students at the final tests may lie in
underestimating preparation for English classes and a final test.

6/ How much time did you spend preparing for your English classes per week?
Table 6

1- 2 hours 73 students 59%
less than 1 hour 42 students 34%
3 hours and more 9 students 7%

In answers to the 6" question “How much time did you spend preparing
for your English classes per week?” 42 students (34%) stated they prepared less
than 1 hour, 73 students (59%) prepared 1 or 2 hours and just 9 students (7%)
spent 3 hours or more preparing for English classes. The implication of these
findings will be embraced in our increased requirements concerning the
complexity of the tasks the students will have to fulfil for their homework.

7/ When attending Business English courses you have improved your skills in
Table 7

speaking 65 students 52%
listening 44 students 35%
writing 44 students 35%
reading 35 students 28%

In the 7" question “When attending Business English courses you have
improved your skills in speaking, listening, writing or reading” students could
choose more than one answer. The figures showed that more than half of
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respondents (52%) answered that they had improved in speaking, 35% had
become better in listening and writing and only 35 students (28%) had improved
in reading. Even though we are aware of the fact that given answers do not
necessarily correspond with achieved students” progress the results will be taken
into account when considering the programme for future Business English
courses. More emphasis will be put on extensive reading and by its practising
students will develop other necessary skills as skimming and scanning. The
adequate comprehension of diverse English business texts is also a basis for
students” successful studies not only at our university but abroad as well.

8/ State the areas in which you still need some improvement:

Table 8
communication skills 75 students 60%
business vocabulary 66 students 53%
grammar 53 students 43%
comprehension of business texts 45 students 36%
listening comprehension of authentic recordings 43 students 35%

In the 8" question respondents were asked to state the areas in which
they still need some improvement and they could choose more than one answer.
75 students (60%) felt they need to improve their communication skills, 66
respondents (53%) their business vocabulary, 53 students (43%) their grammar,
45 students (36%) their comprehension of business texts and 43 students (35%)
would like to be better at the comprehension of authentic recordings. These
figures proved that students were aware of the necessity to continue in their
studies of Business English although they differed in areas they felt they needed
some improvement. They realized that as graduates from the University of
Economics in Bratislava they would have to communicate in different spheres of
business, e.g. meetings, negotiations, presentations, telephone conversations,
conferences, etc. The implications for the teaching process are that more
emphasis should be put on developing students” communication skills, enriching
business vocabulary and correcting grammar. Students should be given more
assignments based on extensive reading of business texts, newspapers and
magazines as well as regular listening of business news with the aim to enrich
their business vocabulary.

9/ How frequently are you exposed to English, either written or spoken, in your
free time:

Table 9
almost daily 46 students 37%
several times a week 52 students 42%
once a week 19 students 15%
very rarely 7 students 6%
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Answers to the 9" question “How frequently are you exposed to English,
either written or spoken, in your free time?” proved that 46 students (37%) were
in contact with spoken or written English almost daily and 42% (52 students)
were exposed to English several times a week while once a week it was 19
students (15%) and very rarely 7 students (6%). At present students have a lot of
possibilities to be in contact with English so it was very surprising to find out
that 21% of students did not use this opportunity more frequently. Our opinion is
that these students are not sufficiently motivated to practise their English in their
free time so the solution can be to increase their motivation by offering them
various interesting materials and contacts for practising English as well as
making the requirements for the successful course attendance more demanding.
To make this approach more efficient the teacher should check the fulfilment of
the tasks regularly.

10/ In case your answer was a, b or ¢, indicate which activities you perform most

frequently:

Table 10
watching films 100 students | 81%
reading Internet articles, news and information 89 students 72%
reading books, newspapers, etc. 25 students 20%
English resources required for study purposes 21 students 17%
working in English speaking environment 16 students 13%

The analysis of answers to the 10" question “In case your answer was a,
b or c, indicate which activities you perform most frequently” shows that from
students who were exposed to written or spoken English at least once a week
100 students (81%) watched films and 89 students (72%) read articles, news
and other sources of information on Internet. A low number of students (20%)
read English books, newspapers, etc. and only 21 students (17%) used English
resources for study purposes. Relatively high number of students worked in an
English speaking environment (13%). In the future the teachers can encourage
students to read interesting books as well as printed newspapers and magazines.

11/ Would you like more intensive or longer study of English at the University
of  Economics in Bratislava in order to increase mastering of your

English?
Table 11
Yes 98 students 79%
Not 26 students 21%

We analysed carefully the answers to the 11" question” Would you like
more intensive or longer study of English at the University of Economics in
Bratislava in order to increase mastering of your English?”” The reasons for the
negative answers when 26 students (21%) declared that they did not want to
continue to study English are different. Only a very small group of students
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mastered English on the appropriately high level and therefore they do not need
further improvement. With other students their motifs are mostly those that
mastering foreign language is excessively demanding task they are not prepared
to manage or they are not aware of the fact that English proficiency is one of the
prerequisites for their future successful career. 79% of students would like to
have the opportunity to deepen their knowledge of English and it correlates with
generally accepted opinion of students at the university that more space and time
should be devoted to studying foreign languages.

12/ What is the main motivation factor for improving your English?
Table 12

better job opportunities 115 students | 93%
studying abroad 35 students | 28%
access to English resources required for study 18 students | 15%
purposes

In the 12" question "What is the main motivation factor for improving
your English?”” students could choose more than one answer. 115 students (93%)
thought their opportunities to get a better job would be increased with good
knowledge of English, 35 students (28%) hoped that good command of English
would enable them to study abroad and only 18 students (15%) thought that
improving their English would help them study from English resources. This
factor should be included in our consideration when considering our priorities in
teaching Business English at the university.

13/ Resulting from your experience could you suggest which activities should be
included or given more time to practise during Business English lessons?
Table 13

discussions concerning current economic and 60 students | 48%
political issues

preparing team projects 55 students | 44%
reading specialised texts, articles from magazines 53 students | 43%
listening to authentic audio or video recordings 52 students | 42%
practising grammar 49 students | 40%
practising writing skills 25 students | 20%
presentations of projects and their detailed analysis 16 students | 13%
preparing individual projects 11 students | 9%
case studies 11 students | 9%

Answers to the 13" question “Resulting from your experience could you
suggest which activities should be included or given more time to practise
during Business English lessons?” (students could choose more than one
answer) showed that students would prefer to have more discussions on current
economic and political issues (48%), respondents would like to be more engaged
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in team projects (44%), nearly the same number of students (43% and 42%
respectively) thought that more time should be devoted to reading specialised
texts and articles from magazines and listening to authentic audio or video
recordings. Relatively high number of students lacked practising grammar (40%)
and 20% lacked practising writing skills. 13% of students thought that there
should be more presentations of projects and their detailed analysis during
language classes and just 9% of respondents thought more time should be
devoted to preparing individual projects and case studies.

3.3. FINDINGS OF THE RESEARCH

Our research was aimed at improving the effectiveness of Business
English courses at the University of Economics in Bratislava by analysing
answers in the questionnaire we used as a research tool. The feedback of
students represented a valuable source of ideas and attitudes concerning the
teaching process. The analysis of respondents” reactions gave us a ground for
possible adjustments of Business English courses in the future. Student ratings
will not be the only component of evaluation system of teachers” performance
and Business English classes at the University of Economics in Bratislava but
they will contribute substantially to better understanding of students” needs and
preferences.

4. CONCLUSION

The findings of the research we carried out in this study contributed to
our belief that students” evaluation of Business English classes is a valuable tool
for increasing the effectiveness of teaching English. We are aware of the fact
that opinions of researchers on this issue vary but taking into consideration the
results of our research we believe that students” feedback can influence the
efficiency of English classes positively but only on condition that it is not the
only tool of measuring the effectiveness of teaching process. The findings of our
research can motivate teachers of foreign languages at other universities to take
into account students” evaluation of the teaching process as one of the factors
increasing its effectiveness. It is important to bear in mind that the interaction
between a teacher and a student is one of the fundamental attributes of the
successful teaching process.
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RESUME

Cielom tejto Studie je analyza spétnej vizby od Studentov a jej prinos pre
zvySenie efektivnosti vyu¢ovania odborného anglického jazyka na Ekonomicke;j
univerzite v Bratislave. Nazory odbornikov na objektivnost’ Studentského
hodnotenia nie su jednoznacné a preto aj vnimanie jeho vyznamu pre d’alSie
zefektivnenie vyucovania sa li§i.Vac¢sina odbornikov v danej oblasti sa zhoduje
v nazore, ze hodnotenia Studentov su relativne spolahlivym spésobom postidenia
vyucovacieho procesu a poskytuju uéitelom cennu spétnti vézbu, ktora vytvara
priestor pre motivaciu ucitela snazit' sa o zdokonalenie vyucovacich postupov
tak, aby na jednej strane Studenti dosahovali lepsie vysledky a zaroven prispeli k
ich vicSej spokojnosti. Cielom naSho vyskumu, ktory prezentujeme v
predkladanej $tudii bolo zistit' formou dotaznikov nazory Studentov na priebeh
kurzu obchodnej angliétiny, ktory absolvovali, ako aj ich priority a predstavy o
stadiu odbornej anglitiny na univerzitnom stupni $tidia. Analyzou odpovedi
sme ziskali cennu spitnu vizbu, ktorej vysledky zahrnieme do vyucovacieho
procesu. Zamerom nasej Stidie bolo tiez motivovat’ ucitel'ov cudzich jazykov na
ostatnych vysokych Skolach k vyuZzivaniu spitnej védzby od Studentov ako
jedného z vyznamnych faktorov zefektivnenia vyucovacieho procesu.
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THE ROLE OF NATURAL ELEMENTS IN SPACE OF
VICTORIAN NOVELS

ALICE SUKDOLOVA
UNIVERSITY OF SOUTH BOHEMIA

ABSTRACT:

The paper focuses on the role of natural elements in the space of Victorian novels,
namely with respect to the previous literary tradition (Shakespeare’s plays and the
Romantic tradition). The main theoretical approach is based on Gaston Bachelard’s
study of natural elements (Water and Dreams, The Psychoanalysis of Fire) and it also
takes into account the archetypal roles of elements according to Northrop Frye. The
pervading motifs of fire and water are further analysed in Thomas Hardy’s Wessex
novels and water as a constitutive element of space formation and representation is
discussed namely in George Eliot’s novels The Mill on the Floss and Daniel Deronda.
KEYWORDS:

Space, water, fire, natural elements, Hardy, Eliot, Victorian, Romanticism

As Northrop Frye points out in the preface to Bachelard's
phenomenological theory of The Psychoanalysis of Fire, the four natural
elements represent an immense source of imaginative experience in literature.!
Natural elements have played a significant role in the space construction
throughout the centuries of the history of literature. Since the early English
literary periods the theme of the symbolic power of natural elements occurred in
the Old English heroic epic poem of Beowulf or in the alliterative romance of Sir
Gawain and the Green Knight, among others. Both Shakespearean comedies and
tragedies focus on the role of natural elements which represent the turning points
in Shakespeare's plays. In King Lear the storm on the heath corresponds to the
chaos and agitation of Lear's mind, expressing his disillusionment and
hopelessness, in spite of his seemingly absolute power over the kingdom. The
rage of natural elements symbolically contributes to Lear's isolation and gradual
insanity, overwhelming the potential of humanity. The Renaissance ideal of
nature as the omnipresent power over humanity becomes developed, among
others, in Midsummer Night's Dream where the argument of Oberon and Titania
affects the weather to such extent as to set nature in imbalance, causing drought
and famine. Natural elements therefore accompany and intensify the dramatic
conflict on stage, stating the position of man in relation to the divine hierarchy
symbolically represented by the elements of nature.

!Northrop Frye, Preface. The Psychoanalysis of Fire. By Gaston Bachelard. 1938. Trans.
Alan Ross (London: Quartet Books, 1987) v-ix.
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In the period of literary Romanticism the intensive contact of the
individual subject with natural world is demonstrated on the representation of
all-embracing natural beauties (especially with respect to the Early Romantics),
reflected in the form of Romantic pantheism, as well as on the symbolic or
allegorical presence of natural elements influencing human existence (as in
Byron's Manfred). Romantic imagination has generally been projected as the
possibility of transcendence connected to the natural complex (especially with
the early Romantics) where time and space dimensions do not form obstacles in
the act of poetic creation.? The eternity of nature and its constant renewal was
often seen as a solution of individual and social crisis. The natural beauty and
monumentality of the Alpine snowy peaks (in Byron's Childe Harold's
Pilgrimage and Manfred) lead the romantic subject to the aim at becoming
united with nature, searching for one's identity in the world of natural symbols.®

Avoiding the romantic tradition of reaching far vistas of the open space,
in the Victorian novel we can trace a consistent aim to suppress the role of the
open space associated with the function of natural elements. As the Victorians
concentrated on the illusionary inside safety of places, the role of natural
elements, for their dangerously spontaneous potential of unlimited existence,
became isolated from human consciousness. However, the role of the power of
natural elements, in spite of being ignored, suppressed and seemingly limited,
comes forward in the exposed situations of human existential crisis. In that way,
the Victorian authors follow the tradition of Shakespeare's tragedies or of the
Romantics.

In spite of suppressing the fears of the uncanny (especially of the
potential threat of the night or water element), the Victorians could not avoid the
contact with the supernatural or natural elements. Like King Lear in the storm on
the heath, the Victorian heroes and heroines in their existential crisis have to
face the rage of natural elements ascribed to the symbolic role of nature,
especially to the water element.

Even those Victorian authors whose work became associated mainly
with the space of the city, e.g. Charles Dickens's London, make use of the
natural element of water. The image of the river in Dickens's last completed
novel Our Mutual Friend or the symbolic role of the natural conditions of the
marshes in the opening scenes of Great Expectations may serve as examples:
The unfavourable weather conditions accompanied by the bleak atmosphere of
the churchyard in Great Expectations seem to form the consciousness of the

2Martin Prochdzka and Zden&k Hrbata, Romantismus a romantismy (Praha: Karolinum,
2005) 41.
3Prochazka, Romantismus 41.
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child narrator who gets his first impressions of the life of an orphan in the open
landscape of the marshes.

The element of water occurs as the major one in creating the basic
construction of space in George Eliot's novels The Mill on the Floss and Daniel
Deronda, Thomas Hardy's Far from the Madding Crowd, The Return of the
Native and The Mayor of Casterbridge where the space of water plays an
essential role with respect to the development of the mostly tragic plot. The
water element seems to be, in all given examples, associated with the tragic
aspect of the novels. However, it is not only the water element that forms the
basic structure of space of the Victorian novel. Most Victorian authors focus on
the archetypal images connected with the natural elements of the earth, air and
fire respectively, as they occur in the imaginary space of the Wessex novels and
more generally in the novels in which the fictive setting is placed into the
country in intensive association with nature. A specific case of the space
construction would then occur in the novels in which the Romantic aspect
pervades. E.g. Wuthering Heights represents the power of natural elements
namely with respect to the air and earth (or stones). The Romantic contrasts of
light and darkness in association with the air element then contribute to the space
construction in both Thomas Hardy and the Brontg sisters' novels.

In his phenomenology of imagination Gaston Bachelard clarifies the
problem of the poetic image philosophically referring to ontology as a dynamic
entity, focusing on the “dreaming consciousness™ through which the poetic
image is created and then perceived. The phenomenological notion of space then
relies on the theory of the subconscious as the “elemental organic reality”,

displaying the quality of the fundamental “oneiric temperament™®.

In the treatise on the concept of the soul and mind Bachelard says that
“the poem possesses us entirely. The grip that poetry acquires on our very being
bears a phenomenological mark that is unmistakable.”® Bachelard relies on the
notion that through the poetic image the poetic creation is awoken in the soul of
the reader in the act of reverberation. In the course of reading a specific way of
transcendence may be achieved by “touching of the depth before stirring the
surface”™, supposing that the poetic image stands above the language of
signification.

4Gaston Bachelard, Water and Dreams. An Essay on the Imagination and Matter. 1942.
Trans. Edith Farrell (Dallas: The Dallas Institute Publications, 1983).

SBachelard, Water, Introduction 4.

®Bachelard, Water, Introduction 23.

"Bachelard, Water, Introduction 23.
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Like in poetry which constantly creates new poetic images, in fiction the
novelty of images is always related to an archetype which lies in the depth of the
unconscious. Bachelard formulates his theory based on the poetic imagination in
connection with space when he says that “before becoming a conscious sight,
every landscape is an oneiric experience.”® However, he classifies the oneiric
landscape as a “pervading substance, not a frame that is filled up with
impressions.”®

In Bachelard's work the images of the four material elements formulate
the metaphysics of the imagination where the subjective images of the poet are
restored by phenomenology. In his monograph Water and Dreams,
concentrating on the perception of the water element in connection with the
oneiric experience, Bachelard attributes feminine or maternal qualities to
water.!® The images of water impregnated with mythology “give life to poetic
work™! since they bear the meaning of “continuous birth”*2, Bachelard gives
preference to fresh water superior to the sea and suggests that in our
unconsciousness, the purity of water goes hand in hand with natural morality.
The violent water, which appears in Eliot's and Hardy's novels, possesses,
according to Bachelard, a kind of dynamic imagination with psychological
features of a form of anger.’® The characteristic wrath later on produces “a
malicious duel between man and the floods” where “water becomes spiteful”
and interestingly enough it “changes sex”'* from the maternal water into the
malevolent male. It functions as a “flux and reflux of anger”” which rumbles and
reverberates. In Bachelard's view the voices of water become hardly
metaphorical, he considers water rather as “direct poetic reality”® and sees the
continuity between the speech of water and our psychic excitement. He
formulates a parallel between the liquidity of language and water where human
speech functions like water and produces the unity of the element.

The River as the Character's Destiny

Thomas Hardy's treatment of the water element in association with the
female characters of his novels could be compared with George Eliot's novel The
Mill on the Floss where the destructive potential of the flooded river comes into
guestion in connection with the tragic death in water as Maggie Tulliver is taken
downstream with the current. Her linear, horizontal movement down the stream

8Bachelard, Water 4.

SBachelard, Water 4.

10Bachelard, Water 14.
11Bachelard, Water 14.
12Bachelard, Water 14.
13Bachelard, Water 15.
14Bachelard, Water 15.
15Bachelard, Water 15.
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stands in contrast with Eustacia's vertical movement towards death. However,
Maggie's aim to save her brother (in accordance with the Christian concept)
opposes Eustacia's selfish will to escape from marriage and from Egdon, as well.
Unlike Eustacia Vye, Eliot's heroine therefore does not display any resistance to
the space she occupies. However, her ambitions and desires become swept away
with the current of the flooded river which, in Bachelard's terms, becomes
“spiteful and angry”, turning from the peaceful, life-giving natural element into

the “malevolent male”.1

The course of the river of The Mill on the Floss is constantly related to
the destiny of the main heroine, regardless of how intensively she tries to avoid
the topos of the river. The watercourse is always present, to be mentioned in
Foucault's terms'” as the illusory part of space. The life of Maggie and her
brother is predestined to end up drowning during the floods; one of Maggie's
first childhood memories is related to standing on the riverbank, hand in hand
with her brother, similarly to the last moment before death. The flow of the river
becomes, in Bachelard's terms, the oneiric experience as a part of the
subconscious, forming the elemental organic unity. Any character heading
towards the river is predestined to leave the home safety and become the part of
the unknown. On the other hand, the character who would emerge straight from
the river, like Stephen Guest when he intends to escape with Maggie, threatens
to disrupt the order of Victorian society and disturb its morality.

Both George Eliot and Thomas Hardy give way to the symbolic quality
of space in connection with natural elements. Watercourses become mainly
associated with eroticism in case of Eustacia luring her lovers towards water.
Stephen Guest’s presence alludes to the mighty current of the river, and Eliot
further focuses on the theme of symbolic entrapments in the boat in The Mill on
the Floss and Daniel Deronda.

Symbols and Analogy

In the process of perception, the constructing power in art is formed by
imagination on the basis of analogy (using similes) or identity (using
metaphors).’® These factors, according to Northrop Frye, contrast arts with
science which perceives the reality “out there” first empirically and then as an
intellectual construct.

®Bachelard, Water 15.

"Michel Foucault, Different Spaces. Aesthetics, Method, and Epistemology. Ed. James
Faubion (New York: The New Press, 1999) 175-186.

BNorthrop Frye, Introduction. The Psychoanalysis of Fire. By Bachelard (London:
Quartet Books, 1987).
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According to Immanuel Kant,!® symbols represent analogy according to
the rules of reflection where the object of sensual perception becomes transposed
to another object (contrasted to the schematic representation which merely
demonstrates). As Martin Prochazka states further, “the function and meaning of
a certain structure is represented according to the function of a different structure
by means of their substitution, with the structural difference of understanding the
complexes being based on the principle of their organization.”?® Victorian
symbolism therefore may be based on the rationally constructed universal basis,
represented by the free creation of the imagination under the given rules, based
on the moral model. Kant's idea that the free play of imagination becomes
subordinated to the idea of reason may be specifically used in the context of the
Victorian novel where the representation is satisfactory since it follows the
norm, and not because it reflects its beauty.

The archetypal image of fire, as specified by Northrop Frye, becomes
analogically linked with vitality, internal heat and flickers of life as well as
phallic symbolism and purgation. These analogies, Fry claims, “spread all over
the universe”?, absorbing other myths into it. This construct can then be applied
to the external world in an attempt to explain its phenomena. Frye claims
literature frequently focuses on the concept of the hidden interior world of fire
(as in Dante's Inferno), and more generally on the four structural principles of
the hot, cold, moist and dry as the four elements of imaginative experience.?

Victorian novel makes use of the archetypal meaning of the element of
fire regarding its dangerous and destructing potential. Similarly to the concept of
great amount of water presented in the novels, the fire element represents a
potential threat accompanied by disaster, making further use of symbolic
meanings of the flow of energy with both positive (warming) and negative
(burning) connotations. The general image associated with the moderate form of
fire is the warmth of the hearth in Victorian households. Nevertheless, even
those could bear the symbolic meaning of becoming dangerous, especially in
connection with the occult forces and pagan beliefs, as in the case of Hardy's
Return of the Native. Hardy often focuses on the archetypal interconnection and
balance of the elements of fire and water through which he unites the power of
contradictory natural forces.

%Martin Prochazka analyzed Kant's Critique of Judgement in relation to the notion of
imagination in Romantismus a romantismy, 186.

2Prochazka, Romantismus a romantismy, 186, my translation.

21Frye, Introduction 2.

22Among the Victorian novelists, the aspects of the structural principle defined by Frye
frequently occur in the fictional world of the space of Wessex as given by Thomas
Hardy.
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Hardy's ambivalent heroine of The Return of the Native is generally
associated with the interconnecting elements of fire and water, heading towards
her occult and symbolic death in flames and in the weir respectively.

Frye further states that the structural principle of Bachelard's
Psychoanalysis of Fire is formed by myth, distinguishing the literary
Prometheus complex, the Novalis complex and the Empedocles complex,
focusing on the literary myth of creation, redemption and apocalypse.
Bachelard's term “complex” does not work in the Freudian sense; it is rather the
common principle upon which the literary work can be unified, the principle
through which the work communicates with the unconscious.? In accord with
Bachelard's phenomenology, the potential of the imaginary space is stronger
than experience.

In this respect the fire element repeatedly occurs in The Return of the
Native in connection with Eustacia whose life journey stops on the heath
awaiting the tragicality of her fate. In The Psychoanalysis of Fire the Last
Judgement is seen in the phenomenological theory as “the destruction of the
world by fire and the absorption of the human soul into the soul of fire”? It is
associated with the aspect of a desirable disaster, with destruction perceived
more as a renewal, referring to the notion of the apocalypse, with death meaning
new life that Bachelard connects with the call of the funeral pyre and sacrifice in
the heart of the flames: “Death in the flame [...] is truly a cosmic death in which
a whole universe is reduced to nothingness along with the thinker.”? With
respect to Eustacia's death Hardy's symbolic usage of this aspect of the
phenomenology of fire is apparent, as he makes use of the Empedocles complex
in the sense of the respect for fire as well as the instinct for living and dying. The
reverie of the fire is, according to Bachelard, found “fascinating, dramatic, it
magnifies human destiny, links the small to the great, the hearth to the volcano,
the life of a log to the life of a world.”?® In The Return of the Native Hardy
achieves such universality of space particularly through the symbolic function of
the fire element.

In the Victorian novel the aspect of Bachelard's idealization of fire
occurs in the general concept of the hearth as the central space of family life.
The central aspect of the fireplace appears to some extent as a motif in
Wuthering Heights, Jane Eyre, The Woodlanders (in the framed composition
where the fire on the hearth is seen from the outside through the windows) and
in Daniel Deronda where the fire becomes idealized through light, following the

ZBachelard, Fire 19.
%Bachelard, Fire 19.
%Bachelard, Fire 19.
%Bachelard, Fire 19.
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phenomenological dialectic of fire and light. As Bachelard claims in this
structural principle, a phenomenological contradiction occurs since the fire
shines, in its symbolic form, without burning, producing the sense of purity.

In his mythological interpretation of natural elements, Meletinski
projects the influence of water and fire as the elements disorganizing space.?’ In
his concept related to the original chaos, specified as darkness, night, emptiness
and abyss developing into cosmos, the myth proceeds from darkness to light,
from emptiness to matter, from the amorphous to the shaped, from destruction to
creation. The archetypal imagery related to natural elements penetrates into the
conventional romantic dialectics of light and darkness that fundamentally shape
Thomas Hardy's concept of space. The elements of space contrasting light and
darkness form the concepts of Hardy’s novel The Return of the Native, Far from
the Madding Crowd or The Woodlanders.

The focus on natural elements pervading the space of the Victorian
novel was to prove the necessity of incorporating the archetypal concept of
space as mentioned by Northrop Fry in his Anatomy of Criticism and
furthermore developed by Gaston Bachelard in his studies of natural elements
(Water and Dreams, The Psychoanalysis of Fire, Air and Dreams). The
perception of space as given by the Victorian authors seems to be formed by
Bachelard's notion of the poetic imagery based on the subconscious. The
Victorian novelists (the Bront€ sisters, Thomas Hardy, George Eliot) centre the
focus of their novels on the emplacement of man and woman into the natural
world, where the characters face the forces of nature, trying to assimilate with
them or simply not to succumb.

The water element forms a specific part of the Victorian novel. Many
fictional characters of Thomas Hardy and George Eliot seem to be closely
associated with water. The occurrence of Eustacia Vye, Maggie Tulliver and
Mirah Lapidoth as the representatives of the Ophelia complex confirmed the
archetypally feminine quality of water, relating the heroines' fate to the space of
water. Nevertheless, the tragic aspect of water consists of the water's potential to
be turned into the dominantly male violent and angry power with the tragic
aspect. Water in this form embodies the archetypal threat to the Victorians. In
Eliot and Hardy's novels the threat becomes intensified with the presence of
darkness in relation to the motif of drowning. The raging watercourse or flood
thus represents a boundary difficult to cross, holding the characters within the
given region or causing their death.

The use of literary symbolism when projecting the space of the Victorian
novel reflects the difference between the social norm that limits the author's

")eleazar Meletinski, Poetika mytu (Praha: Odeon 1989) 214.
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possibility of literary expression and the world that is incommensurable with
their subjective spiritual heritage. The means of representation they used are
therefore in a paradoxical contradiction to the social and literary norm. Among
the variety of the works of Victorian novelists, the last novel of George Eliot
seems to exceed the principle of analogy of natural symbols since the space of
the novel Daniel Deronda becomes a specific form of the fiction of reality, far
more complex than the other novels focusing on the archetypal vision of the
world.

RESUME

Predmétem zkouméni této literarnévédné analyzy viktoridnského romanu je
uloha pfirodnich zivli v rdmci pojeti prostoru a krajiny v dilech Thomase
Hardyho a autorky znamé pod muzskym pseudonymem George Eliot. Studie se
zabyva teoretickymi pfistupy v pojeti prostoru, krajiny a pfirodnich zivli na
zakladé dé&l francouzského filozofa Gastona Bachelarda Voda a sny a
Psychoanalyza ohné, dale bere v uvahu vlivy pfedchozi literarni tradice
(Shakespearovy hry a zejména tradici literarniho romantismu) a zohlediuje
studie archetypalniho pojeti prostoru podle N. Frye. Motiv vody a ohné jako
ptirodnich zivll se ve viktorianském romanu nejéastéji objevuje v romantickych
protikladech ve wessexskych romanech Thomase Hardyho Roddkitv navrat a
Lesdci. George FEliot chape tyto motivy jako zikladni jednotky v utvafeni
prostoru romanu Mlyn na rece Flossu, a tuto koncepci zcela ptekracuje ve svém
poslednim dile Daniel Deronda.
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LARGE CLASSES IN TEACHING ESL - A CASE
STUDY

LIBUSE TURINSKA
INSTITUTE OF TECHNOLOGY AND BUSINESS
IN CESKE BUDEJOVICE

ABSTRACT: Class size is one of the factors to consider when analysing the effective
teaching of foreign languages. The term refers to the number of students in a specific
course and it is being monitored worldwide. Currently, the trend has been for increasing
class size, particularly for economic reasons. Class size for teaching foreign languages
has been a subject of many discussions and research studies all over the world. However,
in the Czech Republic, this problem is often mentioned as one of the factors contributing
to problematic teaching, without any special attention given to teaching foreign
languages, and focusing especially on primary schools. The objective of this study is to
analyse and compare the effectiveness of teaching ESL at the B1 level according to
CEFR in small and large classes at Czech secondary schools and colleges. By means of a
questionnaire and semi-structured interviews, it aims to analyse the reactions of a
selected sample of university teachers on the increasing class size as well as their
willingness and ability to adjust their teaching methods to the increasing number of
students. The findings are compared with the results of similar research conducted
abroad. In the conclusion, the author emphasises the necessity of changing the students’
and teachers’ attitudes, especially in terms of their university training.

KEYWORDS: ESL, class size, small and large classes, STT (Student Talking Time),
TTT (Teacher Talking Time)

1. Introduction

Studying and teaching foreign languages, in particular English, are
inseparable parts of education at all levels. Since the Czech Republic joined the
European Union in 2004, the importance of English has been emphasized.
According to the official websites of European Parliament, the aim of EU
language policy is to encourage teaching and learning English and ensure that
Czechs have knowledge of at least two foreign languages, one of which should
be English.

1.1 Factors Influencing the Quality of Teaching

There are many factors playing part in teaching and studying foreign
languages. According to Madrid (1995), they include intrinsic and extrinsic
motivation, cognitive learning styles, emotional factors etc. In terms of
compulsory language education within the educational institutions, one of such
factors is class size.

Possible relation between the class size and the quality of teaching has
been analysed e.g. by Blatchford, Bassett, Brown (2011), Mulryan-Kyne (2010),
Finn et al. (2003), together with appropriate methods for teaching large classes
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(Practical tips for teaching large classe?!, Gibbs, Jenkins, 1992). Blatchford,
Bassett, Brown (2011) focus on students’ active participation in classroom
activities, student-teacher interaction, “child focus”, and the way the teacher
tackles problem situations in the classroom. They state that the class size plays a
significant role here.

It is rather complicated to determine the degree to which the class size
affects the teaching effectiveness due to the number of influencing factors, such
as the age of the students, the actual acquired level of language, teaching
experience etc. Finn et al. (2003) claim that class size affects the performance of
the teacher and students. Specifically, the lower number of students there are in
the class, the greater the time that the teacher’s attention is focused on individual
students. They in turn are continuously motivated to be more active. In terms of
quality, teaching smaller classes thus seem to be more effective.

1.2 Class Size

Despite a large number of studies and research favouring smaller classes
in the process of teaching a foreign language, the current trend is rather for
increasing the class size for two main reasons. Firstly, there is a financial aspect:
a higher student-teacher ratio (Gibbs, Jenkins; 1992) is less demanding in terms
of wages; secondly, there is a distinct lack of qualified foreign languages
teachers. However, the latter problem may be resolved due to the amendment of
Act on Pedagogical Staff which came into force on January 1, 2015.

There is not a single definition of a large or small class. As Ur (1996)
says, the most important thing is how the teacher sees the class size. Some
scholars (Gibbs, Jenkins, 1992) agree that a large number of the students in the
class might represent a problem for effective teaching. There are a number of
problems teachers encounter:

o Lack of closer contact between a teacher and students;
“Invisibility” of passive students;
Students’ passivity and motivation;
Noise level;
Monitoring the progress of individual students;
Keeping the time allowed for a specific activity set in the lesson plan;
Impossible interaction with every student within the usual lesson time
frame (45 min);
o Assessment of the tasks performed; maintaining objectivity of the
evaluation;
e Giving feedback;
e Adequate equipment.

! Teaching Large Classes. Teachers in Action, BBC World Service / OLSET. Available online at
http://www.teachingenglish.org.uk/think/methodology/ large_classes. shtml# discipline.
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The abovementioned disadvatages are further compared with those
defined by Czech teachers and students in the following parts of the
contribution.

2. Methods and Material

The main research method was a qualitative research based on
interviews with a small group of teachers, specifically, a group of 6 teachers
with at least 5 years experience in teaching ESL at the B1 level at secondary
schools and colleges. Based on the information obtained from the scholarly
foreign literature, the research hypothesis was formulated whether the ESL
teachers in the Czech Republic are adequately prepared for teaching large
classes.

Through the interviews the author identifies the reaction of teachers to
the trend of increasing class size as well as their preparedness for teaching ESL
in large classes. The responses were subsequently analysed and compared with
similar research conducted among students via guestionnaire with 8 questions.
The survey participants were the students in the first year of the Institute of
Technology and Business in Ceské Budgjovice. At this institution, the average
class size for teaching ESL is 30 students. All students thus have experience
with studying ESL in classes they marked as large. Addressing this group, a
factor of different age, which may also play a part in preferring large or small
class, is eliminated. Both the interviews and questionnaire survey were
conducted between February—November, 2016; they were conducted in the
participants’ mother tongue.

3. Data Collection
3.1 Interviews
During the interviews, the teachers were asked ten questions about the
average class size and their subjective opinion on the issue:

What is the average size of classes you teach (in)?

What is the ideal class size in terms of teaching ESL?

How many students does a “large class” have?

Do you have any experience with teaching both small and large classes?

Which of these do you prefer?

5. Does the class size affect the way you teach? If yes, could you briefly

explain how?

As a student, did you prefer small or large classes?

Does the ideal class size vary depending on the classroom activity?

8. Is there any activity for which the class size may represent a problem?
(e.g. reading, testing, listening, role-playing, etc.)?

9. Do you find your pedagogical training at university sufficient for

teaching large classes?

i NS

~No
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10. Do you have any adequate equipment or aids facilitating working with a
large number of students (adequate classroom, overhead projector, etc.)?

3.2 Interview Analysis

The average class size where the interviewees teach English is 30
students; at the same time the teachers claim that even 15 students in a class may
be in some circumstances (e.g. lack of adequate equipment) considered too
many.

An ideal class size is 10-15 students. The teachers subjectively prefer
working with small classes; however, they admit that with longer teaching
experience they are able to find ways to work with large classes more
effectively.

As students, the teachers mostly learned ESL in groups of 12-14
students. During their pedagogical training, the factor of class size was not taken
into account, either; the “apprenticeship of observation” (Lortie, 1975) cannot
really work there. The teachers themselves claim they did not feel prepared for
such a task; even when doing their student teaching practice, they mostly worked
with smaller groups of 10-15 students. They started working with large classes
only after they started working as teachers. Except for the aforementioned
testing and conversation activities, the teachers did not consider a specific
activity too difficult to carry out in a large class than in a small class. Rather
positive is the fact that except for bad acoustics, the teachers did not mention any
problem with adequate equipment.

It results from the interviews that the main negatives in teaching ESL in
large classes are the following ones:

e Problematic communication: students who do not have problems in one-
to-one interaction may be shy when speaking in a large class

e Lack of STT. With the increasing number of students in a class, it is
more difficult to provide the students with enough opportunities for
speaking in the target language. Three teachers suggest solving this
problem by dividing a large class into smaller working units of 24
students. However, at the same time, they admit that even in this case it
is not possible to ensure enough attention to all of the students.

¢ Noise level resulting from a high number of students in the class and the
associated discipline problems which are more difficult to handle,
especially in case of inappropriate classroom, where the communication
between students and teacher becomes complicated. Good classroom
acoustics was often marked a very important factor of teaching ESL in
large classes, and it was also one of the most frequent problems the
teacher mentioned.

e Obijectivity of evaluation of the written and spoken examination, which
is more time consuming and places great demands on the concentration
of the evaluator.
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e Attention of students. According to the teachers, class size affects the
ability to focus on given task due to a higher noise level, number of
distractors, the interest in the teaching materials teaching method etc.

The negatives mentioned more or less correspond to those described in
foreign researches on this topic. The responses of the teachers were rather
consistent

3.3 Class size — Students’ Point of View
To confirm or disprove the research hypothesis, it was necessary to
know the students point of view. The questionnaire consisted of 8 questions:

1. Are you man/ woman?

2. What is the average class size in which you studied
English at secondary chool?

3. Does the number of students in the class affect the
way the students learn English? (yes/ probably yes/
probably not / no)

4. When learning English, do you prefer small or

large classes?

How many students does “too large class” have?

6. Complete the sentence: In my opinion, when
studying English, the ideal number of students in

o

theclassis .............. because ...............

7. What are the advantages of studying English in a
small class?

8. What are the advantages of studying English in a
large class?

Table 1 Questionnaire — Data

1. Are you | Men 76 Women In total 310

man/woman 234

2. The average class | 14 students

size

3. Impact of the | Yes: 217 Partly vyes: | Probably not: | No:

class size 90 0 1

4. Preferred class | Small class | Large class

size 310 0

5. Too large class 11-19(18) |20 - 29|30 and more
(65) (227)

6. ldeal class size 4-10(171) |11 - 19| 20-25(31)
(108)
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In total, 310 students took part in the research: 76 men and 234 women.
The average class size in which students studied ESL at secondary schools was
18 students. Based on their experience, the students believe that the class size
definitely affects the way the students learn the foreign language (see Table 1).

In the questionnaire, the students expressed preference for small classes,
although the number of students in an “ideal” class size varies, ranging from 4 to
25 students (see Table 1). Similarly, the perception of too large class differs as
well, ranging from 10 to 30 and more students (see Table 1).

The respondents believe that teaching foreign laguages in small classes
is more student-centered, and that the smaller number of students in the class
enables the teacher to adjust the teaching process to the weakest students in the
class. They also claim that in smaller class, it is easier for them to participate
actively.

The respondents do not see large classes as beneficiary for studying
ESL. The only advantages mentioned in the questionnaire were a better
possibility of working on projects, conversation activities (more people equates
to more topics, more points of view in discussions etc.), mutual help. There was
also one advantage mentioned which was mostly marked as a disadvantage:
passive, shy students may “hide” in a large number of students. Two of the
respondents say that from this point of view, a small group might seem
inappropriate for this type of students. Also financial aspect was mentioned,
claiming that teaching large classes is considered “cheaper”.

Data show that the disadvantages of learning English in large classes
resulting from the questionnaire are as follows:

e Impersonal environment in the class

e Impossibility to keep closer relationship between students and teacher or
among the students in the class

e Concentration problems: higher number of distractors, higher noise level

e Anonymity in the negative sense: with a large number of students there is a
smaller probability that all students will participate actively in the class;
less motivated, shy students become “invisible”
Lack of individual approach to students

e Tendency to be more passive

4. Discussion

Comparing the information gained from the interviews and
questionnaires, it is clear that class size characterized as “average” by both
teachers and students is considered to be too big for both groups of respondents.
This corresponds with the findings mentioned in the scholarly foreign literature,
that it is not possible to define an ideal class size objectively.

Analysing the findings, the major problem when teaching ESL in large
classes, is in the time required for teaching such classes. With the increasing
number of students in the class, there is higher probability the students in the
class are at a different level of the target language. Teachers are thus compelled
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to tackle the problems resulting from the heterogeneity of the class they work
with during the lesson as well as when preparing a lesson plan which should be
more detailed; hence the preparation is more time-consuming.

Heterogeneous class places great demands on the motivation of the
teacher. With a large number of students it is more difficult to find a topic which
would be interesting or relevant for all students in the class. As large groups
require more responsibility for the results from the side of students and better
cooperation between teacher and students, motivation is a key factor here.

One of the possible strategies for effective working with large classes,
often mentioned by both teachers and students in the questionnaire, is dividing a
large class into smaller ones groups. The respondents of the survey themselves
state that even the number of students in the class is important so that they could
work in pairs; it implies that students themselves prefer working in smaller
groups. However, the division and monitoring of the activities of such groups
requires a detailed teaching plan and highlights the importance of the teachers’
ability to manage the activity of several groups at the same time. As results from
the interviews, most teachers are able to acquire this ability only with longer
teaching practice.

One of the frequently-mentioned disadvantages of teaching large classes
is the amount of time it takes, whether it referes to written test and the
subsequent correction, or oral examination within the lesson. Testing is an
inseparable part of teaching foreing languages, and a key factor for giving
feedback and monitoring the progress of the individual students. With regard to
large classes, teachers are forced to find new, less time-consuming ways to
evaluate and assess students’ progress, such as pair testing, which requires
greater experience from the teacher’s side.

Another possible problem may become the issue of preffered or
adequate teaching methods. It results from the interviews, during the university
training of future teachers class size is not taken into account. It is only when
they start their teaching practice when teachers find out that teaching methods do
not work well with large classes without being modified, adjusted or combined.
Under pressure of time, teachers often tend to use frontal teaching methods and
the lessons turn into lectures, which is not suitable in case of teaching ESL, as
the TTT increases to the detriment of STT.

5. Conclusion

When summarizing and comparing the responses from the interviews
and questionnaire, it becomes obvious that both teachers and students see the
increasing class size as a problem they have to deal with and that affects the
effectiveness of teaching and learning English. Students’ responses in the
questionnaire indicate that teachers are not prepared for the increased class size;
the teachers themselves feel the same way. The research shows that neither
teachers nor students see any advantages of teaching large classes. Large classes
thus seem to be a demotivating factor in teaching and learning ESL.
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The reduction of class size appears to be very unlikely. The number of
students in a class is a factor teachers are not able to influence. It is necessary to
find new ways of relaying knowledge and developing skills to students the way
appropriate even for large classes, and find new ways to enable active use of
English in large classes. It thus means reconsidering the aspect of class size
during the university training of future teachers so that the first experience with a
large class does not only occur after starting teaching. The teachers should be
able to see the advantages of large classes that definitely exist and be able to
show them to students; be able to respond to their needs, which are more varied
with higher number of students; being able to motivate them. However, at the
same time it is necessary to make an appeal to students so that they are willing to
assume more responsibility for their own education and show them the
importance of self-motivation. This obviously places great demands on future
teachers.

RESUME

Velikost tiidy je jednim zhlavnich, celosvétoveé aktudlné diskutovanych
klicovych faktord ovlivijicich efektivitu vyuky cizich jazykt. Samotny termin
velikost tiidy je definovan jako pocet studentii konkrétniho kurzu ¢i tfidy.
Soucasnym trendem je zvySovani poctu studentll ve tfidé zejména z finan¢nich
divodi. V Ceské republice je tento problém obvykle spiSe okrajové zmifiovan
vétSinou v souvislosti s vyukou cizich jazykli na zakladnich Skolach. Cilem
tohoto ptispévku je proto analyza a porovnani efektivity vyuky anglictiny jako
ciziho jazyka na urovni B1 dle SERR v malych a velkych skupinach na ¢eskych
sttednich a vysokych Skolach. Prostfednictvim dotaznikii a strukturovanych
rozhovori byly zjistovany reakce vybraného vzorku cCeskych univerzitnich
ucitelti na neustale se zvétSujici pocet studentd ve tiidach, jakoz i jejich ochotu a
schopnost pfizpasobit tradi¢ni vyu¢ovaci metody zvySujicimu se poctu studentu.
Ziskané vysledky byly nasledné komparovany se zavéry analogickych
zahraniénich vyzkumi. V zavéru autorka zdiraziiuje nezbytnost zmény
stavajiciho pfistupu uciteld i studentl, a stim souvisejici nutnost zmény
univerzitni piipravy budoucich uciteld.

Mgr. LibuSe Turinska - Vysoka $kola technickd a ekonomicka v Ceskych
Budgjovicich, Katedra cizich jazyku
e-mail: libuse.turinska@centrum.cz
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LITERARNI TEXT JAKO SOUOCAST VYUKY CIZIiCH
JAZYKU

HELENA ZBUDILOVA
JIHOCESKA UNIVERZITA

LITERARY TEXT AS A PART OF TEACHING FOREIGN LANGUAGES

The study deals with the subject of incorporating foreign language literature into the
process of teaching foreign languages in our schools. On theoretical basis foreign
language literature itself is defined there in terms of curriculum documents . The study
refers to the views of selected Czech and foreign experts focused on the aims and
specifics of using foreign language literary texts in teaching foreign languages.
Furthermore, it contains an analysis of three series of Spanish textbooks for secondary
schools and brings several methodological-didactic recommendations including
specification of useful foreign materials and sources for the teachers to use.

KEY WORDS: literary text, foreign language teaching, textbook analysis, Spanish

ABSTRAKT

Studie se zabyva problematikou zaclefiovani cizojazycné literatury do vyuky cizich
jazykd na naSich Skolach. Teoreticky vymezuje cizojazy¢nou literaturu v ramci
kurikularnich dokumentd, odkazuje na nazory vybranych Ceskych a zahrani¢nich
odbornikti v oblasti cilti a specifik uzivani cizojazycnych literarnich textti v hodinach
ciziho jazyka. Dale obsahuje analyzu tii sad udebnic $pané&litiny pro SS a néktera
metodicko-didakticka doporuceni, vcetné¢ konkretizace uZiteCnych zahrani¢nich
materialti a zdroju, které mohou vyucujici pouzivat.

KLICOVA SLOVA: literarni text; cizojazyéna vyuka; analyza uéebnic; $panélitina

Postaveni cizojazy¢né literatury vramci vyuky cizich jazykd na
zakladnich a stfednich Skolach lze chapat v soucasné dobé jako stabilni a to
pfedevsim diky zakotveni v ptislusnych kurikularnich dokumentech. Jinonarodni
literatura je jednou z danych soucasti cizojazy¢né vyuky. Ramcové vzdélavaci
programy RVP ZV a RVP G (resp. vzdélavaci obory Cizi jazyk a Dalsi cizi
jazyk patiici spole¢né s oborem Cesky jazyk a literatura do vzdé&lavaci oblasti
Jazyk a jazykovd komunikace) urcuji, Ze zastoupeni cizojazycné literatury
odpovida urovni jazykovych a komunika¢nich dovednosti dosazenych zaky na
konci daného stupné vzd€lavani. Podle Spolecného evropského referen¢niho
ramce pro jazyky (SERRIJ) jsou jednotlivé Girovné stanoveny takto: v zédkladnim
vzdélavani je aroven dosazenych jazykovych a komunikaénich dovednosti
Ciziho jazyka stanovena urovni A2 a u Dalsiho ciziho jazyka se jedna o Groven
Al; v gymnazidlnim vzdélavani je u vzdélavaciho oboru Cizi jazyk stanovena
uroven B2 a u vzdélavaciho oboru Dalsi cizi jazyk uroven B1.X

L Spolecny evropsky referencni ramec pro jazyky. Jak se ucime jazykim, jak je vyucujeme a jak
V jazycich hodnotime. Spolecny evropsky referencni ramec pro zakladni vzdélavani. Dostupné na
www.msmt.cz/file/2523_1_1/download (18.7.2016)
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Piblizime si vzdélavaci obsahy danych vzdélavacich obort podle RVP
ZV (Ramcovy vzdélavaci program pro zéakladni vzdélavani), v nichz jsou
stanoveny jednotlivé klicové kompetence, kterych ma zak pfi praci s textem
dosadhnout. Odpovidaji témto konkrétnim vzdélavacim cilim: ,,Vzdélavani
v dané vzdé€lavaci oblasti vede zaka K individualnimu prozivani slovesného
uméleckého dila, ke sdileni ctendiskych zdzitkd, k rozvijeni pozitivniho vztahu
k literatufe i k dal§im druhim uméni zaloZenych na uméleckém textu a
k rozvijeni emociondlniho a estetického vnimani“.? Podle RVP G (Ramcovy
vzdélavaci program pro vyssi stupné viceletych gymndzii a Ctyfletd gymnazia)
vzdélavani v dané vzdéldvaci oblasti smétuje k utvareni a rozvijeni klicovych
kompetenci tak, ze ,vede zdka k tvofivé praci nejen s vécnym, ale i
s uméleckym textem, jez vede K porozuméni vyznamové vystavbé textu, k jeho
posouzeni z hlediska stylového, pozitivné pisobiciho na estetickou, emociondlni
i etickou stranku zakovy osobnosti; vytvareni osobitého, objektivné kritického a
celkové pozitivniho vztahu k literatuie a k vytvareni navyku individualni éetby
umélecké a neumélecké literatury, které se pozdéji projevi v celoZivotni
orientaci zaka; formovani hodnotovych orientaci, vkusovych preferenci a
K citlivému vniméni okolniho svéta i sebe sama.® Vzdélavaci obsah vzdélavaciho
oboru Cizi jazyk stanovuje mezi oekavanymi vystupy zaka receptivni feCové
dovednosti (... zak porozumi hlavnim bodum a myslenkam autentického cteného
textu ¢i pisemného projevu slozitéjsitho obsahu na aktualni téma; identifikuje
strukturu textu a rozlisi hlavni a dopliujici informace; vyhleda a shromazdi
informace zriznych textdl na méné bé&Zné, konkrétni téma a pracuje se
ziskanymi informacemi; odvodi vyznam neznamych slov na zaklad¢ jiz osvojené
slovni zasoby, kontextu, znalosti tvorby slov a internacionalismi; cte
s porozuménim literaturu ve studovaném jazyce (vzd&lavaci obor Cizi jazyk).* U
produktivnich fecovych dovednosti se klade diiraz na volnou a srozumitelnou
reprodukci precteného nebo vyslechnutého autentického textu se slovni zasobou

N

feCovych dovednosti na adekvatni a gramaticky spravné okomentovani a
prodiskutovani odlisnych nazorl rtznych faktografickych a imaginativnich
texti® Text (Cteny & psany), ktery se v cizojazyéné vyuce na gymnéziich
pouziva, ma byt jazykové nekomplikovany a logicky strukturovany. Jedna se o
texty informacéni, popisné, faktografické, dokumentarni, imaginativni a
umélecké.® Také oblast realii studovaného jazyka zahrnuje literaturu —
vyznamna dila a autory.

2 RVP ZV Rémcovy vzdéldvaci program pro zdkladni vzdélavani plamy od 1.9. 2013. Dostupné na
http://www.msmt.cz/vzdelavani/zakladni-vzdelavani/upraveny-ramcovy-vzdelavaci-program-pro-
zakladni-vzdelavani (18.7. 2016), s. 19.

8 RVP G Ramcovy vzdélavaci program pro gymnazidlni vzdélavani. Dostupné na
www.msmt.cz/file/10427_1_1 (18.7.2016), s. 13.

4 Tamtéz, s. 16.

5 Tamtéz, s. 17.

6 Tamtéz, s. 18.
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Ve vzdélavacim oboru Dalsi cizi jazyk je v ramci gymnazialniho
vzdélavani zastoupeni prace s cizojazyCnou literaturou mensiho rozsahu.
Ocekévané vystupy zahrnuji receptivni fecové dovednosti (...zadk rozumi
hlavnim bodim a myslenkam autentického ustniho projevu i psaného textu na
bézné a znamé téma; identifikuje strukturu jednoduchého textu a rozlisi hlavni
informace; uziva razné techniky cteni dle typu textu a ucelu Cteni); produktivni
feCové dovednosti (...zak srozumitelné reprodukuje precteny nebo vyslechnuty,
méné naroc¢ny autenticky text se slovni zdsobou na bézna témata; logicky a jasné
strukturuje stfedné dlouhy pisemny projev, formalni i neformalni text na bézné
¢i znamé téma.” Typy textd, které jsou doporuéeny, zahrnuji jazykové
nekomplikované a logicky strukturované texty, texty informacni, popisné i
umélecké. Také vtomto oboru je vramci vyuky realii pocitano s ukazkami
vyznamnych literarnich d&l.8

Pristupy didaktikt cizich jazykl k cilim uzivani literarnich textt jako
nastroje v cizojazyéné vyuce se odlisuji. Didaktik R. Chodéra v literarnich
textech spatfuje predev§im nositele slovni zasoby a gramatickych jevi (texty
zlepsuji komunika¢ni kompetence, schopnost ¢ist, vést dialog/monolog, osvojit
si lépe gramatiku a lexikum). Problém autentickych, originalnich ¢i umélych
textl vnima do jist¢ miry jako druhotny; prvotni je jejich pfiméfenost.
V pocatcich vyuky byvaji pfijatelné pouze texty umélé, k textim originalnim
pristupujeme az na vysoké urovni znalosti jazyka. Proto se po textech umélych
doporucuje pouzivat texty adaptované, které jsou autory ucebnic upravené pro
potieby zaki.® Umélecké (literarni) texty nejsou podle Chodéry ,jakousi fatalng
nezbytnou, protoze elitni, a tedy urcenou k preferenci, "povznasejici” protivahou
textd neuméleckych (neliterarnich), ale pouze s nimi ¢i spiSe vedle nich anebo
dokonce az po nich integralni souCasti vnitiné vyvazeného cizojazyéného
vyuCovani-u¢eni“.® Autor také varuje pred nekritickym ,fandovskym
paSovanim*“ uméleckych textd do vyuky cizich jazykG'! a dba na vyvazené
uzivani vSech druhti textu. V literarnich textech piedevsim spatiuje specificky
vyrazovy prostiedek slouzici k plnéni ucebnich uloh.

V. Janikova doporucuje pouzivat literarni ¢teni od pocatku cizojazycné
vyuky, nebot’ souvisi s procesem pojimani celé kultury.'? Zdarazhuje posilovéani
estetické a emocionalni roviny osobnosti zaka. Mezi dalsi cile zahrnuje rozvoj
intenzivniho ¢teni, rozvoj mluveného a psaného projevu, fonetické kompetence,
upevnéni gramatickych struktur, nacvik a procvi¢ovani slovni zasoby,
odbouravani obav zuceni se cizimu jazyku, rozvoj dovednosti komunikovat
S cizojazyCnou literaturou, posileni socidlni dimenze vyucCovani, motivace a
aktivizace v cizojazy¢né vyuce... Estetickou roli jazyka a literatury zdtraziuje

" Tamtéz, s. 20.

8 Tamtéz, s. 21.

9 Chodéra, R.: Didaktika cizich jazykii. Uvod do védniho oboru. Praha: Academia, 2006, s. 144.

10 Tamtéz, s. 147.

1 Tamtéz.

12 Janikova, V.: Konkrétni poezie a vyuka némeckého jazyka. Brno: Masarykova univerzita, 2002,
s. 49-57.
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dale napt. H. Kylouskova, nebot’ prostfednictvim literarnich textd ,,si esteticky
osvojujeme svet, zaujimame k nému citovy nebo hodnotici vztah, posuzujeme
jeho vlastnosti a krasu“.*® Cilem prace s literarnim textem ve vyuce cizich
jazykli by podle H. Kylouskové nemél byt text ,,primarn¢ prostiedkem pro
lexikalni a gramatické cviceni..., podkladem pro nacvik resumé..., materidlem
pro vyuku redlii..., dokumentem pro vyuku dé&jin literatury... a rovnéz ne
modelem spravné formy jazyka, kterou by zaci mély napodobovat“.** Cilem neni
seznamovat zaky s pfehledem literatury daného jazyka prostfednictvim ukéazek
reprezentujici urcité obdobi, pouzivat texty k ptekladovym cvi¢enim ihned po
ptecteni v origindle... Hlavni cil literarniho textu ve vyuce ciziho jazyka spattuje
Vtom, Ze je v podstaté cvicenim na cteni s porozuménim, které mtze pozdéji
slouzit jako prostiedek k pisemnému projevu.'® Prace s textem obohacuje zaka
tim, Ze si roz$ifi nejen vlastni vyrazové prostiedky, ale otevird také cestu
K pfemysleni, prozivani, poznavani sebe sama a druhych, vede klepSimu
porozuméni sobé a druhych a navozuje intelektudlnéjsi a emocionalngjsi
prostiedi ve ti1de.!

Pravé slozka rozvoje mysleni se podle naSeho nazoru v souvislosti
S praci s textem v soucasnosti dosti podcenuje. Prace s literarnim textem se mtize
stat vhodnym nastrojem k motivaci zakd kriticky a tvofivé myslet. Ze své
podstaty vyzaduje analyzu a interpretaci a poskytuje bohaty zdroj imaginativnich
podnéti, jez napomahaji rozvoji inovativnich schopnosti zaki a odemykaji jejich
tvar¢i kapacitu. Vyznam literarniho textu neni staticky, ale je vysledkem
interakce mezi Ctenafem a textem. Literarni komunikace piredstavuje pfenos
estetické literarni informace mezi autorem a cCtenafem prostfednictvim
literarniho dila. Ctendf se stava rovnopravnym &initelem procesu literarni
komunikace. Pfi &teni rekonstruuje literarni dilo, stiva se jeho spoluautorem.’
Cetbou se literarni dilo oZivuje a teprve v interpretaci existuje. Slova v &tenafi
vyvolavaji predstavy, aktivizuji jeho predstavivost a vyvolavaji otazky tykajici
se autorské zameérnosti (sémantického gesta textu) a hodnotového smétovani
dila. Akt Cetby se stava neustalou konfrontaci znamého a nového, klasického a
moderniho a vyklad dila pak pokusem ,,pfelozit smysl dila®“ do feci Ctenarovy
ptitomnosti.*® Ctenat zapojuje dilo do své osobni situace, do svého personalniho
hodnotového systému, ¢imz se proces osvojeni literarniho dila zavrSuje tzv.
interiorizaci. Kazdé interpretovani literarniho dila je hodnocenim ¢i soudem.
Mysleni zde predstavuje interpretaci ¢tenaiského zazitku a imaginace literarniho
dila.®®

18 Kylouskova, H.: Jak vyuzit literdrni text ve vyuce cizich jazykii. Brno: Masarykova univerzita,
2007, s. 18.

14 Tamtéz, s. 34.

15 Tamtéz, s. 35.

16 Tamtéz.

17 Stochl, M.: Teorie literdrni komunikace. Praha: Akropolis, 2005, s. 99.

18 Haman, A.: Uvod do studia literatury a interpretace dila. Jino¢any: H§H, 1999, s. 140.

19 Lipman, M.: Thinking in Education. Cambridge: Cambridge University Press, 2003, s. 60.
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Jaky je skute¢ny stav zastoupeni cizojazycné literatury v hodinach
vyuky cizich jazyk? Zda se, ze v Ceskych Skolach dosud pietrvava tendence
texty umelecké literatury pouzivat pouze okrajové jako doplitku a vychéazet
predev$im z ukazek zatazenych do ucebnic. Jsou vsak literarni texty v téchto
ucebnicich zastoupeny dostatecné? Jsou zvoleni ,,spravni“ autofi a klicova dila?
Jsou texty obménovany ¢i aktualizovany? Odpovidaji pozadavkim kladenym na
celostni rozvoj osobnosti zaka z hlediska cizojazy¢né vyuky? Jsou nasledné
ukoly formulovany tak, aby rozvijely zaka v duchu kritického mysleni i v oblasti
zakladi literarni teorie? Jak si ukdZeme na konkrétnim ptikladu tii ucebnic
Spanélského jazyka, které jsme podrobili rozboru, problémd s literarnimi texty se
vyskytuje hned nékolik a predpokladame, ze se do jisté miry opakuji i
V ucebnicich dalsich cizich jazykl. Vyucujici cizich jazykl na stfednich Skolach
upozornuji napf. na to, Ze se vucebnicich vyskytuji prili§ kratké a
neaktualizované texty, texty vedouci hlavné k procvi¢ovani fe¢ovych dovednosti
nebo k mechanické praci stextem. Dal$i z moznych probléml spociva dale
V tom, ze fada ucitelt cizich jazyki se uziti literarnich cizojazy¢nych textd spise
pfedem obava. Sami se neciti byt pfilis ,,kompetentnimi*“ odborniky v oblasti
literatury.

Specifické aspekty prace s literarnim textem jsou v cizojazyCné vyuce
zkoumany piedevsim v zahranici, v Ceském kontextu jsou znamy spiSe publikace
anglickych ¢i némeckych odbornikti (pokusime se tedy reflektovat nékteré hlasy
soucasného Spanélského odborného prostredi). Z domaci produkce z poslednich
let zminme napf. uceleny materidl E. Skopeckové nazvany Literdrni text ve
vuce anglického jazyka (2010),2° vnémz autorka usiluje o vytvoreni
didaktického modelu vyuky na VS, ktery by vedl ke zlepseni metodického
zpracovani a zaclenéni anglicky psané literatury v intencich RVP ZV a RVP G
do vyuky angli¢tiny. Rada problémi souvisejicich s pouZivanim literarniho textu
ve vyuce byla jiz naznaCena na strankach ¢asopisu Cizi jazyky pievazné v 90.
letech minulého stoleti. Pfipomefime napt. ¢lanky R. Purma (,,Cteni v cizim
jazyce®, ,,Formovani komunikativni kompetence ve Cteni cizojazy¢nych texti)
, E. Tandlichové (,,Literarny text vo vyucovani anglického jazyka®), R. Perclové
(,,éteni s porozumeénim — interaktivni proces®) ¢i M. Kostelnickové (,,Praca
s literaturou pii vyucbe cudzich jazykov*).?

20 Skopeckova, E.: Literdrni text ve vyuce anglického jazyka. Specifické aspekty didaktiky anglicky
psané literatury v kontextu soucasnych promeén ceské vzdelavaci soustavy. Plzen: Zapadoceska
univerzita v Plzni, 2010.

21 pyrm, R.: ,,Cteni v cizim jazyce“. Cizi jazyky, 1993/1994, ro&. 37, &. 5-6, s. 163-169;
Purm, R.: ,,Formovani komunikativni kompetence ve ¢teni cizojazycnych textt. Cizi
jazyky, 1993/1994, ro¢. 37, ¢. 7-8, s. 252-258; Tandlichova, E.: ,Literarny text vo
vyucovani anglického jazyka“. Cizi jazyky, 1993/94, roc. 37, ¢. 5-6, s. 193-196;
Perclova, R.: ,,Cteni s porozuménim — interaktivni proces®. Cizi jazyky, 1996/1997, ro¢.
40, ¢. 3-4, s. 42-43; Kostelnikova, M.: ,,Praca s literatirou pfi vyucbe cudzich jazykov*.
Cizi jazyky, 1998/99, roc. 42, ¢. 7-8, s. 121-122.
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Umeélecky text vede k ,upeviiovani jazykové a komunikativni
kompetence; zprostfedkovani kultury a zivota o zemi, kde se hovoii danym
cizim jazykem; k celkovému rozvoji osobnosti a ziskdni novych poznatkd,
rozvoji estetického citéni a kreativity v cizim jazyce.?? V t&chto nékolika cilech
se promitaji tii modely uloh literatury ve vychové a vzdélavani; misi se zde
model kulturni?® s jazykovym i s modelem osobnostniho rozvoje. Je ziejmé, Ze
literarni text v hodinach cizich jazykd umoziuje rozvoj a zdokonalovani vSech
zakladnich schopnosti a dovednosti a rozvoj literarni, jazykové, komunikativni,
pragmatické a kulturni kompetence. Kompetence literarni v ramci jazykové
vyuky podle M. Sequero Ventura Jorgeové, ustupuje do pozadi a stdva se
druhotnou.?* Zalezi vak na konkrétnim cili a obsahu hodiny, které kompetence
budou rozvijeny. Vychazime z ptedpokladu, ze ukdzky literarnich textd jsou
vhodnym dopliilkovym materialem k autentickym tématim obsazenym
Vv ucebnicich cizich jazykid. Problém u autentickych text spociva predevsim v
jejich pomérné kratké Casové aktualnosti. Ta u literarnich textti neplati; mnohé
texty umelecké literatury jsou nadCasové a mohou v soucasné dob¢ zaky cilené
oslovit. Stale se hovoii o nedostateéné rozvijené ¢tenairské gramotnosti u déti, o
jejich nezajmu o knihy a ¢teni. Pro¢ tedy nevyuzit potencidlu, ktery nam nabizi
cizojazy¢nd vyuka, kde pfidanou hodnotou bude to, Ze pracujeme s texty
v origindle. Nejde pouze o rozvoj zakovskych fecovych a komunikativnich
kompetenci, prostiednictvim literarnich textl obohacujeme jejich vnitini svét,
emoce a pocity, nazory a postoje, kultivujeme jejich Ctendisky a esteticky
vkus... Literatura ma moznosti nejen bavit, nalakat ¢tenafe, ale i ucit. Berme
tedy jazyk a literaturu jako ,,dva aspekty jedné ¢innosti®,?® kterym je tieba se
vénovat podle B. Saezové zaroven a systematicky je rozvijet. Literarni text mtize
byt vrukach Sikovného ucitele ciziho jazyka uziteCnym nastrojem, ktery
zatraktivni proces uceni se ciziho jazyka. Skrze vhodné voleny text a metodu
snaze a hloub¢ji poznavame kulturu a mysleni jiného naroda.

V zahrani€i i u nas je patrnd tendence nepouzivat literarni texty v nizsich
ttidach u zakt se zacateCnickymi jazykovymi dovednostmi. Doporucuje se
s nimi za¢inat v dobé, kdyZ zaci dosahuji minimalné Grovné A2, tj. v dob¢, kdy
maji zakladni jazykovou vybavu. Tomu odpovidd i nezatazovani literarnich
textll do ucebnic cizich jazykti dané jazykové tirovné. Néktefi odbornici naopak

22 Kostelnikova, M.: ,,Praca s literatirou pii vyucbe cudzich jazykov“. Cizi jazyky,
1998/99, ro¢. 42, ¢. 7-8, s. 121.

23 | Literatura je nositelem ur¢itého kulturniho modelu (kulturniho koncentratu) a pfi
praci s ni se zaci i u€itelé opiraji o vlastni zivotni a kulturni zkuSenosti“. Kylouskova, H.:
Jak vyuzit literarni text ve vyuce cizich jazyki, S.18.

24 Sequero Ventura Jorge, M.: ,La literatura como recurso didéctico en la ensefianza del
esparfiol como lengua extranjera®. Tejuelo, n°21, 2015, s. 30.

% Saez, B.: ,,Texto y literatura en la ensefianza de ELE*“. En De Santiago Guervds, J. et
al. (eds.): Actas XXI Congreso Internacional de ASELE. Del texto a la lengua: la
aplicacion de los textos a la ensefianza-apredizaje del espaiiol L2-LE. Salamanca:
Castilla y Leon, 2011, s. 59.
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doporucuji integrovat praci s textem do vSech jazykovych urovni, tedy i do
vyuky Uplnych zacatecnikt. Je vSak tieba respektovat fadu faktord (napf. Ctivost
textu, uroveinl slovni zasoby, délku vét, sémantickou hustotu) a neopomijet ani
poutavost textu. Napt. Spané€lsky badatel J. Jurado (2002) upozorniuje na n€kolik
dalezitych momentl: u textil je tfeba stupniovat narocnost; zacinat jednoduchymi
slovnimi hrami, réenimi, pisnémi; stfidat literdrni zanry (doporucuje predev§im
povidku); pouzivat zjednodusené cetby, adaptace, bilingvni vydani; spole¢né
s zaky vyuZzivat internetové stranky; nepouzivat pouze texty klasikd, ale i
moderni detektivky, komiksy a dila pro déti a mladez; Casem se pokusit zafadit i
celou knihu na jeden $kolni rok; st¥idat texty nau¢né i beletristické).?®

Z analyzy tii sad stfedoskolskych ucebnic Spanélstiny — Aventura, Nuevo
Ven a Fiesta,? kterou jsme provedli, vyplyva, Ze nejmensi vyskyt textd
umelecké literatury je v sade ucebnic Aventura 1-3, kterou vydalo nakladatelstvi
Klett. Pouze ve druhém dile ucebnice nalezneme jednu adaptaci (La ratita
presumida), ktera slouzi k pfimému procviceni gramatickych jevi; dale kratky
rozhovor se spisovatelkou Isabel Allendeovou a velmi kratkou ukazku z jeji
tvorby Mi pais inventado. Tato sada uéebnic je z hlediska systematické prace
S cizojazyc¢nou literaturou koncipovana nedostatecné.

Nejcastéjsi zaclenéni literarnich textti v podobé originalu ¢i adaptace
jsme zjistili v sadé uéebnic Nuevo Ven (resp. Nuevo Ven 2 a Nuevo Ven 3).
Ucebnice Nuevo Ven 2 obsahuje jednu adaptaci (La princesa y el guisante) a pét
originalnich ukazek (z tvorby L.Esquivelové, [.Allendeové, E. Galeana a G.
Garcii Marqueze). Rozmisténi ukazek v uCebnici je nerovnomérné, nejvice je
jich soustfedéno do posledni 15. lekce. Cviceni jsou rozdélena do tfi bloku na
aktivity pred C¢tenim (nejCastéji se jednd o konverzaci na dané otazky a
vypravéni), pfi samotném cteni (prace s textem, kontrolni otazky zamétené na
obsah textu, slovni zasobu, gramatiku, poslech a pisemné vyjadfovani) a na
aktivity nasledujici po precteni textu (vetSinou jsou realizované ve dvojicich ¢i
ve skupinach — jednd se napf. o prezentaci volného pokracovani, anketu...).
Rozsah ukéazky je od 1-3 odstavcl, ptfevladd préza (romany a povidky) od
hispanoamerickych autort.

Ucebnice Nuevo Ven 3 je z kvantitativniho hlediska vyskytu literarnich
textl bohatsi; nabizi celkem jednu adaptaci (F. Méndez-Leiteho) a dvanact
origindlnich ukazek (napf. ztvorby A. Mufloze Moliny, M. Serranové, P.
Nerudy, A. Skarmety, M. Vargase Llosy, A. Péreze Reverteho). Ukazky jsou

% Jurado Morales J. y Zayas Martinez, F.: La literatura en la ensefianza del espafiol como lengua
extranjera: propuesta metodologica y aplicaciones diddcticas de textos de la literatura espariola
contemporanea. Cadiz: Universidad de Cadiz, 2002.

27 Brozov4, K., Ferrer Pefaranda, C.: Aventura 1: SpanélStina pro stiedni a jazykové skoly. Praha:
Klett, ©2007-c2009; Aventura 2: spanélstina pro stiedni a jazykové Skoly. Praha: Klett, ©2010;
Aventura 3: Spanélstina pro stredni a jazykové skoly. Praha: Klett, ©2011; Castro, F., Martin, F.,
Morales, R.: Nuevo Ven 2. ELE. Libro del profesor. Madrid: Edelsa, 2010; Nuevo Ven 3. ELE.
Libro del alumno. Madrid: Edelsa, 2009; Kralova, J., Krbcova, M., Dekanova, A., Gil Chacon, P.:
[Fiesta! 2. Spanélstina pro stiedni a jazykové skoly. Plzeii: Fraus, 2008; ;Fiesta! 3. Spanélstina
pro stiedni a jazykové skoly. Plzen: Fraus, 2003.
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Vv rozsahu od jednoho do sedmi odstavcii, navazuji na n€ kontrolni a dopliujici
otazky vztahujici se pfedevSim ke gramatice, piipadné slovni zasobé ¢i k
poslechovym cviéenim. Ukazky jsou fazeny do podcasti nazvanych Taller,
Tertulia, Comprension lectora ¢i Taller de escritura. Rozmisténi ukazek je od
Sesté¢ lekce pravidelné a nejCastéji se vyskytuji v poslednich dvou lekcich.
Vyskytuji se zde také drobné tkoly zamétené na literarni teorii (napf. popsat
strukturu ukazky, charakterizovat hlavni postavy, nalézt metaforu...).

V sad¢ ucebnic Fiesta je literarni slozka koncipovana odlisné, nebot
texty zde obsazené jsou novinovymi texty, které pojednavaji o spisovatelich
(napt. G. Garciovi Marquezovi, C. J. Celovi, A. M. Matuteové¢, B. Gracianovi,
M. de Cervantesovi); nejedna se vSak o ukazky zjejich originalni tvorby.
Ucebnice Fiesta 2 nabizi kratké texty v rozsahu 2-7 odstavci, které jsou nékdy
doplnény slovnickem ve S$panélstin€. Umisténi ukdzek je systematické od
prvniho opakovani. U uéebnice Fiesta 3 jsou ukazky souvisejici s literaturou
umistény pouze do dvou lekcich (14. lekce a 3. opakovani): figuruji zde dvé
velmi kratké adaptace ¢lanku ze Spanélského deniku El Pais (o Calderénovi de
la Barca a Lope de Vegovi), ukazku z tisku Premio Cervantes, pétici proslovi
(A. Buera Valleja, M. Vargase Llosy, M. Zambranové...). U¢ebnice Fiesta 2 a
Fiesta 3 umoziiuji ve zkratce nahlédnout na nékteré osobnosti Spanélské a
hispanoamerické literatury, coz podle naseho ndzoru nejde bez propojeni
s ukazkou z tvorby téchto spisovatelll. Navic pravé v pfipadé obou zminénych
ucebnic vidime, zZe novinové ¢lanky maji omezenou ¢asovou platnost. Mtizeme
si to ukazat na piikladu Cervantese. Je nepochopitelné, ze tomuto spisovateli,
jehoz dilo je soucasti svétového kulturniho dédictvi, neni ani v jedné ztad
ucebnic $panélstiny vénovana systematicka pozornost.

V Ceském prostfedi mohou vyucujici cizich jazykti doporucit svym
studentim napfiiklad dvojjazy¢né materidly z brnénského nakladatelstvi Edika,
ve kterém jsou aktualné¢ nejvice zastoupeny texty v angliétin€ a néméing,
nasleduje v poradi Spanélstina, rustina, francouzstina, italStina... Texty slouzi
K cilenému procvi¢ovani gramatiky; obsahuji paralelni pieklad, kratka cviceni,
zaveéreCny test, slovnik a nahravku namluvenou rodilym mluvéim. Ve
$panéliting se jedna napf. o detektivni text Unos v Pradu (2012) M. Martina
Gijona, ktery je urcen pro urovenn pokro€ilosti Bl. Pro mirné pokrocilé byl
vydan text M. Martina Gijon a Inaki Tarrése Zmizeni na Svatojakubské ceste
(2015), ktery zahrnuje Ctyii detektivni ptibehy. Putovani po asturské autonomni
oblasti a Spané€lské tradice ptinasi bilingvni kniha Trasgu a jeho kamaradi.
Vitejte v Asturii. Myty a legendy severniho Spanélska (2015), kterou pfipravili L.
Mlynkova a M. Diaz-Faes Gonzalez. V roce 2012 byl vydan pro pokrocilé ve
dvojjazy¢ném vydani text Karmen (P. Mérimée; adaptace povidky od Povedy
Diega Artura Galoisse a E. Jiraskové), jenz opét vede Ctenare ke zdokonalovani
jazyka. Obsahuje také jazykové a historické komentare, ptehled Spanélské
gramatiky a nahravku namluvenou rodilym Kolumbijcem.

Pro jazykovou urovei A2 je uréena zjednodusend Cetba nazvanad Spanélské
detektivky s kfizovkami: komisar Garcia na stopé zlocinu (2012) od A. Becha.

50



Dalsi material doporuéeny pro turoven Al1/A2 piedstavuje Spanélstina pro
zacatecniky: jazykovy kurz s detektivkou od M. Garcia Fernandezové, ktery vysel
vroce 2011 (Computer Press). Dalsimi dvojjazy¢nymi texty z let 2008-2010 je
uprava Cervantesova nejslavnéjSiho romanu v podani M. Acosty, ktera vysla
pod ndzvem EI comienzo de la increible historia de don Quijote de la Mancha
(2008); vydani dvou povidek uruguayského spisovatele H. Quirogy Cuentos de
la selva (2009) a dvojjazy¢na kniha Cuentos de Madrid od D. Vazqueze (2010).
Nakladatelstvi Garamond ptineslo také nékolik bilingvnich titulti zjednodusené
Cetby ve Spanélsting: scéndi G. Arriagy nazvany Amores perros (2009) a dveé
knihy ptfelozené do mexické Spanélstiny, které¢ vypravél O. KaSpar a prelozila L.
Holkova (El coyote y el tlacuache y otros cuentos mexicanos, Por qué los indios
temen el canto del buho y otras leyendas mexicanas (2006). Rok 2007 pfinesl
také dvojjazy¢né vydani Romancero gitano F. Garcii Lorcy, které pielozil,
okomentoval a Zivotopisnym portrétem opatiil M. Ulicny (nakl. Triton). Jedna se
vsak o umélecky pteklad, ktery neni prvotné urcen jako jazykova ptirucka.

V soucasnosti se vyucujici ciziho jazyka mohou zaméfit na ziskani
kvalitni zakladni &i doplikové literatury piimo ze zahraniéi. Ve Spanélsku se
vénuji vydavani materiald na vyuku Spanélstiny jako ciziho jazyka — tj. ucebnic,
dopliikovych 1 literarnich textd - napf. nakladatelstvi Difusion, Edelsa,
Santillana, Anaya ELE, Edinumen, SGEL, SM. Nakladatelstvi Difusion ztidilo v
roce 2016 na strankach wwwe.difusion.com digitalni portal, ktery je zaméfen na
didaktiku vyuky ciziho jazyka. V polozce Lecturas nalezneme sedmndct sérii,
které jsou zpracovany jako rozsifujici Cetba pro vSechny jazykové trovné o
vyznamnych osobnostech literatury a uméni (Grandes personajes) a hudby
(Perfiles Pop), zahrnuji také realie Spanélska a Latinské Ameriky (Marca
Espariia, Marca América Latina, El Camino de la estrellas) ¢i ptibéhy fiktivnich
postav (Lola Lago, detective; Pepa Villa, taxista en Barcelona)...

Nakladatelstvi Edelsa (http://edelsa.es) se zabyva piedev§im vydavanim
del klasicke literatury, které jsou adaptovany pro jednotlivé jazykové urovné A-
C, oznaCené Cisly 1-3. Zaméfuje se na adaptace a origindlni dila pro déti a
dospivajici. Pro wuditele SpanélStiny jsou uziteCné predevS§im stranky
pojednavajici o Cetbé pro dospélé, kde figuruje celkem pét sérii zaméienych na
Grandes personas de la historia, Grandes titulos de la historia, Lecturas
clasicas graduales, Para que leas a Un paseo por la historia. Pozastavime se u
fady nazvané Odstupniovand cetba klasiki. Zde jsou uspotradany texty, které
obsahuji zivotopis autora, adaptovany text a vybrané ukazky z originalu, dilnu
Cteni a psani (prakticka cviceni), slovnicek, odkazy na virtualni aulu a doplnujici
aktivity. Nejvice jsou zastoupena dila v kategorii A2 (Don Juan Tenorio, El
estudiante de Salamanca, El Lazarillo de Tormes, La Gitanilla a Sangre y
arena), dale v kategorii B1 (El cantar de mio Cid, La Celestina, La regenta, La
vida es suerio). V nejvys$si kategorii B2 je zastoupeno pouze dilo Don Quijote de
la Mancha.

Na strankach nakladatelstvi Edinumen (www.edinumen.es) lze nalézt
oddil nazvany Cetby ke cteni a poslechu (Lecturas para leer y escuchar), ktery
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je rozdelen do Sesti urovni (A1-C2). VSechny texty obsahuji pozndmky ke slovni
zasobé a didaktické ndméty pro jednotlivé faze prace s textem: piipravna faze
(pre-lectura), prace s textem (lectura), aktivity po Cteni (post-lectura). Vse je
vytvoieno v souladu s Kurikularnim planem Institutu Cervantes.

Ve vyctu uziteCnych odkazii nesmime opomenout strdnky Institutu
Cervantes (http://cvc.cervantes.es/aula/lecturas/). Zde jsou v sekci Cetby krok za
krokem (Lecturas paso a paso) umistény texty tfi urovni, které jsou rozdéleny na
aktivity pted Ctenim, pfi samotné praci s textem a na aktivity nasledujici po
¢teni. Obsahuji navic také informaci o dile a didaktickd doporuceni. Pokud se
budeme napft. zabyvat dilem Don Quijote de la Mancha, nalezneme zde navrh
aktivit s nazvem Quijote ve tridé (El Quijote en el aula), v nichz jsou cilené
prostfednictvim prace s textem propojeny kompetence kulturni, jazykova a
literarni. Je zde navrzeno celkem Sest lekci (pét kratkych fragmentii a kapitola
z prvni ¢asti romanu v pivodni neadaptované verzi).

Studie se pokusila poukazat na stale pretrvavajici dobovy fenomén
nesouladu teorie a praxe, ktery se dotyka vyuky cizich jazykt na naSich skolach
z hlediska ucelného zapojeni literarniho textu. Vnimame cizojazy¢ny text jako
neoddé¢litelnou, byt parcidlni soucast procesu osvojovani ciziho jazyka.
V daném procesu miiZze byt cizojazycna literatura nejen zajimavym prostiedkem
jazykové vyuky, ale také jejim cilem. Praci s literarnim textem bychom méli
do hodin ciziho jazyka zafazovat v pfiméfené mife, nebot’ tak vyuku obohatime
a zaktualizujeme. Dosud se nejCastéji pii praci s textem provadéla reprodukce
textu, coz nelze povazovat za dostacujici. Pokousejme se tedy zafazovat takové
aktivity, které budou kreativni a Zaky budou motivovat nejen ke komunikaci, ale
i k rozsiteni celkového piehledu o kultufe zemé, jejiz jazyk studuji, a zaroven je
vedme skrze text ke kritickému mysleni. Jiz J. A. Komensky ve spise
Linguarum methodicus novissima (Nejnovéjsi metoda jazyki) uvedl, ze pfi
studium jazykl ma byt na poc¢atku i na konci ¢etba autord.
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MEZINARODNI KONFERENCE O JAZYKOVE POLITICE
V EVROPSKE UNII

Ve dnech 28. - 29. 7. 2016 na Univerzité Konstantina Filozova v starobylé Nitie
prob&hla mezinarodni konference pod nazvem Perspectives of Language
Communication in the European Union. Setkani zhruba stovky pedagogi
zabyvajicich se metodikou vyucovani jinonarodnich jazykli z povéfeni ministra
zahrani¢nich véci Slovenské republiky Milana LajCiaka organizovala Fakulta
stredoeuropskych stadii UKF v Nitfe ve spolupraci s hlavnimi partnery ze
sttedni Evropy, mezi nimiZ nechybéli ani autofi téchto tadkd, zastupci
Pedagogické fakulty JihoGeské univerzity v Ceskych Budgjovicich. Slovenské
misto konani této akce, ktera méla charakter svétového kongresu a ktera
probéhla v rdmci 101. oficidlniho rokovani esperantistd v Nitfe, vyplynulo z
predsednictvi Slovenské republiky v Evropské unii.

Tematické zaméfeni na menSinové unijni jazyky a zasady jazykové
komunikace z pohledu kulturni a ekonomické integrace urcilo charakter hlavnich
referattl, jednotlivych paneld i diskusnich kulatych stold. Ugastniky za
pofadatele pfivitala dékanka FSS Zofia Barcziové a prorektorka UKF Gabriela
Missikova, uvodni proslovy pronesli evropsky komisat V. P. Andiukaitis a
pfedseda Svétové asociace esperantisti M. Fettes. Dopoledni jednani prvniho
dne poté zahajily tfi plenarni referaty. Eva Polakova z Univerzity Mateje Bela z
Banské Bystrice shrnula institucionalni a publika¢ni slovenské aktivity v oblasti
vzdélavani cizich jazykt; celkové vyzdvihla zlepSujici se schopnost domaci
society komunikovat neslovanskymi jazyky. Ildiké Vanéo z FSS UKF
charakterizovala zasady evropského jazykového rezimu, ktery se fidi principy
rovnocennosti a podporuje mikrojazyky mensin. Séan O Riain z Ministerstva
zahrani¢i a obchodu Irské republiky konkretizoval na ptikladech vyuky
anglitiny moderni propedeutické zasady a techniky pfi zlepSovani jazykové
ptipravy. Po pfestavce rokovani pokracovalo panelovou diskusi na téma
konkrétnich dopadii jazykové politiky Unie na ekonomickou integritu a socialni
mobilitu jejich obcanti. Diskutujici se zaméfili pfedevS§im na idedlni a
spravedlivé nastaveni tohoto procesu v podminkach ptirozené mnohojazy¢nosti,
zda v konkurenénim prosttedi mezi tzv. velkymi a malymi jazyky muze
fungovat princip jazykové demokracie? Druha panelova diskuse se soustiedila
na zmapovani soucasného stavu a perspektiv védy o cizich jazycich v Evropské
unii. Jednani prvniho dne zakonCily paralelné probihajici kulaté stoly, které
prohloubily pfedchozi tematické panelové diskuse.

Druhy den konference pokracovala dalS§imi ohlasenymi diskusnimi
piispévky, které se zabyvaly metodikou vyuovani cizich jazyki z pohledu
jednotlivych pfistupti a metod. Lingvodidaktickd vystoupeni z oblasti jak
kognitivni jazykoveédy ¢i teoretické didaktiky cizich jazykl, tak z prakticky
orientované metodiky cizojazy¢ného vyuCovani, zduraznila zejména
systematické, ale nenasilné budovani komunika¢nich kompetenci, které v
globalizovaném prostfedi intenzivné reflektuji proces premény jazykového
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obrazu svéta. Pozornost byla vénovana i terminologickému odliSeni a
sémantickému zptfesnéni vychoziho (matetského) a cilového (nematefského)
jazyka na pozadi inherentniho stfetavani dvou jak geneticky piibuznych c¢i
typologicky odlisnych znakovych systémt, které ovlivituje mj. i komplementarni
vztah socialnich a komunika¢nich norem. Celkové se zde potvrdil dlouholety
trend ve vyuce cizich jazykl: pfechod od preference osvojeni a ovladani
gramatického systému k akcentu na komunika¢né-pragmatické orientace, které
umoznuji pouzivat osvojeny jazyk jako pracovni, tj. jako bézny dorozumivaci
prostiedek.

V zavéreCnych plendrnich referatech, které proslovili M. Gazzola z
Humboldtovy univerzity v Berling, I. Van¢o a Séan O Riain, zaznéla ve shrnujici
diskusi vedle didaktickych kontexti i hlubsi reflexe soucasného jazykového
prostfedi v Evropské unii po tzv. brexitu. Nekteti pfednasSejici (mj. i v internich
debatach) dospéli k zavéru, Ze vystoupeni Velké Britanie z Unie povede k
oslabeni angliCtiny jako svétového jazyka a zvysi komunika¢ni vyznam tzv.
malych, tieba i slovanskych jazyk. ProtoZe nitranska konference byla vazana na
svétovy kongres esperantistli, esperanto hralo na konferenci vyznamnou roli.
S poc¢tem mluvéich kolem dvou miliond piedstavuje jazykovou ,,silu“ malého
evropského jazyka, na druhou stranu je nutno pfipomenout demokratizacni
ulohu, kterou sehralo v dobé¢ totalitnich rezimi, predevSim v zemich byvalého
Sovétského svazu a jeho satelitl, jak zdlraznil ve svém uvodnim projevu
evropsky komisai Andriukaitis.

Na konferenci se tudiz logicky feSila otazka  narodnich versus
globalnich jazykii, moznosti vyuzivani esperanta v roli spole¢ného evropského
jazyka, tedy ,,lingua Franca.* Esperantisté vyzdvihovali demokraticky charakter
esperanta na rozdil od anglictiny, kterou povazuji za zdroj globalniho
imperialismu. Dalsi ucastnici konference ov§em poukazovali na vyrazné vyhody
pouzivani angli¢tiny jako globalniho jazyka. Jeji nespornou vyhodou je, Ze jde
na rozdil od esperanta o jazyk pfirozeny, ktery se samoziejmée rozsifil globalné
diky ekonomické sile anglicky mluvicich zemi, ale nebyl nikomu vnucen
vojenskou ani jinou silou a ktery nezvyhodiuje evropské mluvéi tak jako
esperanto, které stavi na romanskych zakladech. Je proto zfejmé, Ze bude tfeba i
relativizovat nazory o rychlém pfevzeti dominantni funkce anglictiny
esperantem jako umélym mezinarodnim jazykem, ktery funguje bez
ideologickych konotaci a vazeb ke konkrétnimu narodnimu spolecenstvi.
Namitka proti tomu ndzoru vychazela z argumentace, Ze v esperantu absentuje
psychologickd dimenze a individudlni lidskda identita. Nerodili mluvci si
uvédomuji, ze diky znalosti angli¢tiny mohou komunikovat po celém svété
s mluv€imi velmi vzdéalenych jazykd, se kterymi by jinak moZznost komunikovat
neméli. Je o€ividné, a to také bylo na konferenci zdiiraznéno, Ze anglictina
nemuze byt jedingym nastrojem komunikace mezi evropskymi narody, cilem
Rady Evropy je tzv. plurilingualismus, tedy mnohojazycnost, coZz nutné
neznamena znalost vice jazykll vedle sebe, ale spise schopnost vyuzivat svého
jazykového repertoaru k porozumeéni ¢i uéeni se dalSim jazykiim.
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Jak ukazuje Umberto Eco v Hleddni dokonalého jazyka (1993, Cesky
2001), Evropa se od nepaméti snazila o hledani dokonalého jazyka, nastroje
spravedlivé evropské komunikace. Tuto roli po dlouhou dobu hréla latina, ktera
ale uz podle Komenského jako mrtvy jazyk méla vyrazné nevyhody predev§im
Z hlediska uc€eni se cizim jazyklim, a to v tom smyslu, Ze se nedala osvojit
v pfirozeném prostiedi. Komensky navrhoval, aby se kazdy vzdélanec ucil
latin¢, ale soucasn¢ aby se ucil jazykim svych sousedl. Podle ného byla
dostadujici tzv. Gastecna, tedy pasivni znalost. Cech by na svého souseda Némce
mluvil ¢esky a Némec by mu odpovidal némecky. Kazdy by tedy ovladal jazyk
svého souseda pouze pasivné, coz by neznevyhodiiovala Zadného
z komunikacnich partnert. Dnes vidime, Ze jazykova politika Rady Evropy stoji
na podobnych zakladech, i kdyz vice zdlraziiuje uceni se minoritnim jazykdm.
Na konferenci bylo ukdzano, Ze cilem Rady Evropy je, aby se kazdy obc¢an ucil
dvéma jazykim jiz béhem zakladni Skolni dochazky s tim, Ze neni nutné, aby
ucici se nutné dosahl komunika¢ni kompetence v obou jazycich, cCastecna
schopnost pouzivat cizi jazyk je pfinosem. Znalost jednoho ciziho jazyka, tedy
anglictiny, pro efektivni jazykovou komunikaci v ramci Evropy nestaci. Prestoze
z konference byla patrna obava z pfiliSného imperialismu anglictiny, brexit,
tedy odchod Velké Britdnie z Evropské unie, mize tyto obavy zmirnit. Jakmile
Britanie odejde, nebude jiz angli¢tina jazykem jednoho z nejsilnéjsich ¢lend,
muze se vyuzivat jen jako nastroj komunikace mezi nerodilymi mluv¢imi a dal
se vyvijet jako tzv. mezinarodni jazyk.

Vzorné pfipravend konference, kde kriticnost a provokativnost
nekterych tezi otevirala zcela nové problémy, celkové potvrdila dulezitost
teoretického a praktického zkoumani metod a pfistupti ve vyuce cizich jazyk,
jejichz komunikacni osvojeni na pocatku 21. stoleti povede k hlubsi
ekonomické, socidlni a duchovni integraci unijnich narodu.

LUCIE BETAKOVA — MILOS ZELENKA

PAVLINA FLAJSAROVA: DIASPORA IN THE FICTION OF
ANDREA LEVY Olomouc: Univerzita Palackého v Olomouci, 2014. 298 s.

This epideictic study of a London-born, black female author of five novels as
well as essays and short fiction, focuses on the historical and contemporary lot
of Caribbean minority immigrants, their descendants and ancestors of the former
British slave colony, Jamaica, as reflected in fictional characters. At first sight,
the motif of the historical diaspora under study, from the “Windrush Generation”
(referencing the ship Empire Windrush arriving with 500 Caribbean immigrants
on board) to the present days, appears to echo many aspects of the great African
American migration from the rural, southern part of the United States to the
industrialized north in the 20th century, including the consequent process of
adjustment and culture shock most recently described in The Warmth of Other

59



Suns by Isabel Wilkerson. Pavlina Flaj$snarova provides ample background
information regarding Andrea Levy’s parents and Jamaicans with similar
backgrounds — arrival to Britain from the late 1940s to the 1960s — is provided
for the non-specialist. Sometimes the hardships of immigrants are misplaced, as
in this quote from Levy: “It was such a trauma and upheaval for my mum and
dad changing country, it took a tremendous amount of courage” (p. 168)
appearing as it does directly after FlajSnarova’s discussion of the trauma of
holocaust victims (p. 160). Echoes of the American experience directly appear
in this study, including citations from Toni Morrison’s work, the African
American experience expressed in W.E.B. DuBois’s notion of the “double
consciousness” (set within the context of Andrea Levy being a Briton as well as
Black), and a history of neglect regarding British black literature (both in its
scholarly reception as well as the dearth of publication opportunities).

Like most minority writers in the US, Levy is not keen on being
pigeonholed as a black writer and complains about publishers and scholars
consigning her work in various restrictive categories. FlajSnarova writes that
“black British literature becomes transnational as diverse continents, diverse
traditions, diverse literary habits and, last but not least, diverse historical
periods” (p. 40). Accordingly Andrea Levy insists she feels “very British” in her
essay entitled “This is my England,” echoing both the sentiments and title of the
African American novelist John A. Williams’ nonfiction book, This is My
Country Too, emphasizing shared values of the multicultural community.
Traditional British society is no longer homogeneous, and, given the
inclusiveness of her mixed ancestry, rooted as it is in the British empire, her
Britishness is utterly multicultural (rather than the limited sense of Britishness as
expressed in essays of the likes of, say, Roger Scruton or Peter Hitchens). As
Flaj$narova puts it, “Inevitably, the Caribbean-British culture is judged against
the dominant white British culture, which will serve as the matrix...” (p. 21).
Andrea Levy cites the yearning as an adult to know all her ancestors in Jamaica:
the English, Scottish, Jewish as well as her enslaved African ancestry, all of
which informs her fiction, and the reluctance of her parents to provide her with
any such information.

Flaj$narova’s chapter on Levy’s strongly autobiographical first novel,
Every Light in the House Burnin’ (1994), focuses on silence which is interpreted
as a manifestation of shame: immigrant parents do not talk about their country of
origin with their children; the father does not talk about his job which may have
been much lower than his qualifications called for; finally, no one knows much
about the family name or the uncle (identical twin of the father). Flajsnarova
shows multiple meanings of the novel’s title: electricity goes out when the
family has important visitors, and the lights are on in the house connected with
the electricity bill, in conflict with the father’s thrift.  Racism and
“pigmentocracy” include the children’s experiences from racism in church to the
mother’s light skin resulting in her not being served in Jamaican shops. The
diaspora theme in this novel also involves Andrea Levy’s Jewish roots and the
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surprisingly large Jewish community in the Caribbean which Flaj$narova
successfully delves into.

The second novel, Never Far from Nowhere (1996), published when
Levy turned forty years of age, shows complexity in narrative strategy.
Flaj$narova notes the racial mixing and pigmentation along with class strategy
among Jamaican immigrants whereby whiter is equated with higher class. The
task of Levy’s mother character is to assimilate into British society. Children and
grandchildren are quicker in perceiving the barriers while the “white is right”
ideology is not only accepted but even promoted by the immigrant generation.
Among the second and third generation, “[w]hether or not the Black characters
find the identity issue pressing depends largely on the shade of blackness on
their skin” (p. 91). Two daughters have different shades and one may pass as an
Italian. Similar to African Americans visiting Africa, the mother warns her naive
daughters that they would not be welcomed in Jamaica. The adjustment to the
thoroughly British notion of class through home residency type is highlighted as
well.

The next novel by Levy, The Fruit of the Lemon (1999), presents in a
linear narrative the discovery of a young woman protagonist’s heritage upon
visiting the land of her ancestry, Jamaica. “Faith Jackson” is teased by white
classmates in Britain about her Jamaican background although up to that point
she had never identified herself with Jamaica at all. Flaj$narovd momentarily
applies Edward Said’s contrapuntal notions he acquired from Glenn Gould’s
writings and renderings of Bach into the interpretation of Faith Jackson’s
recovery of a repressed Jamaican, Scottish and U.S.-American family tree (p.
111). The return to her Jamaican family roots and experiences there invites
comparison with the Jamaican-born novelist Claude McKay, particularly his
1933 novel Banana Bottom where the female protagonist “Bita Plant” returns to
Jamaica after an English school education, confronting the “civilized” English
life with Jamaican folk culture.

Small Island (2004), the most celebrated Levy novel to date, won two
prizes (the Whitbread Book of the Year and the Orange Prize for fiction) and
sold over a million copies worldwide and was adapted by the BBC as a film in
2009. After reviewing the reception of her novel, Levy’s complex narrative
structure and time frames as well as the symbolic meanings of place and
character names are analyzed. The tepid analysis sometimes overemphasizes the
hardships of racism suffered by the Jamaican immigrants and bigotry of white
characters in the novel. For example, Bernard Bligh’s silence in regard to his
wife Queenie delivering a black baby is interpreted by FlajSnarova as absent of
any emotions (pp. 222-3). Yet Bernard tries to dissuade Queenie from putting
Baby Michael up for adoption. Near the end of the novel, Bernard’s nonracist
view is unmistakably demonstrated when Queenie is sleeping with the baby and
Bernard keeps the baby from crying:
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I put my hand down. Held it gently to his stomach... I rubbed it
a little and his expression changed... happy to have me there.
His tongue tasting his lips, Gave him my little finger to hold.
He grabbed it tight. Tiny black fingers wrapping around.
Sound grip. Then quite a pull to get it to his open mouth. Was
soon sucking on my finger... he sucked it like it was nectar.
Quite content. Actually, he was a dear little thing. (Small
Island, 421-2.)

Clearly, Andrea Levy clearly does not stereotypically portray every
British white male confronting people of color as racist. In The Long Song
(2010), a neo-slave narrative, the experience of life on a Jamaican slave sugar
plantation over three generations was written to convey “the past in order to
show phases of British Colonial History that have often been neglected but that
have vaguely been present in the common consciousness” (p. 249). Avoiding the
sentimentality of the 19th century to show slaves with “agency” as Flajsnarova
argues, Levy still shows the main protagonist first named “July” as a pawn of
events she herself largely does not control. In common with British colonial
practice and unlike the United States’ “one drop” rule, as a “mulatto” July holds
more privileges which “enable her to relate to the white man’s world” (p. 257).
After slavery is abolished in 1833, slaves become servants, yet racial and class
inferiority remains the order of Jamaican society in Levy’s neo-slave narrative.

Given the great attention paid to the class and racial identity themes in
the novels rather than the diaspora theory, some chapters, particularly the one
dedicated to Never Far from Nowhere, makes one wonder if this monograph’s
title may have been misnamed. Nevertheless, this well-written and nicely
structured study offers a truly excellent introduction to a significant
contemporary British novelist. There is little regard in this analysis to gender
studies, and the role of male-minority versus female-minority experience in the
process of assimilation is a major concern in critical approaches to literature so
Diaspora in the Fiction of Andrea Levy may well serve as a springboard for
future study in this as well as other areas of interest.

Levy, Andrea (2004) Small Island. London, Review/Headline Books.
Thackeray, William Makepeace (1963): Vanity Fair: A Novel Without a Hero.
Boston: Houghton Mifflin.
Wilkerson, Isabel (2010) The Warmth of Other Suns: The Epic Story of
America’s Great Migration. New York: Random House.
Williams, John A. (1965) This Is My Country Too. New York: New American
Library.

CHRISTOPHER E. KOY
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BINTEROVA, H. - HASEK, R. - KARVANKOVA, P. - PECH, P. -
PETRASKOVA, V.: KLICOVE KOMPETENCE
A MEZIPREDMETOVE VZTAHY.
Ceské Budéjovice: Jihoceska univerzita, 2016, 147s.

Kli¢ové kompetence jsou pod zastitou Evropské unie definovany jako
pfenosny a univerzalné pouzitelny soubor védomosti, dovednosti a postojt, které
potiebuje kazdy jedinec pro své osobni naplnéni a rozvoj, pro zapojeni do
spoleCnosti a uspéSnou zaméstnatelnost.! Osvojeni jejich zaklada by meélo
probéhnout vramci povinné Skolni dochazky. Vyznamnou pomickou pfi
zavadeéni netradi¢nich vzd€lavacich metod podporujicich rozvoj kli¢ovych
kompetenci zakii ve Skole mohou byt piiklady praktickych uloh a vyukovych
aktivit, které jsou uvedeny v této publikaci. Klicové kompetence maji
nepfedmétovy charakter a lze je rozvijet pii vyuce rizného obsahu uciva
prostfednictvim vhodnych metod a forem vyuky (napf. socidlni, personalni i
komunikativni kompetence 74kl zafazenim tymové prace, kooperativniho uceni,
nacviku  komunikace apod.).Pfestoze nejde jednoznatné  pfifazovat
k jednotlivym klicovym kompetencim piislusné metody a formy prace, lze na
uvedenych piikladech posoudit vyznam konkrétnich vyucovacich metod i
moznosti organizace vyuky pro rozvoj ruznych kli¢ovych kompetenci. I
dasledna aplikace metody projektového vyucovani ve vyuce, kterd je casto
uvadéna v souvislostech s koncepci ¢innostné orientovaného uceni, je jedna
Z moznosti, jak ve vyuce rozvijet klicové kompetence zaki.

Publikace Klicové kompetence a mezipFedmétové vztahy je uréena
ucitelim zéakladnich a stfednich $kol i studentim uditelstvi, predevsim
dvoupfedmétovych kombinaci. Dany materidl lze podle autorG vyuzit ve
vzdélavacich oblastech Matematika a jeji aplikace, Clovék a jeho svét i
Informacni a komunikacni technologie nebo v prifezovych tématech Vychova
demokratického obcana ¢ Vychova k mysleni v evropskych globadlnich
souvislostech.

Kolektivni monografie je svym teoretickymi a metodologickymi
vychodisky propojena s praktickymi vystupy studentskych vyzkumt a
publikacni praxe. Je usporadana prakticky a pfehledné: ¢leni se do tii hlavnich
celkd, jejichz obsah je sjednocen pojmy integrovana vyuka a mezipfedmétové
vztahy. V teoreticky pojatych uvodnich kapitolach — Klicové kompetence,
Mezipredmétové vztahy, Motivace k uceni, Kooperativni uceni, Hra ve vuce a
Projektové vyucovani — nalezneme podrobnou charakteristiku a typologické
rozdéleni vzdélavacich metod.

Autofi zde upozorniuji na nutnost neoddélovat kompetence od obsahu
uciva pii formulovani a realizaci cili vyuCovani na vSech stupnich Skolniho

! European Comission: Second Report on the activities of the Working on Basic Skills,
Foreign Language Teaching and Entrepreneurship. 2003.
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vyucovani. Vhodnym piedmétem k rozvijeni kritického mysleni zakl, osvojeni
si spravnych strategii i feSeni problémtl, je matematika a zemépis, ktery,
vzhledem ke své multidisciplinarité, nabira uzkou vazbu a propojeni na ostatni
predméty, na vSechna prifezova témata RVP. Metodickou i odbornou podporu
nabizi Metodicky portdl RVP, ktery je platformou pro sdileni autentickych
materialil, zkusenosti z vyuky a nazori uciteli a odbornikt ve vzdélavani (s. 13).
Integrované uceni s maximalnim vyuZzitim mezipfedmétovych vazeb odrazi
dnesni globalizovany pohled na svét (s. 17). SouCasna kurikula umoznuji
integraci vyucovanych piedméti a jsou rozvijeny i nové postupy, které
podnécuji aktivnéjsi ulohu zdka ve vzdélavacim procesu. Uzivd se mnoho
organizacnich forem a metod prace, pii nichz jsou uplatnény rizné vyukové
strategie s cilem podnécovat kritické mysleni zaku, rozvijet jejich kreativitu a
zvySovat motivaci. Jako pfiklad vhodné motivace i vyuziti principti a
instrumentalni funkce hry je uvedena integrace hry geocaching do praktické
terénni vyuky zemépisu (s. 31). Jak uvadi autofi, ve vétSin€é evropskych
programi chybi integrace interkulturnich souvislosti (s. 18), ucitelé se malo
vénuji vyuce zacilené na evropské dimenze, vétSinou se ve Skolach vyucuje
pouze narodni kultura a zcela jisté bude nutné posilit vyuku k demokratickému a
kritickému obcanstvi.

Opodstatnénym piredpokladem vzniku publikace se staly vysledky
vyzkumného Setfeni (s. 44) v kontextu integrované vyuky na zakladni Skole.
Vyzkum byl zaméfeny na realizaci mezipfedmétovych vazeb vzd€lavacich
oblasti Matematika a jeji aplikace a Clovék a jeho svét, s respektem ke klicovym
kompetencim, definovanym v RVP ZV. Svoji roli v této souvislosti sehrava i
projektova vyuka, kterd muze prispét k osvojeni si znalosti a dovednosti
v oblasti finan¢ni gramotnosti, a to v kontextu integrované vyuky. Vyuziti
projektové metody ve vyuCovani (s. 38) umozni uciteli rozvijet Zakovy
dovednosti vyssiho fadu, napf. tvofivost, analyzu, syntézu i seberealizaci;
procvicuji si schopnost fesit problémové situace bézného zivota, samostatnost,
moralni dovednosti i socialni stranku. Posledni ¢ast publikace tvofi kapitola
Priklady praktickych uloh a vyukovych aktivit rozvijejicich mezipredmétové
vztahy, kde jsou uvedeny piiklady aktivit, které demonstruji zptisoby vedeni
zakl cestou k badani a k rozvoji klicovych kompetenci zakti v edukacni praxi.

Piedlozenych vyukovych aktivit je v publikaci zafazeno sedm - Jak
mérit plochy vmape? Chata a ndkupni stredisko;, Geometrie kolem nds;
Vytycovani pravého uhlu;, Nechte se ozarit! Novodoba Atlantida; Niciva zbran
oceanu - vznikly vétSinou jako praktické vystupy studentskych diplomovych
praci realizovanych na katedie matematiky a geografie Pedagogické fakulty
JihoGeské univerzity v Ceskych Budgjovicich v mezidobi 2011-2015. Kazda
vyukova aktivita byla zaméfena na rozvoj klicovych kompetenci a
mezipfedmétovych vazeb vzdélavacich oborti matematika a zemépis, s velkym
piesahem do dalSich pfedmétd jako je napt. fyzika, déjepis, ob¢anska vychova,
ptirodopis aj. Jednotlivé aktivity obsahuji dulezit¢ zakladni informace: cil
aktivity, predpokladané znalosti, rozvoj kli¢ovych kompetenci, doporuceny veék
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zaka a Casovou dotaci, tematické zafazeni aktivity, navdzanost na RVP ZV
(vzdélavaci oblast, vzdélavaci obor, ocekdvané vystupy zdka) a nasleduji
pracovni listy, jeZ obsahuji materidl, ukoly i prostor pro feSeni a metodicky
komentat k feSenému ptikladu/tloze. Pro ucitele by mély tyto priklady aktivit
slouzit jako vzor k vytvoreni vlastnich postupti ve vyuce.

Publikace se jist¢ stane svymi teoretickymi, metodologickymi a
vyzkumnymi vychodisky piinosem a inspiraci pro dalsi rozvoj vzdélavacich
metod a mezipfedmétovych vztahli a podporou pro rozvoj integrované vyuky a
projektového vyucovani.

IVANA SIMKOVA

LICKO, R.: FROM HOLBEIN TO HOCKNEY. BRITISH
SOCIETY IN PAINTING FOR STUDENTS OF ENGLISH AS A
FOREIGN LANGUAGE
Banska Bystrica, Vydavatel’stvo UMB v Banskej Bystrici Belianum
2015, 90 p.

Roman Lic¢ko has designed this teaching material with the aim to
complement the textbook he uses regularly in the course on British society
(Graham-Dixon, A.: A History of British Art). Based on his teaching experience
he wrote a collection of exercises and tasks relevant to Slovak students of
English as a foreign language at the tertiary level. The author calls these
materials a task book, but in our opinion it is much more than that.

The main aim of the teaching/learning material is to expand their
knowledge of British society and culture and raise students’ cultural awareness
in general. The tasks and exercises are designed to develop all three components
of the particular course content: art, history and language.

The basic assumption of the author is that art is the “mirror of human
societies and cannot be separated from its historical context® (p. 4). Therefore,
the content topics are arranged and studied from the historical perspective of
British painting. This should help students align the newly acquired knowledge
of artistic developments with that of British history. The chosen topics illustrate
the status of art in history and introduce the representatives of different genres in
historical context. These range from Holbein the Younger through Anthony Van
Dyck, William Hogarth, Thomas Gainsborough, John Constable and J. M. W.
Turner to Stanley Spencer and David Hockney of the late 20th century.

Methodologically, the book consists of four main parts. The first of these,
Note for students of the course, gives advice on how to study in the course and
work with the book. An inseparable part of the course is the course website
created by the author, and direct access to the Internet. Course requirements,
written assignments and assessment procedures are clearly explained here to
facilitate students” learning process.
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The second part, Seminar activities week by week, is the main body of the
coursebook. Every topic (lesson) states the seminar learning objectives and pre-
seminar preparations. The In-class activities consist of exercises and tasks that
develop the language knowledge and skills (discussion, argumentation,
interpretation, narration, academic and creative writing) through the analysis of
individual paintings and relationship of the themes to the historical background.
All units are organized in a standard fashion allowing students good orientation
and progress check. In my opinion, the average Slovak university textbook
would make this part the real main body (teaching-learning material) and
nothing else would follow. Not in this case. R. Licko uses his knowledge of
teaching methodology, and therefore two other parts are added. The third part,
Key concepts and vocabulary, contains conceptual ideas about the painter, his
paintings and the historical background, as well as a list of specific vocabulary
referring to the description of individual paintings. This part is very supportive
to students as it can help them fulfil the assignments from the tasks section. They
have a register for choosing how to express their thoughts, attitudes and
emotions, and how to improve their English language competence. From the
pedagogic point of view the integration of this part can be considered most
valuable because it facilitates the students’ learning and language acquisition
process. Similarly motivating is the fourth part, Appendices, which includes: a)
Answer key to exercises (e.g. gap-filling), b) Written assignments (with
guidance on how to write the required essays, what to consider, what not to omit,
how to set it into historical perspective, etc.) and c) Study guide (for checking
progress), as well as a List of digital reproductions and their URLSs.

Even though this coursebook is designed for a very specific course content
and particular target group, it may be used by other schools for students in
humanities. The coursebook is a good example of the integration of all four main
language skills, as well as translation skills. It is designed for two categories of
students: those who study to become teachers of English and those who are
trained to be translators and interpreters. The extensive vocabulary bank is of
great importance, not only for the latter category. Moreover, | believe that it can
inspire other teachers and textbook authors because of its well-designed
structure and didactic approach.

The content and the structure of the coursebook show the pedagogic
expertise of the author. He knows that stimulating content contributes to
effective language learning and it must have been his greatest desire to publish
the book in colour. The grant from the university project (Innovation steps for
the need of higher education in 21% century, ITMS 26110230109, co-funded by
the EU) provided finances to publish the book which will be a pleasure to study
from. A work of art in itself!

ANNA ZELENKOVA
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