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Eloszo

A Budapesti Corvinus Egyetem Idegen Nyelvi Oktaté- és Kutatokdzpontja 2022. decemberében AKTUALIS
KIHIVASOK A SZAK/NYELVOKTATASBAN - A MODSZERTANI MEGUJULAS LEHETOSEGEI cimmel tudo-
manyos konferenciat rendezett, amely lehetGséget biztositott a fels6oktatisban és a felnéttképzésben dolgo-
z6 oktatok, kutatdk és doktorandusz hallgatok szakmai k6zonség el6tti bemutatkozasara. 1dGszakos online
tanulmanykotetiinkben 25 tudomanyos irdst adunk kozre, egy plendris el6adas, valamit az angol, francia,
magyar mint idegen nyelv, német, olasz és orosz szekciéban elhangzott 24 el6adas irott valtozatat.

A konferencia kozponti témdja a szak/nyelvoktatds elméleti és gyakorlati kérdéseire, mddszertani fej-
lesztési lehetGségeire irdnyult, amely szandékunk szerint kell6en szélesre nyitotta a szakmai horizontot, és
forumot teremtett a kutatdsi eredmények és a gyakorlati tapasztalatok kozkinccsé tételére, valamint a jo
gyakorlatok megosztasara.

Az utdbbi évek kihivasai a nyelvoktatdsban is robbandsszerti fejlédést eredményeztek az online platfor-
mok hasznélatiban, a digitélis tartalomfejlesztésben és a hozzdjuk kapcsol6dé médszertani megolddsok al-
kalmazdsiaban. Komplexebbé tették a nyelvoktatds és nyelvtanulis feltételrendszerét, dtalakitottak a tanuldsi
kornyezetet, melyben a hagyomanyos és az j, innovativ modszerek és technikak ért6 osszehangoldsa és
az el6nyok mentén val6 kihasznaldsa kihivasokat, ugyanakkor szakmai fejlédést, megujuldsi lehetGséget is
kinal.

Az egyetemek nemzetkoziesitési stratégidgjanak fényében kiemelked6 helyet tolt be a Stipendium Hun-
garicum és a Diaszpora 0sztondijas hallgatok kotelezd magyar nyelv és kultira képzése, amely erdsiti a mas
népek kulttraja iranti fogékonysagot, érzékenységet, hangsilyozza az interkulturdlis kommunikacié fon-
tossagat, ugyanakkor jelentGsen emeli a szakma presztizsét is, igy az e téren elért fejlédés széles szakmai
kozonség érdekl8désére tartott szamot.

A tobbnyelvii kotetben els6ként szerepld irds a szerz6 plendris eladdsiban felvetett aktudlis probléma-
kort, az innovacio és a nyelvtanitas hatékonysiaginak kérdését helyezi a vizsgilat fokuszdba, felvezetve az ak-
tudlis és izgalmas nyelvészeti és oktatdsmodszertani témakhoz kapcsol6do irdsokat, melyek tanulmanyozasa
inspiraciot adhat a tovabbi kutatasokhoz.

K6szonjitk mindazoknak, akik munkdjukkal, timogatasukkal hozzajarultak konferencidnk sikeréhez és
kotetiink megjelenéséhez.

Budapest, 2023. mdrcius

Dr. Dobos Agota






Pelcz Katalin
Pécsi Tudomdnyegyetem, Altaldnos Orvostudomdnyi Kar, Nemzetkozi Oktatdsi Kézpont

MineKk is az innovacio?
Gondolatok a nyelvtanulas hatékonysaganak
novelésérol

Az alabbi cikkben az innovdcid sziikségességét és lehetdségeit vizsgdljuk a nyelvoktatds tertiletén. Megnézziik, nap-
jainkban milyen eredményeket tud felmutatni az X generdcid az idegen nyelvek haszndlata teriiletén, mennyi idét,
milyen hatékonyan téltiink és téltéttiink nyelvtanuldssal. Megvizsgdljuk, hogy milyen hagyomdnyokra épit a nyelvok-
tatds, s hogy milyen innovdciék mddositottdk a tanuldsi folyamatot az elmult évszdzadokban. Vdlaszt keresiink arra,
hogy milyen fejlesztések jarulhatnak hozzd napjainkban a megujuldshoz.

innovdcid, nyelvoktatdsi mddszerek és djitdsok, médszertani paradigmavdltdsok, haszndlatalapti
nyelvelmélet, modellalapti nyelvoktatds

Az innovicio, azaz a megujitas célja, hogy hatékonysigot noveljen, javitson az adott folyamaton. A legf6bb mo-
tivacié, hogy ugyanannyi raforditéssal jobb vagy tobb eredményt érjiink el. Mondhatnank - némi képzavarral
- hogy az innovacio veliink mozgd, dlland6 folyamat: mindig vannak szakemberek, akik torekednek az Gjitasra.

Az innovacié folyamatainak vizsgalata sok tudomanyag kedvelt teriilete (vgl. VUkOSZAVLYEV / POLERECZ-
K1 / KovAcs 2019). A nyelvtanulds és nyelvtanitds innovativ folyamatait szemlélve is elmondhatjuk, hogy az
innovécié sziikségességének felmérése utan tipikusan kis 1éptékben indul el a meguijulds, mely akkor valhat
sikeressé, ha rendszert alkot és elterjed.

Egy nem reprezentativ kérd6ives vizsgdlat (PELCZ 2019) arra mutatott r4, hogy azok hasznéljadk megszerzett
nyelvtuddsukat, akik eljutnak legalabb a K6z6s Eurdpai Referenciakeret leirdsa szerinti Bi-es nyelvi szintre,
ami az 6nallé nyelvhaszndlati szintet jelenti. Hinyan jutunk el az 6nallé nyelvi szintig? Mennyi id6t fordi-
tunk nyelvtanuldsra? Milyen oktatdsi formdban tanuljuk a nyelveket? A vizsgélat néhany eredménye ravila-
githat a valaszokra.

1.1 Mennyi id6t szanunk a nyelvtanulasra? Milyen tanuldsszervezési keretek kozott toltjiik el
ezt az id6t? Hanyan haszndljak a tanult nyelveket? Milyen nyelvi szintet értek el a kérd6iv
kitolt6i?

Mennyi id6t szanunk a nyelvtanuldsra? Erre a kérdésre a valaszadok 1,55%-a mondta, hogy heti egy 6ranal
nem tanul tobbet idegen nyelvet. A kitolt6k tobb mint fele heti négy (30%) vagy heti két (23%) kontaktordban
tanulta az idegen nyelvet, a tobbi valaszol6 pedig ennél tobb id6t szdnt a nyelvtanuldsra. Ezt egészitette ki -
jO esetben - az otthoni 6ndll6 tanulds.


mailto:pelcz.kata%40pte.hu?subject=

Nyelvtanulasi formakbdl a legszélesebb a valaszték: a kozoktatasban eltoltott szamos év nyelvtanuldsat
kovetSen tanulhatunk nyelviskoldkban, csoportos forméban, egyénileg vagy éppen 6ndll6an is. Magintandr-
ként is legnagyobb szamban nyelvtanarok tanitjak a fiatalabbakat és az idGsebbeket. Azt bizonyosan allit-
hatjuk, hogy sok-sok 6rat toltiink el nyelvtanuldssal az életiink soran: kotelezd jelleggel osztalytermekben,
vagy szabadon vilasztott formdban, s6t, még a szabadidénkben is gyakran valasztjuk ezt a tevékenységet.
E kérd6ives felmérés alapjan Magyarorszdgon az X generacid atlagosan évi 160 kontaktorat (ezen feliil sza-
molandoé az otthoni késziilés ideje), mintegy 15-18 éven keresztiil tolt nyelvtanuldssal.

Nem meglep6 eredmény, hogy az angol nyelvet hasznalja a legtobb teriileten és a legmagasabb szinten
a valaszadok kozel 70%-a. De a kérdSiv eredményeibdl az is kidertiil, hogy a vilaszadék magas szdzalékban
nem haszndljik a tanult nyelveket. Az alibbi dbrdn az 1. nyelv a vilaszado leger8sebb nyelvét jelenti, amit

a valaszaddk altal gyengébbnek itélt nyelvek kovetnek.

Hanyan nem hasznaljak jelenleg a tanult nyelvet?
60%
50%
40%
30%
20%

0% I
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1. dbra. Nyelvtanulasi és nyelvhasznalati 6sszehasonlitas

A valaszadok sszesen 62%-a tekintette magat ,A”, azaz alapszintii nyelvhasznalénak, 28%-uk gondolta
ugy, hogy ,B”, azaz 6ndll6 nyelvi szinten tudja azt adott idegen nyelvet hasznélni, s 10 % vélte magardl, hogy
elérte a ,,C”, azaz fels6foku nyelvi szintet. Ez azt jelenti, hogy az 6sszes nyelvtanuld 38%-4nak valik hasznara
a megszerzett nyelvismeret.

Osszevetve a nyelvhaszndlatot és a nyelvi szinteket, egyértelmtien kideriil, hogy van korrelacié az ,A”
nyelvi szint(i nyelvtudas, és a nyelvhasznalat teljes hidnya kozott: az egyezés 80% folotti. Igy bebizonyoso-
dott, hogy azok fogjk a nyelvtudasukat kamatoztatni, akik elérik legalibb a ,B” nyelvi szintet. Fontos, hogy
ezen tényt nyelvtanuléként és nyelvtanarként is tudatositsuk.

1.2 Kovetkeztetés

Az innovici6 iranyét és céljat befolydsolja annak ismerete, ha vilagosan latjuk, hogy mennyi id6 alatt, milyen
szint(i nyelvtudast szereznek meg dltaldban a nyelvtanuldk, s ezt a nyelvtudast hol és hogyan tudjak kamatoztatni.

Ha a fenti 6raszamokkal gyors szamitast végziink, azt a megddbbentd adatot kapjuk, hogy sszesen koriilbeliil
4800 orat toltiink 30-40 éves korunkig nyelvtanuldssal. Még ha a végeredményt nem vessziik pontos adatnak
(hiszen nem is az), figyelmeztetésnek kiviloan megfelel, hiszen ez rengeteg id6. Ha pedig vetiink egy pillantast a
Ko6z6s Eurdpai Referenciakeret nyelvi szintjeinek elsajatitasidhoz sziikséges idGegységekre, akkor azt latjuk, hogy
a Ba-es nyelvi szint eléréséhez kb. 800 dra sziikséges. Tehat, ha hatékonyan tanultak volna az X generacié tagjai,
akkor 6 nyelven kellene beszélni mindenkinek B1/Ba2-es szinten. Ennek ismeretében hatarozottan kijelenthetjiik,
hogy sziikségiink van a nyelvoktatds teriiletén az innovaciora; az eredmény ravilagit arra, hogy a nyelvtanuldsi
folyamat hatékonysagat biztosan novelni kell, hogy javitsunk a befektetett energia és az elért eredmény aranyain.

Sokan - nyelvtanarok és nyelvtanulok - megfogalmaztak azt, hogy nem eredményes a rendszer. Magyar-

orszagon apaink generacidja 12 éven 4t tanult oroszul, s kozben koszénni sem tudtak, nemhogy egy pohar
vizet kérni... Mégis van, amit magunkkal visziink nyelvtanuloként, majd nyelvtanarként is a nyelvérdinkrol.
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Mindenkiben él a 4800 tanéra rutinja, tapasztalata, ami mar nem tudatosan kezelt ismeret, hanem nyelvta-
nuldsi rutin, automatikusan miikodé készség. Ennek érdemes tudatiban lenni, hogy az innovacios torekvé-
sében meglassuk a hasznunkra valé gjitast.

A 20. szdzad elején megjelend idegennyelv oktatdsi mddszerek tjitdsai taldn éppen ezért nem okoztak rend-
szerszer( valtozast a nyelvoktatdsban, mert mély gyokerezik a grammatikaalapt tanits rutinja. Milyen is
a legrégebben veliink él6 mddszer? Vessiink egy pillantdst a nyelvtanuldsi hagyomanyainkra. Tobb szem-
pontbdl érdemes vizsgilddni ezen a teriileten; a 20. szdzadi mddszertani djitdsok el6tt is béven taldlunk na-
gyon izgalmas és modern gondolatokat, melyeket érdemben tudnink kamatoztatni napjainkban is, masrészt
pedig ravilagithatunk azokra a ber6gz6désekre, melyek gitoljak az innovacids folyamatokat.

2.1 Innovativ nyelvoktatasi gondolatok nyomdaban: Comenius és Vigneron

Ha nem kanyarodunk vissza az 6korig, akkor Comenius (1592-1670) neve t{inik ki el8szor a nyelvoktatas tor-
ténetének lapjairol, akinek a tananyagi, szemlélete kozel 400 évig meghatdrozta a nyelvtanitdst. Comenius
elvei és modszerei az évszazadok sordn sziinet nélkiil fejtették ki hatdsukat. Comeniusnak az volt a célja,
hogy ,olyan mddszert taldljon, amelyben a tandroknak kevesebbet kell tanitani és a tanuloknak tobbet tanul-
ni, mert akkor az iskoldban kevesebb lesz a felesleges gyotrelem és lairma, és tobb az el6rehaladds, amelynek
eredményeképpen majd a keresztény kozosségen a sotétség és széthizds helyett viligossig, nyugalom és
béke honol” (BARDOS 2005: 41). Mddszerének leirdsiban Gsszefoglalta a (nyelv)tanitds eredményességéhez
leginkabb sziikséges alapvetéseket. Ezek a szemléletesség, a rendszeresség, a kovetkezetesség, a természe-
tesség, az egyszertiség, a tudatossdg és a tananyag koncentrikus bévitésének elve. A rendszeresség alatt nem
a szisztematikus tanuldsi folyamatot értette, hanem a tananyag felépitésére vonatkoztatta, ahol az el6zmény
el6késziti az azt kdvetkez tananyagrészeket, tehit a tananyag egyes részei 0sszefiiggéek, egymdsra épiil6k.
Leirta, hogy a fogalmakat rendszeres szabalyokba kell szedni, melyek nemcsak a megértésben, hanem az
ismeretek hosszi tavii meg8rzésében is segitenek (BALASSA 1930:201-202). Az elsd 1épés a megértés, mivel
olyan ismeretet nem lehet megjegyezni és alkalmazni, amelyet nem ért a tanuld. A megismerés és megértés
hatékonysagat noveli, ha minél tobb érzékszervet kapcsolunk be a folyamatba. Ezt koveti a gyakorlas, melyet
addig kell folytatni, mig az utinzas nem lesz tokéletes. Mddszereiben felfedezhetjiik az 6kori és humanista
hagyomanyt, példaul Vives pedagdgiai felfogasat (KEr1 1993). Nyelvpedagdgiai szempontbdl meghatirozé
munkai a Didactica Magna (Nagy oktatdstan), a latin nyelvtanuldshoz haszndlt VIA konyvek (Vestibulum, la-
nua, Atrium), melyek hirom szintre osztjdk a nyelvtanulds anyagit. A legnagyobb hatdsd pedig az olvasis,
nyelvtanulds tankonyve, az enciklopédikus jelleg(i Orbis sensualium pictus (A ldthaté vildg képekben), mely
a témavalasztast és a feldolgozas mddjat tekintve is nagy hatdst gyakorolt a késGbbi nyelvkonyvekre. 1658-as
els6 niirnbergi megjelenésétdl 1967-es kiadasaig - szimos dtdolgozasban - to6bb mint haromszaz kiadasban
jelent meg, és 22 nyelvre forditottak le. A Sirospatakon Osszegzett dramai jatékai okdn 6t tekintjiik a nyelvi
jatékok meghonositéjanak és a dramatizald nyelvtanitas elindit6janak is (BARDOS 2005: 45).

A nyomtatdsban megjelent nyelvmesterek elterjedése a 17-18. szdzadra tehet§; errdl elsésorban a fran-
cia és az olasz nyelv tanuldsdanak dokumentumai tandskodnak. A latin grammatikai hatds természetesen
nem csupan a magyar grammatikai lefrasra és oktatdsra volt jellemz6, hanem valamennyi modern eurd-
pai nyelvnél megtaldlhat6 az 6ndllésodas fenn vazolt menete. Csak egyetlen példat megvillantva, a francia
udvar szolgilatiban tevékenykedett Jean Vigneron (1642-1708), aki Giovanni di Veneroni néven jelentette
meg nyelvmestereit, melyek szdmos atdolgozasban, valtozatban és kiaddsban 1678-tdl a 19. szdzad végéig az
olasz nyelv leglényegesebb nyelvoktat6 konyvei voltak; majd a 18. szdzad elejétdl tovabbi nyelvek oktatdsara
adaptaltik az 1678-ban megjelent Maitre italien, Grammaire, illetve a 1688-as Nouvelle Metode pour apprendre
la langue italienne avec grande facilité et en trés peu de tems cim(i miiveit. Veneroni elészavéban (1747) kifejti,
hogy nyelvkonyvét nemcsak a tanult emberek szdmadra irta, hanem azoknak is, akik nem értik a latint, ezért
a grammatikai szakszavak magyardzatit mar rogton itt, a bevezetésben megkezdi, majd a nyelvtani leiras-
ban - a morfolégidban és a szintaxisban -, ismét visszatér rd. Szabalyai rovidek, a kezd6 nyelvtanul$ szdmara
a legsziikségesebb elemeket tartalmazzak. Az olasz, francia és német nyelvtani jelenségeket kontrasztivi-
tasban firja le, helyenként érintve a szintaktikai kérdéseket is. A nyelvtani elemek bemutatésit példdk majd
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forditasi gyakorlatok kovetik. A latin nyelvtani kategéridkbdl indul ki, de amennyiben sziikségesnek itéli
(példaul névelSk esetében), eltér azoktol. A nyelvtan leirasat koveti a gyakorlati rész, mely tarsalgasi gyakor-
latokat, irodalmi szévegeket, levélmintdkat tartalmaz. A nyelvmestert tematikus szogy(ijtemény zarja.

2.2 Innovativ nyelvoktatdsi gondolatok nyomdaban: a 19. szazadi Magyarorszagon

Szilasy Janosnak, a szombathelyi papnevelde tandranak, ,a  keresztény erkolcs’, a’ lelki pasztorsig’’s nevelési tudo-
manyok” tanitéjanak, 1827-ben jelent meg Budan A’ Nevelés’ Tudomdnya cim(i munkdja, melynek elismerésekép-
pen a Tudds Tarsasag els6 tagjai kozé valasztotta. Ezt a miivet Mészaros Istvan a neveléstorténeti szakirodalom az
els6 magyar rendszeres neveléstani 6sszegzésének nevezi, mely els6 a nevelésrdl értekezd ismeretterjeszté miivek
soraban (MEszAROS 1977). Szilasy miivében kiilon szol a nyelvtanitasrol, igen érdekes, s késébb kiteljesed6 gondo-
latot fogalmazva meg. Kimondja az els6 nyelv és az idegen nyelv parhuzamossaganak elvét, szerinte a tanitds soran
ugy kell eljarni, ahogy az anya tanitja beszélni gyermekét. Lényeges a tiszta és pontos kiejtés — melynek fontossagat
Vilyi (1792) is hangstlyozza el3szavaban - és a redukalt pedagdgiai nyelvtan. A nyelvtanbdl csak a legsziikségeseb-
beket szabad bevonni az idegennyelv tanuldsdba, inkabb példdkra alapozva kell folynia a tanitdsnak. Egyforman
kell az iraskészség és a beszédkészség fejlesztésére figyelmet forditani. A tanitds anyagit illetSen az egyszer(ibbt6l
kell haladni a bonyolultabb felé, és ha a nyelvhaszndlati gyakorisigot vessziik figyelembe, akkor el6bb a minden-
napi, majd a ritkabb beszédmddokat kell elsajatitani (PETRICH 1937: 22).

A grammatika sz6 egészen a 18. szazadig magdt a latin nyelvet is jelenti. Kiillonos értéke éppen allandosa-
gaban, szabdlyszer(iségében volt keresendd. A kozépkori hagyomdny szerint a latin nyelv mesterséges alko-
tas, amelyet meg kell védeni a véltozastdl: véltozatlansdgat pedig szabalyrendszere biztositja. A rendszersze-
riiségben lattdk a latin és a vulgaris nyelvek kiilonbségét, tigy vélték, csak a latinra jellemzGek a grammatikai
szabalyok. Dantét idézve, vulgaris nyelvnek azt tekintjiik, amelyet minden szabaly nélkiil, dajkdnkat uta-
nozva sajatitunk el (BALAzs 1988:27). Ez a magyarazata annak, hogy els6 nyelvtanainknak miért legf6képpen
a magyar nyelv rendszerességét kell bebizonyitania.

A klasszikus nyelvoktaté modszer elméleti hitterét tehat az az elképzelés adta, hogy a latin nyelv mester-
séges képz6dmény, melynek kovetkeztében részekre szabhatd, és a szabalyok segitségével tjra konstrualha-
té. A szabdlyok memorizaldsa igy keriilhet a kozéppontba, melyet az olvasis és a forditds tdmogat.

Az 6kor és a kozépkor latintanitasi modszerei mindazonaltal nem voltak egysikuiak, taldlunk induktiv-szin-
tetikus, deduktiv-analitikus elemeket egyardnt (BALASSA 1930: 61-111). A szintetikus eljaras abbdl indul ki, hogy
a nyelv nem mads, mint szavak Osszetétele, amelyeket bizonyos szabdlyok szerint kell 6sszetenni. Ennélfogva
el6bb meg kell tanulni a szavakat és a szabélyokat, és ezek alapjan kell a mondatokat szerkeszteni. Az analitikus
eljaras viszont az irott szovegbdl indul ki, és azt mondja, hogy a tanulénak a szévegb6l, egy irodalmi alkotdsbdl,
elbeszélésbdl, leirasbol kiindulva kell megismerni az idegen nyelv szavait és szabalyait (Lux é.n.:19).

A pedagoégiai grammatikdk mddszertani elvek szerint szelektalnak, s a kivalasztas alapja funkcionalis;
anyelv alkalmazdsdnak veti ald az elméleti leirast.

»~Minekutdnna illy réviden megmagyarazta a’ Tanito els6 idében a’ Grammatikat, és a’ Tanitvany min-
denfele paradigmakat tokélletesen megtanult, azonnal az olvasdkonyv forditasdhoz kell kezdeni; és
egyszersmind a’ Grammatikdnak mdsodszori el6addsdahoz is hozza kell fogni. - Egyaltaljaban pedig
ugy kell a’ tanitdst intézni, hogy a Tanité a’ Grammatikai reguldk szdraz magyardzatival meg ne tinas-
sa a Tanuléval a nyelvtanulast” (MARTON 1816:7).

A nyelvmesterek, bar igazodnak az irodalmi nyelvhez, a beszélt koznyelvet veszik alapul. Ugyanakkor
a két nyelvhaszndlati m6d a korszakban kozel llt a korban egymashoz. Tobben - példaul Bél, Addmi, Marton
- ajanljék az anyanyelvi beszél6kkel folytatott tarsalgast, vagy csak a beszélgetés megfigyelését.

A nyelvtanulds kozéphaladénak nevezhetd fokatol elterjedt volt a torténelem- és foldrajztanulds soran
is alkalmazott mddszer, az anyag diktaldsa, sz6 szerinti megtanuldsa és visszamondatasa. A témak kozott -
a tanuldfiizetek és az olvasdkonyvek tanudsiga szerint — megtalljuk az orszagok, orszagrészek, térténelmi
események leirdsat, az uralkodok élettorténetét, jellemrajzat stb. (Davis; RINvoLUCRI 1988). Forrdsként pedig
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a korszak torténelmi és f6ldrajzi témdjii miiveinek a tanar altal 6sszedllitott roviditett valtozatai szolgaltak.
A jegyzetdiktalas és magoltatas ellen 1ép fel a masodik Ratio Educationis (18006), és kifejti, hogy a tanité elsé
kotelessége a didkok érdekl6désének felkeltése, a tantargy megszerettetése (FINACZY 1899).

A magyar nyelvet oktatd nyelvmesterek kiizdenek a mar akkor megszilardult sztereotipia ellen, mely
szerint a magyar nyelv megtanulhatatlan. Ugyanakkor hangsulyozzik, hogy id6- és energiaraforditas, szor-
galom és elkotelezettség nélkiil elképzelhetetlen a nyelvtanulds. A magyar nyelv nehézségeit a hangképzés
sajatossagaiban, az esetrendszerben, a kétféle igeragozasi modban, a birtokos szerkezetek eltéréseiben lat-
tak - s néhany kiegészitéssel - latjuk ma is. Kénnyen tanulhatdsidga melletti érvként pedig megtaldljuk az
irds és a kiejtés egyértelmii és konnyen kovethetd Osszefiiggéseit, a szabélyos szoképzést, a nyelvtani nemek
hidnyat, a fénévragozas egy fajtajat, a melléknév szimnév deklinicidjanak hidnyat. A magyar grammatika
vildgos rendszerezettségét az el6nyok és a hatranyok kozott is megtalaljuk, mert igaz, logikus a rendszer, de
sok szabdly elsajatitasat feltételezi.

A nyelvmesterek a legnagyobb eltérést az elméleti részt kovets, szabadabb mozgést biztosité praktikus-
nak nevezett kiegészits fejezetek teriiletén mutatjak. Ezek kozott taldlunk kiillonboz6 listakat, példaul az igei
vonzatokrdl, Magyarorszag varosairdl, a tipikus magyar személynevekrdél, a szimokrdl stb.; beszédpaneleket
- 4ltalidban tematikus elrendezésben; levélmintakat; dialogusokat; olvasékonyveket és szotarakat, melyek
lehetnek alfabetikusak, tematikusak, esetleg szdfaj-alapuak.

A nyelvtanok leggyakrabban é16 kozvetitd nyelv segitségével magyardzzak az elsajatitando ismereteket,
s a grammatikai hagyomanyokat tisztelve, de a funkciét szem el6tt tartva logikus rendszert tarnak a tanul6
elé. A kozvetits nyelv és a magyar nyelv dsszehasonlité szemlélete végigvonul a grammatikdkon. A szabalyo-
kat egyes esetekben kérd§szok, kérdés-felelet strukturdk segitségével kiilonitik el, és forditdsokon, példidkon
mutatjak be. A nyelvleirast szamos tablazat Osszegzi; az informativ tdblazatokhoz ,hasznalati utasitdst” is
mellékelnek a szerz6k. Pairhuzamos szerkezetek segitik a megértést, ez természetesen adodik a konyvek ide-
gen nyelvli magyarazo6 szovegébdl. A magyar nyelv oktatdsanak torténetében a nyelvi érintkezésnek azért
is van kiemelked§ szerepe, mert dontéen meghatirozzdk a tanulds menetét és a nyelvhaszndlatot is, mivel
a nyelvet a kozvetit§ nyelvvel 6sszehasonlitva mutatjik be, ugyanakkor a szovegmintikon, forditasi gyakor-
latokon megfigyelhetd a kdzvetits nyelvvel - elsésorban a némettel - vald nyelvi érintkezés hatasa is.

A nyelvmesterek és a mai értelemben vett nyelvtankonyvek kozotti legszembet{ingbb kiilonbség talan az,
hogy nem egyszerre, pAirhuzamosan tanitjak a nyelv formai megjelenéseit és alkalmazasi modjait. Persze el-
képzelhetetlen tobb éven 4t tarté grammatikai tanulds, melyhez nem térsul egyetlen kimondott, alkalmazott
mondat vagy szoveg, tehat valoszintileg ,csak” szerkesztési és metodikai problémarél van szo.

A 18-19. szdzadi nyelvfelfogds a nyelv fogalmat 6sszefoglalé jelleggel alkalmazza - hasonléan napjaink fel-
fogasiahoz - valamint felbukkan a beszéd, a szdlds, a kifejezés, a kiejtés, s6t a stilus terminusaként is (BENKS
1989:384). A nyelv tarsadalmi funkcidjit és szerepét nem kérddjelezik meg, betoltott feladatairdl gyakran
fordulnak el6 megjegyzések Herder, Adelung, Verseghy, Révai vagy Marton irdsaiban.

»A nyelvnek nincs olyan torvénykonyve, mely paragrafusokba szedve megéllapithatna, mit hogyan
kell mondani, s minden egyes felmeril§ esetben tdjékoztatna, hogy mi a helyes, mi a helytelen. Az é16
nyelv nem megallapodott rendszere a szabalyoknak, melyeket csak meg kell tanulni, hanem folyton
fejl6d6 szervezet, mely minden egyes beszél6 ajkian majdnem naprdl-napra véltozik. A nyelv nem is
1étezik 6ndalldan, hanem csakis benniink, a beszél6 egyénekben él és fejl6dik” (BaLASSA 1899:1).

A tudomadnyos- és a tankdnyv elkiilonitése nem elvards, mert a kor nyelvtanai nyelvtanitasi, s nem tu-
domanyos céllal irodtak. Nyomarkay Istvan kutatdsai nyoman elmondhat6, hogy a korszak felfogésa kifeje-
zetten kdrosnak itélte meg a tilzott elméleti magyarazatot, mivel az neheziti a gyakorlati nyelv hasznalatit.
A ,hasznélhat6 (vagy annak vélt) nyelvtanulds elérését tartottik a legfontosabbnak”, az érthetd beszélt nyelvi
és frasos kommunikacio elsajatitasat helyezték eldtérbe (NYOMARKAY 2002:13). A 18. szdzadig mar megjelent
tobb nyelvtankonyv és gyakorlati nyelvtan, s6t specidlis célcsoportoknak szant oktatdkonyv is; a 19. szdzad
mégis jelent8s paradigmavaltast hozott. A nyelv tudomanyos kutatdsi teriileteinek kijelolésével parhuzamo-
san a nyelvvel foglalkozé tudomdany és a nyelvoktatds kettévalasa, tudatos elkiilonitése is megfigyelhets. Mi
sem bizonyitja ezt jobban, mint Marton fenn idézett mtivének folytatdsiban olvashat6 dorgilé szavai, aki
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arra int, hogy kevesebb elmélet és még tobb gyakorlat jellemezze a nyelvtankdnyveket. Rdmutat arra, hogy
a nyelvmesterekre jellemz§ az, hogy teljességre torekedtek, és minden nyelvi jelenséget szabélyba foglaltak.
A konyvek igen nagy tényanyagot oleltek fel, altaliban megfigyelhetd, hogy a szerz6k maximalistak voltak, s
nem vették figyelembe a tanuldk befogaddképességét, s nem gondoltak a tanuldsra szant id6tartamra sem,
azaz terjedelmességiikkel veszélyeztették a tankonyv hatékonysagit és tanulhatdsagat.

Ekkor valik tudatossé a nyelvnek mint az emberek kozotti kommunikacid legfébb eszkozének a szerepe,
az a koriilmény tehdt, hogy a nyelv a ,tudomanyok” vehikuluma, ezért miivelésiik és terjesztésiik szempont-
jabol kulcspozicioban van. (Bird 1989:143).

A 18-19. szdzadi nyelvtanok tobbsége hiven 6rzi a gorog-rémai-humanista grammatikai hagyomanyt,
a nyelvtanokban behatdroltak a klasszikus latin hagyomdny altal nydjtott keretek, korlatok, s a nyelvtanirok
ezeket a kereteket toltotték fel a metanyelvi tartalommal. A hagyomdany koévetése nem jelent sem utdnzést,
sem az Onallésdg hidnyat. A nyelvmesterek, akik a hagyomdnyos gorog, latin nyelvtanok felfogdsara épite-
nek, egy olyan rendszerezés értékeit tartjik tiszteletben, amely hosszu1 id6n keresztiil, a nyelvi jelenségek
magyarazatira alakult ki, és eredményesen volt alkalmazhat6 a nyelvoktatds gyakorlatdban is.

Ha ennyi friss és innovativ tartalmat talalunk a nyelvoktatasi anyagokban, miért lehet az, hogy mégis tigy
gondoljuk, ezek az oktatasi tartalmak és technikdk nem voltak hatékonyak? Egyrészt azért, mert a cél volt
teljesen eltérd: ezek a grammatikdk nem a mindennapi kommunikaciot szerették volna elsésorban ered-
ményessé tenni, hanem egyrészt a grammatika rendszerét szerették volna prezentalni, masrészt a didkok
muveltségéhez, ismereteihez kivantak hozzdjarulni. Helyenként észrevesziink mai szemmel is lebilincseld
gondolatokat, de ezek az innovativ gondolatok, meglatdsok nem valtak rendszerré, s nem is terjedtek el.

Napjainkban is igaz, hogy sziikségiink van egy olyan moddszertani megkozelitésre, mely a mai igényekhez
és lehet8ségekhez igazodik, s mely beépiti azokat a tudomdnyos kutatdsi eredményeket, amelyek a haté-
konysagot novelik.

2.3 Innovativ nyelvoktatdsi gondolatok nyomaban: paradigmavdltas a 20. szazadban

A 19. szdzad végén és a 20. szdzad els6 felében megjelené modszertani innovaciok is a nyelvoktatds sok 1énye-
ges elemére irdnyitjak rd a figyelmet. A célnyelven val6 gondolkodds (direkt modszer), a szoveg kozéppontba
allitasa (olvastaté mddszer), a stresszmentes tanulds (szuggesztopédia), az utdnzas fontossiga, a négy alap-
készség szétvalasztisa (audiolingvalis modszer) vagy a kiejtés fékuszba kertilése és a mondatszint(i oktatds
(intenziv mddszer) ... s még sorolhatnank.

Valédi, rendszerszer(i paradigmavaltist azonban az 1960-as évek végétSl hoditd utjara induld, az 1970-es
években elterjed6 kommunikativ nyelvoktatasi mddszer hozott, mely azért tudott széles korben tjat hozni
és a nyelvoktatds minden szintjére hatdssal lenni, mert végbement és elterjed az a valtds, melynek kovetkez-
tében mar nem nyelvtanul6k intellektudlis fejlédése volt a cél, hanem elsGsorban az él6nyelvi kommunika-
cios funkciok keriiltek a kozéppontba. A kommunikativ mddszert egy nyelvész — szociolingvista és antro-
poldgus - alapozta meg. Dell Hymes (1972) azzal inditotta el az innovativ gondolatokat, hogy ramutatott:
vannak olyan haszndlati szabalyok, amelyek nélkiil a nyelvtani szabalyok nem nyernek értelmet. Ez a gondo-
lat termékeny talajra hullott, és szimos innovéaciét hozott magaval. Ebbdl a rendszert is alkot6 alapgondo-
latbdl taplalkozik, hogy a kommunikativ médszer az 1j nyelvi elemeket kontextusban tanitja, s az él6nyelvi
kommunikacids szituacidk keriilnek a fékuszba. Megjelenik a beszédpanelek oktatdsa, vizsgaljdk és oktatjak
a pragmatikai ismereteket. Ujra egybeér a négy nyelvi készség, integracijuk ismét a tanités elfogadott néze-
tévé valik. A tanulé keriil a kozéppontba. A moddszer igyekszik figyelembe venni a tanulé igényeit, s tovabb is
megy, felveti a tanuldk felel3sségének kérdését a nyelvtanuldsban (vgl. BARDOS, ]. 2005).

2.4 Innovativ nyelvoktatasi gondolatok nyomdban: a 21. szazad

A kommunikativ nyelvoktatdsi mddszer elterjedése és sikere a 20. szdzad végére, a 21. szdzad kezdetére
el6készitette a haszndlatalapd nyelvoktatdsi modellek innovécioja felé vezetd az utat. A lassi megujuldst
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tobb ponton is meg lehet figyelni. Egyrészt a nyelvoktatds teriiletén is hatott, hogy a hasznélatalapu nyel-
velméleti modellek elvetik azt a Chomsky munkdssigabol ered6 gondolatot (vgl. CHOMSKY 1957), misze-
rint a nyelvelsajatitds egy bels6, veliink sziiletett az in. univerzalis grammatikdra épit. A hasznalatalapu
nyelvfelfogds az él6nyelv megfigyelésén alapszik, és egy tobb tényez8bdl allé tanuldsi folyamat eredmé-
nyeként irja le az idegennyelv elsajatitasat (ELLis Hgg. 2016). Osszekapcsolja a nyelvtanulasi folyamatot a
nyelvhaszndlattal. A tanuldsi folyamat sordn pedig a gyakori taldlkozdsokra keriilnek el6térbe (DORNYEI
2009: 207).

A nyelvelmélet a nyelvhasznalat megfigyelésébdl indul ki, s ezen megfigyelések eredményeit teszi a
nyelvtanulas targyava. A nagy mennyiség(i autentikus nyelvi adat elemzése lesz a tanulas els6dleges for-
rdsa, ami a megfigyelést is a nyelvtanulasi folyamat fontos részévé teszi. Arra az 11j elméleti alapot nyujtd
megfigyelésre épitenek, hogy az egymastol id6ben és térben tdvoles§ beszél6k hasonld nyelvi elemeket
haszndlnak, amikor hasonl6 tartalmakat igyekeznek kifejezni (O’KEErrFE Hgg. 2007). Kiemelt szerepet
jatszik a nagy nyelvi anyag megfigyelése, elemzése. A nyelvoktatdsban azért is general tobb innovacids
torekvést ez a felfogds, mert az autentikus nyelvi anyag vizsgilata mellett arra is ravildgit, hogy a tanulasi
folyamat soran, tehat a nyelvoran is minden taldlkozas egy-egy nyelvi elem beépitését szolgalja. Mivel a
nyelvtanul6 kevesebb alkalommal hall vagy 1at ,kotelezGen elsajatitandd” elemeket - legyen az székapcso-
lat, nyelvtani jelenség, szemantikai és pragmatikai sajatossag -, a nyelvoktatdsi folyamat, a tananyag és
az oktaté feladata, hogy megfelel6en didaktizalt formaban tdrja ezen nyelvi elemeket a nyelvtanuldk elé
(Sz1TA 2021).

A szamitdgépes nyelvészet, a korpusznyelvészeti kutatasi eredmények kozvetleniil, és napjainkban meg-
lep6 gyorsasdggal hatnak a nyelvoktatds innovécids folyamataira. A hasznalatalapi elméletek a nyelvi ele-
mek jelentését és strukturajat is a haszndlathoz kotik. Gyakran épitenek a kognitiv nyelvészet eredményei-
re, ide tartoznak példaul a konstrukcios grammatikai modellekhez (TomASELLO 2003) vagy a formulaszerti
nyelvhasznalathoz (D6La 2018) kapcsol6dd innovaciok.

Egy lehetséges modszertani innovacio, mely a hasznélatalapti nyelvelméletekre épit, s a nyelvoktatds ha-
tékonysagat kivanja emelni, a modellalapti nyelvoktatas mddszertani rendszere. A mddszer a természetes
nyelvhasznalat megfigyelését és dtaddsat célozza. A nyelv hasznalata sordn nyelvi elemekkel valé talalkozas
rogzil, és az ismétlések altal valik automatikussa az alkalmazdsuk. A nagy nyelvi mintdkban a gyakran ismét-
16d6 elemek formaljak a nyelvrdl alkotott képet és a konkrét nyelvismeretet is.

A modellalapd nyelvoktatas arra épit, hogy a nyelvtanitds az ismeretatadds minden fizisidban - a kiejtés-
t6l a nyelvi elemek megértésén, rogzitésén at a szovegalkotdsig — olyan didaktizalt modelleket adjon a nyelv-
tanulék kezébe, melyek egyrészt a nagy mennyiség(i nyelvi adat elemzésébdl indulnak ki, s ezzel pAirhozamo-
san a diak aktudlis nyelvi szintjét kis mértékben meghaladjak. Igy biztositjék a természetes nyelvhasznalat
alkotdelemeivel val6 gyakori talalkozast, tigyelve arra, hogy a hasznalt nyelv mindig kontextusban forduljon
el6. A modellalapu nyelvoktatdsds modszere épit arra, hogy nyelvtudas nyelvhasznalatbdl ered, tehat akként
rendezi az oktatds menetét, hogy a didkok folyamatosan aktivan vegyenek részt az éran: el6térbe helyezi par-
munkat, a csoportos feladatokat, aktivan bevonjuk a tanitasi folyamatba a hanganyagok, didaktizalt videok
hasznélatat.

Fontosnak tartja, hogy vilagos nyelvtanitdsi célokat tiizziink ki didk és tandr elé, ahol mindenki szdmdra
vilagos a progresszio, a cél, és az oda vezetd 1t is. A nyelvtanitas soran célunk, hogy a tanuldt olyan kompe-
tens nyelvhasznal6va tegyiik, aki a kommunikacios folyamatokban idével az anyanyelvi beszélével egyenran-
gu partnerként vesz részt. A modellalapti nyelvoktatds modszertananak egyik alappillére, hogy a tankonyvi
szOvegeket, a nyelvtandr és az anyanyelvi beszél6k megnyilvanuldsait olyan nyelvi modellként értelmezi,
amely a tanul6t segiti abban, hogy ezt a célt elérje. A tananyag és a tanitds sordn megjelend irott és hangzé
szdvegek minden elemét ellendrzi, hogy megfelel-e annak az elvardsnak, hogy modellként szolgdljon. Igy
nem talalkozik a didk olyan mondatokkal, amelyek csak a nyelvkonyvekben fordulhatnak el8, de sok-sok
olyan szoveget sajatit el, amit az anyanyelvi beszél6k nyelvi produktumai alapoznak meg.

A modszer kidolgozoja Szita Szilvia és Pelcz Katalin, els6ként egy tananyagcsalddot irt a modellalapu

oktatds mddszertananak alkalmazdsaval magyar mint idegen nyelvet tanul6k szdmdra, jelenleg pedig a mod-
szer kézikonyvén dolgozik.
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Az oktatdsban, a nyelvoktatdsban is folyamatosan kell torekedniink az Gjitasra, hiszen a hatékonysig novelésére
napjainkban is nagy sziikség van. A nyelvoktatds torténetének vizsgilatakor megfigyelhettiik, hogy minden
id6ben jelennek meg olyan mddszertani megfigyelések, gondolatok, melyek kamatoztathatok a tanitasi gya-
korlatban, de az innovici6 akkor lesz sikeres, amennyiben hat a mddszartani gondolkoddas alapjaira is, ha a
fejlesztés rendszerszerii. Az innovativ folyamatok torténeti feltérképezése, a nyelvészeti hittér és a mddszertani
megoldasok fenti attekintése perspektiviba helyezi a nyelvoktatés teriiletén megfigyelt innovativ folyamato-
kat, s alapot ad a tovibbgondolashoz. Ravilagit arra, hogy a jelenlegi hasznalatalap nyelvelméletek és az ebb6l
megsziilet§ mddszertani megkozelitések miként jarulhatnak hozz4 a nyelvtanulds hatékonysigéhoz.
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A new Language Curriculum for a Diverse
Multicultural Society: the Case of Kenya

The 2017 Competence Based Curriculum was rolled out in Kenya to replace the 38-year-old 8-4-4 curriculum.
English is used as the language of instruction in the new curriculum. Some scholars arqgue that the new cur-
riculum was haphazardly implemented with glaring inconsistencies in content and pedagogical practices and
would deny children the rights of language and culture. This paper analyses the content of the English language
textbooks (grades 1-3), directly supplied by the Kenyan Ministry of Education. The objectives are to subject the
content of the textbooks to critical analysis in order to ascertain the contexts in which they are situated and to
identify the identities and ideologies they promote. The paper is guided by the principles of Critical Discourse
Analysis (CDA) and the Concentric Circle Model. The findings reveal that the thematic areas are arranged in a
spiral manner; the content mostly situated within the learners’ local culture promotes cultural diversity, child
rights, peace, and globalisation. The findings of this study would be useful to language educators, scholars, and
policy makers.

culture, curriculum, context, textbooks, ideology.

1.1 The 8-4-4 System

Prior to 2017, the Kenyan education system was called the 8-4-4 curriculum. In its structure, the learners
were to spend 8 years in primary, 4 years in secondary and the last four years in the university. English has
been the language of instruction in this system of education, while others are recognised as first languag-
es taught at the lower primary levels except Kiswahili, which is treated as one of the compulsory subjects
taught up to secondary level (Timammy and Oduor, 2016). Since its inception in 1985, the 8-4-4 curriculum
has been subjected to myriad criticisms by several scholars and stakeholders. Notably, it was argued that the
textbooks were more aimed at learners who were academically able and proficient in English, particularly
in urban areas; hence, they were said to disadvantage learners in rural areas. It was also noted that learners
were still illiterate even after obtaining the compulsory basic education of the secondary level (Glewwe et al.,
2009 and Tomlinson, 2008). Some of the challenges of the 8-4-4 language curriculum were partly attributed
to the problem of failing to situate the teaching and learning of English within the socio-cultural and histor-
ical contexts of learners and teachers (Sure, 2010). The criticisms of the 8-4-4 system led to the introduction
of the Competence Based Curriculum.

1.2 The Competence Based Curriculum
The Competence Based Curriculum (CBC) was designed and launched by the Ministry of Education of
Kenya in 2017 to fill the gaps identified in the 8-4-4 system. According to the Kenya Institute of Curricu-

lum Development (KICD, 2017), the curriculum has a structure of 2-6-6-3 (2 years at pre-primary, 6 years
at primary level, 6 years at secondary and 3 years at tertiary college/university). At the lower primary level
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(grades 1-3), the learners are expected to learn Literacy, Kiswahili Language Activities/Kenya Sign Lan-
guage for learners who are deaf, English Language Activities, Indigenous Language Activities among other
subjects/learning activities. The language of instruction in the pre-primary and lower primary level is
expected to be the language of the catchment area; the textbooks of other subjects/learning activities are,
however, published in English except for the indigenous and Kiswahili language activities. At the upper
primary level (from Grade 4) to the university level, English plays a key role as the language of instruction
in the curriculum in other subjects/learning areas except Kiswahili. The Competence Based Curriculum
is expected to promote communicative competence and talents, and to recognise individual differences
among the learners. It is also envisaged to promote a learner centred approach, which is considered a
complete paradigm shift from the 8-4-4 system (Kaviti, 2018).

1.3 The Language Situation in Kenya

The new curriculum finds itself in a very diverse multilingual society where according to Lewis et al.
(2015), there are sixty-seven living languages in Kenya. Whereas the Constitution of Kenya (2010) recog-
nises the indigenous languages as part of the cultural and linguistic heritage of the Kenyan society, it does
recognise English, Kiswahili and Kenyan Sign Language as official and national languages. The education
policy outlined in the Kenya Institute of Curriculum Development (2017) also stipulates that the learners,
more so at an early stage, be taught in the language of the catchment area (the dominant language within
the catchment area of the school). However, in the past, the language policy often met resistance in most
schools due to the higher prestige that English is accorded compared to other languages, national assess-
ments done in English, inadequate training on teaching of vernacular (language of the catchment area)
and little resources for implementation of the language policy (Trudell and Piper, 2014). Kiswahili too,
which is recognised as an official and national language, has also been treated with little regard compared
to English; most parents and teachers support the view that it is more advantageous to learn English than
Kiswahili (Timmamy and Oduor, 2016). The language debate has also permeated through to the media; at-
tempts to create vernacular telecommunication stations like radio stations, television channels and print
media have been criticised for fuelling negative ethnicity and hate speech in the country (Muaka, 2011).
Coupled with its role as an international lingua franca, learning and acquisition of English in Kenya is
held in high esteem.

1.4 Concerns about the Competence Based Curriculum

Different scholars have expressed their concerns regarding the new curriculum. It has been argued that if
its implementation and review is not done properly, then it would result in denial of linguistic and cultural
rights of the Kenyan child (Kaviti, 2018).The rights’ issue finds relevance in Sure (2010) who advocates for
consideration of the socio-cultural and historical context of the learners and teachers in the development of
a language curriculum; a claim that is also backed by Mugambi & Chepkonga (2022) in their advocacy for the
exploitation of prior knowledge of the learners in the teaching and learning process.

Kaviti (2018) is also concerned that linguistically, much content of the Competence Based Curriculum
might have been borrowed from the developed countries (Canada and USA) without a proper feasibility
study and contextualisation of Kenya’s situation. Its rushed implementation might be the reason for the
noted mismatches between pedagogical practices and content (Akala, 2021).

The use of technology has also been an issue of concern on the level of preparedness by the parents and
teachers. It is argued that the Information Communication and Technology (ICT) infrastructure and knowl-
edge of the teachers and parents is too inadequate to address the implementation process of the Compe-
tence Based Curriculum (Amunga et al., 2020).

Despite the concerns, the government has maintained that the curriculum is on course and in its Basic

Education Statistical Booklet (2019) confirms the distribution of textbooks to public primary schools in the
ratio of 1:1 (pupil-textbook ratio) in English and Kiswabhili.
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This paper attempts an analysis of the content of the English language textbooks of the Competence Based
Curriculum with the following objectives:

i.  To analyse the contexts in which the content of the English language textbooks are situated.

ii.  To identify the identities and ideologies promoted by the English language textbooks.

This paper adopts the principles of Kachru’s (1992) Concentric Circle Model and Fairclough’s (1995) Critical
Discourse Analysis to analyse the various genres within the content of the English language textbooks used
in the Competence Based Curriculum in Kenya.

The Concentric Circle Model categorises the use of the English language into three different circles
namely: the inner circle (comprising of countries that use English as a native language like UK, USA, Canada
and Australia, the outer circle (countries mostly formerly of the British colony that use English as a second
language like Kenya, Nigeria), the expanding circle (countries that use English as a foreign language like Chi-
na and Russia). This paper will rely on the cultural aspects evidenced in the textbooks in order to bring out
the distinctions in the different circles.

Critical Discourse Analysis (CDA) on the one hand deals with analysis of how language is manipulat-
ed to promote certain power and ideology through several discursive events and social relations in texts
(Fairclough, 1993). The definition of text is adopted from Widodo (2018) who opines that visual artifacts
like pictures, photographs or images are often taken for granted despite their significance in shaping
the learners’ and teachers’ perceptions. The analysis therefore includes written genres (essays, poems,
dialogues/conversations) and pictures. Due to the limited space, this study focused on the lower primary
level (grades 1-3) English Language Activities Learners’ Books (second edition) produced by Ministry of
Education, 2018.

This paper focuses on the textbooks because they are cultural artifacts that are heavily influenced by
curriculum ideology (policy makers) to transmit certain values that shape the learners’ perception in the
society (van Dijk, 2001).

The key areas (content) of analysis are divided into sections as is informed by Setyono and Widodo
(2019) namely: formal cultures (formal institutions) such as social, political, and economic institutions,
great figures of history, fine arts, and sciences; informal cultures (ways of life and operations) such as
naming, housing, clothing systems, foods, and patterns of acceptable behaviour; values and beliefs. The
sections of analysis are found within the thematic areas (topics/subtopics) of the English language text-
books.

4.1 Thematic Areas

The thematic areas appear to have been arranged in a cyclic manner as can be noticed in the tables of
contents; providing a context within which the learning and acquisition of language occurs. The topics
are shown in Table 1 developed by the researcher. The thematic areas reveal different social, political, and
economic institutions, values, practices, and beliefs; these aspects are discussed further in this section.
It is observed that the thematic areas also cover certain global issues such as technology, child labour,
environmental concerns, and health-related issues. These issues are global, and so point towards the ex-
panding circle.
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1. Welcome /Greetings
2. School
3. Family

4. Home

5. Time

6. Weather and Environment
7. Hygiene

8. Myself (parts of the body)
9. My friends

10. Safety

11. Community Leaders

12. Living together

13. Technology

14. Numbers

1. School
2. Activities in the home
3. Transport

4. Time and Month of the
year

5. Shopping

6. Garden

7. Accidents

8. Classroom

9. The farm

10. Positions and directions
1. Environment

12. Cultural Activities

13. Child Labour

14. Caring for others

1. Activities at Home and at school

2. Sharing duties and responsibilities
3. Etiquette

4. Child rights

5. Occupation (people and their work)
6. Technology (using a computer)

7. Domestic animals

8. Wild animals

9. Festival

10. Play time and sports

1. Food we eat and diseases

12. Saving

13. Talents

14. Environment

15. Conserving Resources

Table 1: The thematic areas covered in the English Language Activities Learner’s Book.

4.2 Name and Identity

The evidence of different ethnic names of people (characters), drawn from different ethnic identities in
Kenya in the textbooks reveal the identity and the context upon which the textbooks are situated. However,
it should be noted that there are other names with no context and cut across different ethnic communities
living in Kenya, as well as other nationalities across the globe. The researcher generated statistics of distri-
bution of names of people (characters) as shown in Table 2.

mw

Grade 1 No. of names
Distribution in percentage (%) 85% 15% 100%
Grade 2 No. of names 20 63 83
Distribution in percentage (%) 24% 76% 100%
Grade 3 No. of names 19 56 75
Distribution in percentage (%) 25% 75% 100%

Table 2: Describing the statistics of names (characters)

In addition to names of people used as characters, the evidence of different annual cultural festivals
is also used to provide cultural and historical context of the language textbooks. Some of the cultural
festivals highlighted include; Lamu Cultural Festivals (Grade 2, pg. 122), The Turkana Festivals (Grade 2,
pg. 124).
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There is also evidence of geographical context from the different names of places in Kenya that are fa-
mous both nationally and internationally. Some of the places include The Mara Game Reserve (Grade 3,
pg.81), Lewa Conservancy (Grade 3, pg. 106) and Nyayo National Stadium (Grade 3, pg. 108).

There is also the presence of internationally celebrated Kenyans. The textbook (at pages 146 and 148) has
also highlighted images and names of two key great figures in Kenyan society who have received interna-
tional accolades through their contributions towards environmental conservation. They are Abbas Gullet
(former Secretary General of Kenya Red Cross Society) who was awarded in 2007 by the United Nations and
Wangari Maathai (the Nobel Peace Prize winner in 2004).

4.3 Images/Pictures

The images tend to represent different cultural aspects of Kenyan society and thus promote plurality. In
the textbooks, the thematic area grouped into lessons each containing pictures. Out of 150 pages in the
textbooks (grades 1-3), the percentage distribution of images are: 78%, 71% and 41% for grades 1, 2 and 3
respectively. Grade 3 tends to have fewer pictures because the passages are longer compared to grades
1 and 2. A few of the samples of images discussed here contain various values and ideologies cherished in
Kenyan society.

4.3.1 Grade 1 Description of Sample Images

Fig.1. Adapted from English Language Activities Learner’s Book Grade 1(Revised Edition, p.1), by Ministry of
Education, 2018, Nairobi: KLB. Copyright 2018 by Ministry of Education.

The image (Fig.1.) shows children (both boys and girls) standing in a similar manner during greetings, all
the children wear similar uniforms and a female teacher dressed in a simple formal /semi- formal attire.
It promotes the value of equality and equity in access to education; highlights the expected dress code of
a female teacher; the standing posture of the learners depicts the conduct of respect for higher authority
during greetings. Similarly, the image in page 13 shows a male teacher dressed formally/semi-formally in a
long-sleeved shirt and in a necktie. The learners (boys and girls) dressed in uniform; the girls are seen in
similar plaited hair style. The learners of opposite sex sit adjacent to each other. The image appears to reveal
the expected dress code for male teachers, promote equality in access to education and integration of both
boys and girls in a similar learning environment.
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Fig.2. Adapted from English Language Activities Learner’s Book Grade 1(Revised Edition, p.101), by Ministry of
Education, 2018, Nairobi: KLB. Copyright 2018 by Ministry of Education.

Fig.2. shows girls and boys in uniform; one of the girls is in a hijab dress of similar colour to the rest of
the other learners’ uniform. There is also a learner with physical disability in front of the other learners.
This image attempts to promote cultural tolerance of different ethnic and religious extractions; the hijab
is mostly associated with Islamic religion and culture. The presence of a learner with physical disability
also indicates integration of members of the community and equality in access to education; tolerance is
depicted by way of letting a learner with disability to be in front of the other learners during the academic
tour.

4.3.2 Grade 2 Description of Sample Images

Fig.3. Adapted from English Language Activities Learner’s Book Grade 2 (Revised Edition, p.5), by Ministry of
Education, 2018, Nairobi: KLB. Copyright 2018 by Ministry of Education.

Fig.3. shows learners in Covid-19 face masks of similar colour, the presence of a learner in hijab and the pres-
ence of a goat tearing (eating) one of the learner’s books. It is not quite clear what is depicted by the presence
of the goat apart from being in the wrong environment, thus disrupting learning just as Covid-19 did in too
many institutions. The evidence of face masks points at the preventive nature towards the Covid-19 global
pandemic.

Another issue of global concern is the devastating effects of drought which has caused serious loss of
life both to humans and animals. Figure 4 shows vultures feeding on the carcass of a dead animal. There are
several skeletons of bones around with dried up trees in what appears to be a valley. The image points at the
use of English in a global context in handling matters such as environmental conservation.
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Fig.4. Adapted from English Language Activities Learner’s Book Grade 2 (Revised Edition, p.105), by Ministry of
Education, 2018, Nairobi: KLB. Copyright 2018 by Ministry of Education.

Other global issues are also raised in pages 26, 27 and 28; they highlight the evidence of modern means of
transport (modern train and airplane) thus symbolic of English usage as an international language.

4.3.3 Grade 3 Description of Sample Images

i

Fig.s. Adapted from English Language Activities Learner’s Book Grade 3 (Revised Edition, p.13), by Ministry of
Education, 2018, Nairobi: KLB. Copyright 2018 by Ministry of Education.

The value of gender roles and sharing of duties (collaboration at work) appear to be promoted in this text-
book. Figure 5 shows an image of duty roster where Mum prepares food, the child/daughter washes the
dishes and Dad dries the dishes. Similarly, page 6 shows an image depicting a girl washing the dishes while
a boy sweeps the house. 1t is also noted in page 11, where a boy and a girl are making tea together. The same
collaborative approach is also shown in page 16; a boy and a girl are in the company of their father perform-
ing duties together so that it is done faster as can be noted from the father’s suggestion, “Let us share duties.
We will do the work faster.”

Fig.6. Adapted from English Language Activities Learner’s Book Grade 3 (Revised Edition, p.23), by Ministry of
Education, 2018, Nairobi: KLB. Copyright 2018 by Ministry of Education.

24



Figure 6 shows an old man seated with his grandchildren (a boy and a girl) under a tree, in front of traditional
African huts. The old man is seated on a traditional African stool as the children sit on the ground. He is also
in a cap (fondly known as ‘godfather’) holding a walking stick. The image depicts the concept of an informal
education system, which was traditionally a preserve of the elderly members of the society. It also tends to
reveal the collaborative approach to the education of children both formally (at school) and informally (at
home).

Fig.7. Adapted from English Language Activities Learner’s Book Grade 3 (Revised Edition, p.33), by Ministry of
Education, 2018, Nairobi: KLB. Copyright 2018 by Ministry of Education.

Figure 7 depicts a situation told in a poem in page 33 where a young girl, Tamara, is woken up by her aunt
to perform all manner of household chores including dressing up her fellow children as they prepare for
school. She too desires to go to school but as the poem puts it, her right to education is denied by her aunt
who forces her to labour the whole day. The poem questions about her safety and protection at home. Other
forms of child labour are also depicted in pages 31 and 38; the stories accompanying the images recognise the
existence of laws on child rights and give a clarion call to every member of the society to play their role in
eliminating child labour; the activities (homework) prescribed in pages 34 and 39 invite the involvement of
the parents/guardians in discussing the topic with the children.

5. Summary and Conclusion

The authors of the textbooks (The Ministry of Education) have used mostly local (Kenyan) names for places,
local foodstuffs and different ethnic names of characters involved in the different genres to situate the text-
books within the immediate context of the learners and thus revealing the outer circle context.

Contrary to the fears of some scholars, the language curriculum has attempted to remain neutral within
the context of the multi-ethnic/ multi-lingual nature of Kenya. Rights and identity have also been carefully
handled via a multi-agency/collaborative approach, particularly when handling sensitive matters like child
labour, gender inequality and equal access to education.

The analysis of the English language textbooks, under the guiding principles of the Kachru’s model
and Critical Discourse Analysis (CDA) have shown that the content is mostly situated within the learners’
local culture (outer circle) and promotes respect for cultural diversity. The content also tends to move
towards the expanding circle as evidenced in addressing global issues such as child rights, peace, and
environmental concerns. The presence of the inner circle is only evidenced in the adoption of the British
spelling system.
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This study has focused mainly on the context, identities and ideologies evidenced in the language textbooks.
The researcher intends to investigate the extent to which communicative competence and learner centred-
ness are achieved in the language textbooks used in this research; to conduct a comparative study with the
textbooks of USA (USAID is extensively mentioned in the Prefaces and Acknowledgments of the textbooks
analysed in this research) in order to find out how much is borrowed; and to conduct a vocabulary analysis
of the textbooks mentioned here to ascertain the extent of age/level appropriateness to the learners.
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A Critical Literature Review Concerning the
Washback of Integrated Assessment on Efl Teachers
and Learners

This integrative, critical review of the previous literature explores the washback effect of integrated assessment
on the teaching and learning processes of EFL teachers and learners. Many researchers focused on the concept
of washback or backwash during the last decade and mostly in recent years, proposing several definitions in the
published literature on language testing and assessment. According to Messick (1996), washback supports the in-
terpretation of detailed measures. First, the present paper evaluates the definitions of washback by this concept’s
well-known founders Messick, Shohamy, Wall, Alderson, Bachman, Palmer, and Bailey. Second, the integrated
assessment definition and the negative and positive washback effects are explained. Next, the washback defini-
tions given by recent international and Iranian researchers are critically explored. Finally, the paper’s research
question - What are the washback effects of integrated assessments on EFL teachers’ teaching and learners’
learning methods? - is answered. The critical analysis of both experimental and non-experimental studies yield-
ed mixed results, with some researchers finding positive or negative washback effects, and others finding no
effect. Some studies suggest that negative washback can lead to teachers focusing only on exam content, while
positive washback can lead to a broader curriculum that includes real-life tasks. Finally, the educational impli-
cations of the findings from the earlier research papers are covered. Different recommendations as to how EFL
teachers and learners may make put an understanding of the washback effect of integrated assessments to good
use are then offered.

washback, backwash, integrated assessment, negative washback, positive washback, EFL teachers,
EFL learners

According to Richards and Schmidt (2013), the term washback, also popular as backwash, refers to the
effect that testing and assessment have on the teachers’ teaching methods and the students’ learning
methods in the classroom. This phenomenon is particularly important to consider in educational set-
tings, as the use of assessment can either positively or negatively affect the learning process. In addition
to its effects on teaching and learning, the concept of “reverse washback” was introduced by Richards and
Schmidt (2013) as “a significant effect of teaching on testing” (p. 634). This highlights the interconnected
nature of assessment and teaching and the importance of considering both to optimise student learning.
As integrated assessment is closely tied to washback and can have significant effects on student achieve-
ment and learning, researchers have called for a more in-depth investigation of its use in various instruc-
tional situations (Haug, 2021).

The effects of assessment and testing on foreign language learning and teaching, known as washback,
have garnered attention from researchers worldwide in recent years (Ha, 2020; Kamalia & Srisudarso, 2020;
Martel, 2019; Palupiningsih & Kusumastiti, 2020; Pitoyo, Sumardi, & Asib, 2020; Salma & Prastikawati, 2021).
This paper’s major goal is to answer the following question: What are the washback effects of integrated
assessments on teachers’ teaching and learners’ learning?
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To fulfil the aims of the present paper, firstly the definitions of washback and related concepts are re-
viewed. Next, the definition of integrated assessment and a few empirical studies about the washback effects
of integrated assessment in several educational situations are mentioned. Then two kinds of negative and
positive washback as a criterion for evaluating and developing language tests are addressed in a separate
section. This paper also reviewed International and Iranian studies to mention the current state of the liter-
ature on washback and provide some recommendations for future research. Finally, the question about the
washback effect of assessments on EFL teachers’ teaching and learners’ learning is answered.

According to Messick (19906), the introduction or use of a test to promote language learning sometimes leads
teachers and students to learn the material in a different way they would not otherwise choose. In this re-
gard, he referred to the washback concept as the consequential validity, which has various influences inside
and outside the classroom and includes the effects of tests on language learners and teachers, policymakers,
and syllabus designers. Consequential validity is one of the components of test validity and implies social
consequences. In the present paper, the author adopts the definition of Messick (1996).

Washback can be understood by recognising the differences between impact and effect terms. Generally,
impact implies the power and influence of an assessment, and effect implies its result and outcome (Cheng,
2003). This literature review describes the effects of assessment on students’ learning, teachers’ teaching,
and curriculum designers’ work. Different researchers have used various terms to describe the washback
effect, with some opting for washback and others choosing backwash (Hughes, 1993). Alderson and Wall
(1993) posit that students and teachers may choose specific learning and teaching methods in anticipation of
an upcoming test, even if they would not normally follow these methods in the absence of the assessment.
This hypothesis is supported by the work of Bailey (1996), who used the term washback to describe how
a test can affect the teaching methods of teachers and the learning processes of students. Moreover, the
washback effect, according to Shohamy (1992), is a concept used to explain a link between assessment and
teaching, notably in the context of school-based foreign language learning. Cheng (1997) introduced the
term washback as an effective purpose of anticipated educational program change through the changing
of public assessments. Additionally, Cheng (1997) reviewed Shohamy’s (1992) definition of washback and
came up with his definition, stating that a washback effect is about teaching and learning aspects that are
influenced by assessments.

In summary, the washback effect is a significant concept in the field of education, as it highlights the
potential effects that assessments can have on teaching and learning practices. The washback effect can
have both positive and negative consequences as detailed in the following sections, and educators need
to understand the potential implications of their assessments. One way to further examine the relation-
ship between integrated assessment and washback is through research. By investigating the connection
between these two concepts, researchers may be able to gain new insights into the washback effect and
how it operates in different educational contexts. Educators need to consider the washback effect when
designing and administering assessments, as the consequences of these tests can have far-reaching effects
on students, teachers, and the overall educational system. Finally, research on the relationship between
integrated assessment and washback may provide valuable insights into the nature and consequences of
the washback effect.

Integrated assessment in EFL (English as a Foreign Language) refers to the use of assessments that are close-
ly aligned with the curriculum and instructional goals of an EFL program (Bachman & Palmer, 1996). This
type of assessment is designed to measure the language skills and abilities of EFL learners holistically and
authentically, rather than relying on isolated, decontextualised tests that may not accurately reflect what
students have learned (Bachman & Palmer, 1996). Integrated assessment in EFL can take various forms, such
as performance-based tasks, portfolios, and authentic assessments, and it is typically used to inform instruc-
tion and guide the learning process (Bachman & Palmer, 19906). Integrated assessment is a comprehensive
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approach to evaluating language proficiency that combines various tasks, such as reading, listening, writing,
and speaking (Yu, 2013; Plakans, 2012). It is designed to assess students’ ability to use language effectively
in academic and professional contexts, requiring them to demonstrate their skills through listening and
reading comprehension, as well as spoken and written output (Haug, 2021). Integrated assessment can pro-
vide valuable insights into language proficiency and can be used to inform curriculum design and teaching
practices (Yu, 2013). It is a holistic approach that allows policymakers and educators to evaluate the overall
effectiveness of a teaching or learning method by considering its impact on various language skills.

One key advantage of integrated assessment in EFL is that it allows teachers to assess their students’
language proficiency in a more authentic and meaningful way. Traditional language assessments, such as
multiple-choice tests or grammar quizzes, often fail to capture the complexity of language use and may not
accurately reflect the language abilities of students (Bachman & Palmer, 1996). By contrast, integrated as-
sessments, such as performance-based tasks or authentic assessments, allow students to demonstrate their
language skills in more realistic contexts, such as conducting a presentation or participating in a role-play
(Bachman & Palmer, 1996). Several different types of integrated assessments can be used in EFL settings,
including performance-based tasks, portfolios, and authentic assessments. Performance-based tasks are
assessments that require students to demonstrate their language skills through a specific task or activity,
such as conducting a presentation or participating in a role-play (Bachman & Palmer, 1996). These types of
assessments can provide valuable insights into students’ language abilities and help teachers identify areas
of strength and weakness. Portfolios are another form of integrated assessment that can be used in EFL
settings.

Overall, the washback effect of integrated assessment can be complex and may yield ambiguous results.
However, the investigation of the washback effect of these assessments can provide valuable insights for
teachers and learners, helping them to make informed decisions and reach a consensus on teaching and
learning approaches (Haug, 2021). Notably, research has shown that integrated assessments that include
multiple tasks may have more positive washback than single-item testing, which can restrict teaching and
learning approaches (McNamara, 2001). By considering the washback effect of integrated assessment, edu-
cators can better understand the impact of these assessments on teaching and learning practices and make
informed decisions about how to use these assessments in their classrooms. It is important to acknowledge
that the washback effect of integrated assessment may vary depending on the specific context in which it is
used. Factors such as the goals of the assessment, the tasks included in the assessment, and the instructional
practices of the teacher may all influence the washback effect. Therefore, it is important for educators to
carefully consider these factors when designing and implementing integrated assessments to maximise their
positive impact on teaching and learning.

Generally, based on Alderson and Wall (1993), Gates (1995), Messick (19096), and Hughes (1989), washback can
be analysed based on two major positive and negative angles. Each angle is dependent on whether it has a
beneficial or harmful effect on learners, teachers, and the whole educational system.

Assessment in English as a Foreign Language (EFL) contexts can have positive washback effects on lan-
guage learning and teaching (Brown, 2000; Weigle, 2002). Positive washback refers to the positive influence
that assessment practices have on the teaching and learning process and includes increased motivation,
useful feedback, and clarity of learning goals (Brown, 2000). Authentic assessment tasks can enhance the
relevance and practicality of language learning (Weigle, 2002). A positive washback of assessment in EFL
contexts can lead to improved language learning outcomes and a more effective language teaching and
learning process (Taylor, 2005). Engaging EFL learners in the test development process can also lead to
positive washback (Bachman and Palmer, 1996). Good assessment characteristics should be considered to
promote positive washback, which can improve students’ and teachers’ classroom behaviours and perfor-
mance (Saif, 2000).

The concept of negative washback in English as a Foreign Language (EFL) contexts refers to the adverse
effects that assessment practices can have on teaching and learning (Weigle, 2002). This can be observed to
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arise from the use of high-stakes tests, which can create pressure and anxiety for learners and lead to a focus
on test-taking strategies rather than language learning (Brown, 1994). Additionally, the use of inappropriate
or unfair assessment tasks can demotivate learners and reduce their confidence. 1If an assessment leads to
a negative influence on language teaching and learning, it is referred to as a negative washback (Brown,
2018; Weigle, 2002). Assessments that do not accurately reflect learning concepts or curriculum outcomes
can result in a narrower curriculum and a reduction in training time (Smith, 1991). Exams may also lead
to increased stress and anxiety for students and teachers, and decreased motivation for learning (Cheng,
2005). A negative washback of high-stakes testing can also lead to the manipulation of educational systems
based on political agendas. As stated by Shohamy, Donitsa-Schmidt, and Ferman (1996) and later by Ferman
(2004), students’ and teachers’ stress and anxiety related to exam results will be heightened. They predict
that teachers will reflect students’ fears of failure or joy at achievement, and they will be under pressure to
cover the test content. Learning attitudes will be less likely to improve when learners learn that one measure
of performance can specify their levels.

In conclusion, the positive washback of an assessment can enhance students’ learning and teachers’
teaching abilities, foster positive instructional strategies, and motivate teachers and curriculum designers
to find funding and create useful activities (Anderson & Wall, 1993; Pearson, 1988; Shohamy, 1992; Wall &
Alderson, 1993; Prodromou, 1995; Pan, 2009). On the other hand, negative washback can reduce curriculum
and teaching time, negatively impact teachers’ and students’ performance, and reduce student motivation
(Hamp-Lyons, 1997; Asma, Sabeen & Isabel, 2014; Ali & Hamid, 2020). High-stakes testing can also drive
teachers and curriculum designers to control educational systems based on their political agendas (Sho-
hamy, 1992; Wall & Alderson, 1993).

5.1 Methodology

The present integrative critical review attempted to provide an overview of research concerning the wash-
back effect of integrated assessment on EFL teachers and learners. To this end, some experimental and
non-experimental international and Iranian research articles published between 2010 and 2022 are gathered
from trusted search engines such as Google Scholar, and Research Gate databases. The key terms that are
used to find out these research articles are washback, backwash, integrated assessment, negative washback,
positive washback, EFL teachers, and EFL learners. The following sections critically summarise and analyse
the results of recent international and Iranian studies concerning the washback effect of integrated assess-
ment on EFL teachers and learners to find out the similarities and differences between them.

5.2 International Studies

The washback effect of assessment refers to the influence that assessment practices have on the teaching
and learning processes (Cheng, 2004). In other words, it is the impact that the use of certain assessment
methods or techniques has on the way that students are taught and the way they learn (Bachman & Palmer,
1996). This effect can be either positive or negative, depending on the design and implementation of the
assessment (Cheng, 2004). If the assessment is well-aligned with the learning goals and objectives, and if
it provides useful feedback to both students and teachers (Bachman & Palmer, 1996), it can have a positive
washback effect by promoting more effective teaching and learning (Cheng, 2004). On the other hand, if the
assessment is poorly designed or misaligned with the learning goals (Bachman & Palmer, 1990), it can have
a negative washback effect by distorting the teaching and learning processes and leading to less effective
instruction (Cheng, 2004).

Several researchers have examined the washback effect on students to find out the positive or negative effect
on learners and teachers worldwide (Alderson, 2000; Kutlu, et al., 2020; Pitoyo et al., 2020). These studies
suggest that integrated assessment has the potential to have a positive impact on teaching and learning, by
promoting the use of more authentic and relevant assessment tasks, encouraging more communicative and
learner-centred approaches, and helping to motivate and engage students. However, it is also important to

31



note that integrated assessment can also have negative washback effects, such as causing undue stress and
anxiety for students, leading to a narrowed curriculum and less time for language development, and nega-
tively affecting teacher behaviour and motivation.

Recently, Pitoyo et al. (2020) used a combination of questionnaires, observation, and interviews to study
the effect of quizzes on student learning. The results showed that students were more motivated to learn
when they participated in integrated gamified tests with quizzes. This positive washback was attributed
to the inclusion of game elements in the tests, which helped students achieve the objectives of the study.
Previous research has also found that a positive washback effect from a test can bring about benefits and
encourage students to alter their study methods (Pearson, 1988). The computer-based tests were preferred
by the participants due to their engaging nature (Clariana & Wallace, 2002).

In another research study, Kutlu et al. (2020) examined the attitudes of university candidates toward
foreign language tests using open-ended questionnaires and content analysis techniques. Participants in
the first questionnaire provided information about their general opinions during the foreign language as-
sessment. Afterward, another questionnaire was created to find out what factors influenced participants’
attitudes toward foreign language tests. The results showed the negative effect of foreign language tests on
learners’ attitudes and learning methods. Consequently, the contents of foreign language tests, the style and
reliability of the examination, and their validity should be improved to make them more useful to students
and to have a positive washback effect on their learning methods.

During the COVID-19 pandemic, Lutfiana et al. (2020) studied what it was like to teach and learn English
through online classes and the washback effect of an online integrated assessment. An interview, document,
note-taking, and picture-taking approach was used to collect data from university EFL teachers and under-
graduate EFL students in Indonesia. According to the results of the study, WhatsApp groups can serve as
an effective e-learning platform. Students experienced a positive washback effect when they prepared more
effectively for future tests, but a negative washback effect occurred when the time limit was imposed, which
caused anxiety among students.

On the other hand, some research studies showed that negative washback occurs when the assessment
process has a detrimental effect on both teachers and learners and may lead to reduced teacher creativity, in-
creased pressure on students to perform, and decreased motivation to learn. According to Alderson (2000),
the high-stakes nature of integrated assessments can create a stressful environment for both teachers and
students, leading to increased anxiety and decreased engagement in the learning process. This can result in
a reduction of teacher creativity, as teachers may feel compelled to focus solely on assessment preparation
rather than fostering a rich and engaging learning environment (Cheng & Dérnyei, 2007). In addition to
reducing teacher creativity, integrated assessments can also increase pressure on students to perform well.
This pressure can lead to a focus on rote learning and a decreased motivation to learn, as students may feel
that their abilities and worth are being judged solely on their test scores (Qian & Cumming, 2017). This can
also result in a decrease in student confidence, as they may feel that they are unable to perform well on the
test despite their best efforts (Xu & Liu, 2018). Xu and Liu (2018) focused on the washback effects of an inte-
grated Test for English Majors (TEM) on language education in China. The study found that the high-stakes
nature of the TEM had a negative impact on both teachers and students. Teachers felt pressure to focus sole-
ly on test preparation which reduced their creativity in the classroom. Students felt increased anxiety and
decreased motivation to learn, with a focus on rote memorisation rather than meaningful language acqui-
sition. The study highlights the need for language educators to be aware of the potential negative washback
effects of high-stakes assessments and to take steps to mitigate these impacts.

In conclusion, the washback effect of assessment is the impact that assessment practices have on teach-
ing and learning. This effect can be either positive or negative depending on the design and implementation
of the assessment. Several studies have shown positive effects, such as promoting authentic and relevant
tasks and increasing motivation and engagement, but also negative effects such as anxiety and a lack of
focus. The studies have limitations such as limited geographic locations and age ranges, and a reliance on
self-reported data. To ensure a positive washback effect, it is important to design assessments aligned with
learning goals and provide useful feedback. Further research is needed in different contexts and with differ-
ent forms of assessment.
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5.3 Iranian Studies

In recent years, researchers have studied the washback effect of assessment from different aspects in Iran
(Farhady, 2009; Ghasemi & Abbasi, 2015). This includes exploring the effects of high-stakes examination
on the teaching and learning practices of the teachers and learners (Farhady, 2009), as well as the effect of
different assessment methods on student motivation and engagement in the classroom context (Ghasemi
& Abbasi, 2015). There has also been a focus on investigating the relationship between assessment practices
and curriculum design (Farhady, 2009), as well as the role of teacher beliefs and attitudes in shaping the
washback effect of assessment (Ghasemi & Abbasi, 2015). Overall, these studies have provided valuable in-
sights into how assessment practices can impact the teaching and learning process in Iran (Farhady, 2009;
Ghasemi & Abbasi, 2015), and have informed the development of more effective and equitable assessment
systems.

In line with the previous studies, Jamalifar et al. (2021) explored the washback effects of the English
Proficiency Test (EPT) on Iranian Ph.D. candidates’ learning materials. They surveyed 200 Iranian Ph.D.
candidates, conducted interviews with a further 20, and found both positive and negative effects of the
assessment on these materials. Data was collected through semi-structured interviews and document anal-
ysis of the participants’ learning materials. The interviews were conducted to gather information on the
participants’ perceptions of the washback effects of the EPT on their language learning. The document anal-
ysis was used to examine the types of materials the participants used for language learning and how these
materials changed after taking the EPT. The negative washback effect of the EPT was seen in the fact that it
led to a narrowing of the curriculum and an emphasis on certain aspects of English proficiency, resulting in
negative impacts on educational policies. However, the test also had a positive washback effect in terms of
the effectiveness of the syllabi, though the researchers suggested that improvements could be made to align
the level of the textbooks with the content being tested on the EPT.

In line with the previous study, Estaji and Ghiasvand (2021), explored the washback effect of the IELTS
examination on Iranian EFL teachers’ teaching methods by considering their experiences in teaching 1ELTS.
The researchers employed a mixed-methods approach and used two sets of questionnaires among 120 Iranian
IELTS instructors and the results showed a positive and significant relationship between instructors’ teaching
methods and their previous IELTS-related experiences. It was also found that the positive washback effect of
an integrated assessment like IELTS, made the teachers use an exam-based teaching methodology by focusing
on the student’s test performance. This study has some strengths and provides valuable insight into the expe-
riences of IELTS instructors in Iran and how these experiences influence their teaching methods. The use of
a mixed-methods approach, including the administration of two sets of questionnaires, provides a more com-
prehensive understanding of the relationship between instructors’ experiences and teaching methods. The
study’s findings on the positive washback effect of the IELTS examination on the adoption of an exam-focused
teaching methodology is an important contribution to the field of language assessment.

The next study by Razavipour et al. (2020) explored the connection between test takers’ motivations,
their views on the design and purpose of the test, and their test preparation habits. The researchers used two
surveys to gather data from a group of students. The first survey focused on motivation and perceptions of
the assessment, while the second surveyed test preparation practices. The results showed that students who
put more effort into preparing for the test tended to perform better on the test. The study also found that
students’ perceptions of the value of the test were related to their test preparation habits, but their views on
the test itself were not. The researchers also identified areas where the syllabus and textbook levels could be
improved to better match the content of the test. Overall, the results of the study suggest that the washback
effect of a test can be significant in terms of both student performance and the alignment of educational
materials with test content.

In the next study by Siahpoosh et al. (2019), the authors explored the washback effect of the IELTS exam
on Iranian English language learners’ perspectives and expectations of IELTS preparation classes. The study
employed a quantitative research design and used a questionnaire to gather data from the participants in an
IELTS writing course. The questionnaire aimed to assess the expectations of the participants regarding the
course and any changes they hoped to see in the teaching materials, methods, and course design. In addition
to collecting data through the questionnaire, the researchers compared the scores of the participants before
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and after the course. The results of the study indicated that the negative washback effect of the IELTS exam
on the students’ attitudes led to increased expectations for changes in the teaching materials, methods, and
course design. Furthermore, the results showed that there was no significant difference between the partic-
ipants in their perspectives of the courses.

In conclusion, the washback effect of integrated assessment on language learning and performance has
been the focus of several studies in Iran. The findings of these studies suggest that integrated assessment can
have a positive impact on motivation and language skills in EFL learners. In addition, studies have shown the
impact of high-stakes examinations and different assessment methods on teaching and learning practices,
as well as the relationship between assessment practices and curriculum design. The washback effect of the
English Proficiency Test (EPT) and the IELTS examination on language learning have also been explored.
These studies highlight the positive and negative impacts of these assessments on learning materials and
teaching methods, respectively. However, the limitations of these studies, such as sample size and focus
on specific aspects of language learning, suggest the need for further research in this area. Despite these
limitations, these studies provide valuable insights into the impact of integrated assessment on language
learning in Iran and highlight the importance of considering the washback effect in language assessment,
and it is important to note that there are still many areas related to the washback effect that has not been
thoroughly investigated, particularly in the context of Iran. As such, future research in this field may aim
to identify and address any gaps in the current understanding of the washback effect and its influence on
language education in Iran.

The pedagogical implications regarding the results of the previous research papers were discussed in this
section. Different suggestions for language instructors were provided to have an effective role in the process
of successful foreign language teaching and learning about the washback effect of the exams. The first im-
plication is for curriculum designers, syllabus writers, test developers, and other stakeholders who should
consider the washback effect of exams and design teaching material based on the experiences and beliefs of
teachers and students (Cheng, 2003). The second implication is for teachers that should consider the wash-
back effect of exams to help EFL learners improve their knowledge (Cheng, 1999). Teachers should not just
teach a textbook but help students become skilful problem solvers and teach them how to use textbooks as
tools to achieve their own goals (Chapman & Snyder, 2000). The last implication is for students, as the pos-
itive or negative washback can impact their learning process and raise their awareness in selecting the right
learning method and identifying their strengths and weaknesses (Messick, 1996). Knowing the test formats
can motivate students to adopt new learning approaches and improve their test scores (Cheng, 1998).

Based on the previous research articles reviewed critically in the present paper on washback that were in-
vestigating students, teachers, classroom events, variety of teaching methods, skills, and materials, it was
relieved that some research found positive or negative washback, while others have not found any wash-
back effect on learning or teaching (Alderson & Hamp-Lyons, 1996). Moreover, some studies revealed that
based on negative washback, teachers must narrow down the educational subjects and only teach the exam
content (Pitoyo et al., 2020). In addition, some studies revealed that based on positive washback, teachers
expand the educational contents, from formal subjects to real-life tasks (Andrews, Fullilove & Wong 2002).
In some other research, the investigations led to both positive and negative washback effects in different
educational aspects (Asma, Sabeen & Isabel, 2014; Green, 2013; Martel, 2019).

Most of the previous research on the washback effect of different exams in a different context used
similar methods of data collection including individual and group teacher and student interviews, student
and teacher questionnaires, student and teacher diaries, classroom observations, pre-or post-tests, mate-
rial analysis, and essay tests (Damankesh & Babaii, 2015; Estaji & Ghiasvand, 2021; Hamzeh, 2016; Jamalifar
et al., 2021; Shohamy et al., 1996). The similarity of data collection techniques in most previous studies is
one of the key reasons for feeling a need to conduct future studies using novel methodologies.
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Based on the previous research articles, it is preferable for most of the researchers to assess the stu-
dents through an integrated assessment and use more than one method of data collection to increase the
validity of the research. Different researchers’ elaborations on the mechanism of washback showed that
washback has a direct relationship with validity (Bailey,1999; Pakzad & Salehi, 2018; Razavipour et al.,
2020).

In general, the question about the effect of assessments on teachers’ teaching and learners’ learning,
both positive and negative, is still raised in this review of the previous washback literature, and thus there
is a need for continuous investigations through more studies on testing and assessment. The effect of
integrated assessments on teachers’ teaching and learners’ learning is a complex and multi-faceted issue
that has been widely debated in the education community. There is still limited data and research availa-
ble to provide clear-cut answers, and no final verdict can yet be pronounced on this topic (Black & Wiliam,
1998; Damankesh & Babaii, 2015; Ramezaney, 2014; Pitoyo et al., 2020; Siahpoosh et al., 2019; Safa et al.,
2017). Future research on the washback effect of integrated assessment in the EFL context can usefully
focus on examining the effect of integrated assessment on language learning and teaching by considering
different research designs (Brown, 2018), including the effects on motivation, self-esteem, and language
development. In addition, researchers may investigate the relationships between integrated assessment,
language curriculum and materials, and language teacher practices, to better understand the interplay
between these components.
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E-learning has become a vital component of educational process and it has been integrated in ESP and EAP courses
at Pavol Jozef Saférik University in Kosice. LMS Moodle platform is used institutionally. It provides a user-friendly
interface and offers different tools and features suitable for e-learning, distance or blended learning. For designing the
English language e-courses the Quiz activity was chosen. This tool allows easy content management and offers vari-
ous types of questions for effective language practice. In the present paper the e-course design process is introduced, fol-
lowed by a critical evaluation of tasks focussed on alerting students to pronunciation in a number of different contexts.
The e-courses make use of YouTube video-recordings as effective means of presenting target vocabulary, grammatical
and syntactic structures and proper pronunciation. Several criteria were considered in the selection process, including
the appropriateness of content, sound quality, video length, and a native-like delivery. Interactive quizzes designed for
practising selected aspects of English pronunciation included tasks which employed phonetic transcription as one of
the methods applied in teaching pronunciation. The paper further presents the results of a micro-analysis of students”
performance in pronunciation practice tasks. Data obtained from the evaluation of average student scores along with
those provided by students in feedback interviews and questionnaires indicate that students lack proper instruction
and experience in using phonetic symbols in learning pronunciation. Potential modifications and improvements to
e-learning course pronunciation practice are suggested in order to increase its effectiveness.

LMS Moodle, ESP, EAP, YouTube video-recordings, pronunciation practice

In recent years e-learning has become a very popular educational method. E-learning means a mode of
learning that takes place electronically, often via the Internet or other electronic media and requires the use
of electronic devices like computers, laptops, mobile phones, etc. There are many advantages of e-learning.
It is affordable and accessible from almost anywhere and students can study in the most convenient time
and pace. In addition, it enables learners to monitor their progress as well as allowing teachers to quickly
update e-learning content, deliver study materials to their students, check their progress, and evaluate per-
formance, or provide extra help when needed.

In contrast, there are some limitations of e-learning, for instance, the knowledge obtained through
e-learning is frequently theoretical rather than practical and its application into practice may be challenging
for some. The most obvious drawback of e-learning seems to be the absence of face-to-face communication.
Lacking opportunities for direct interactions with teachers or peers and colleagues may be very discouraging
for some students. In addition, to gain positive outcomes of e-learning, appropriate technology skills, high
self-responsibility, self-organisation, and motivation are essential.

There are different platforms that can be used to provide e-learning. LMS Moodle has been used at
Pavol Jozef Safarik University in Kogice, Slovakia (UPJS) for several years. Teachers and students benefit from

40


http://zuzana.kolarikova@upjs.sk

training and technical support that is provided by specialised IT staff at the Lifelong Learning Centre and
Project Support. Teachers at UPJS are encouraged to use LMS Moodle, it corresponds to one of the strategies
for digitalisation at our university. So far, in the English language instruction the main emphasis has been
placed on providing e-learning support to large target groups. These include students taking compulsory
English courses, namely PhD. students, science undergraduates, and medical students, with over a hundred
of students enrolled in each respective English course every year. The e-learning courses provide students
with practice materials they work on outside classroom; therefore, more time can be devoted to other activ-
ities and tasks during regular language classes. The e-courses allow teachers to easily address large groups
of students.

The present study has two main aims: namely, to give detailed outline of the process of designing and im-
plementing e-learning language courses at our university and to evaluate the effectiveness of pronunciation
practice using the Quiz activity in LMS Moodle.

The structure of the paper is as follows. In Section 1 LMS Moodle as an e-learning tool is shortly intro-
duced, section 2 describes the course design process. Section 3 discusses the current goals and objectives as
well as ways of effective pronunciation teaching. It also introduces some common pronunciation challenges
of students at our university and the examples of pronunciation practice questions which were incorporated
in the e-courses in order to eliminate these problematic areas. Finally, the results of the microanalysis of
students” performance in pronunciation practice tasks are provided and commented on. Further steps and
implications are suggested.

The LMS Moodle has been successfully integrated in higher education institutions in Slovakia. On the one
hand, the system is affordable, very customisable, and compatible with any browsers or operation systems,
and it is easy to implement. It provides teachers and administrators with many abilities that can be used in
teaching practice. On the other hand, using LMS Moodle may become troublesome when a great many users
try to access the courses simultaneously, causing the system to shut down on occasion, or block access. In
general, LMS Moodle provides a user-friendly and intuitive interface. Some activities are very easy to use,
but some need much effort and skill to be able to work with. Technical challenges may, therefore, negatively
affect the attitudes towards using LMS Moodle. 1t must also be emphasised that teachers spend more time
placing educational content in electronic environment, checking students” assignments, or commenting
on their work and providing feedback, compared to regular learning environment with live communication
and contact between students and teachers. Despite these aspects, the positive affordances of LMS Moodle
(convenient content management, easy accessibility and integration, tools for assessment and testing, etc.)
make it a suitable tool for e-learning, blended or distance learning practice.

A methodical use of LMS Moodle for the purposes of teaching English for specific and academic purpos-
es (ESP, EAP) at UPJS was initiated in 2019 by an institutional project aimed at the innovation of English
language instruction for PhD students. Back then, our aim was to create an e-learning tailor-made course
which would benefit PhD students taking a compulsory English language course in terms of providing extra
self-study materials for the exam preparation and improving their English language skills in general. The
project was completed in February 2020 and implemented into practice with the first national lockdown
during the Covidig pandemic.

With a rising need for effective distance and online teaching resources during the pandemic we designed
other two e-learning courses for science students and medical students which were completed in February
2022 and October 2022 respectively. Students of sciences take a one-semester English course. In regular
face-to-face classes they are introduced to selected aspects of professional and academic English, while the
e-course focuses on tasks in which they learn and practice target language structures in content-specific
contexts in accordance with their study majors. Similarly, the course for medical students lasts one semester,
which is a time insufficient for a proper introduction to medical English, not to mention effective practice.
Thus, the respective e-course aims at the improvement of pronunciation, vocabulary extension and target
language practice.

41



The e-courses were designed to educate large numbers of students. At UPJS there are on average 120 PhD
students, 160 science undergraduates, and 250 medical students taking English language courses in accord-
ance with their respective study plans every year.

The e-course design process involved several steps. We started by identifying the gaps in students” language
skills and competencies. These were specified based on the analysis of the presentation evaluation forms,
short writings and test questions which focus on students” productive skills and we determined common
and recurring mistakes, errors, and other problem areas in the use of English.

After that we specified the aims and objectives of the e-course with respect to the course syllabus. We
primarily aimed at the development of students listening skills, improvement of their English pronunciation
and thereby enhancing their speaking skills.

In the next step we focused on the selection of suitable sources we could use to introduce target vocab-
ulary, grammatical and syntactic structures, phraseology, and pronunciation. Mostly we opted for YouTube
video-recordings. These audio-visual media have become very popular sources in foreign language teaching
practice (CAHYANA 2020, NURKHOLIDA 2016). In general, students like watching videos for entertain-
ment. If they understand a foreign language video, they become strongly motivated to continue learning
the language. Another argument for using video-recordings in language teaching is that they display body
language, contextual and situational background, and may include captions. All these aspects contribute
to better comprehension and processing the language. In addition, “the use of YouTube allows students to
access native speaker language as in a natural context (CAHYANA 2020).

Following on, we decided for the Quiz in LMS Moodle as the most suitable activity serving our purpose.
Our choice was determined by our previous experience with LMS Moodle, but also by advice from fel-
low teachers, colleagues, and IT support staff at our university. There are several reviews assessing the tool
(REZEAU 2006, HORAK 2018, AMER, DAHER 2019) that aided our decision-making, too.

During the process of course design we piloted selected modules and encouraged feedback from stu-
dents before implementing the e-courses into practice in the final phase of the process. Interviews with
students and short questionnaire surveys were conducted after each pilot stage. The feedback thus obtained
elicited modifications and improvements.

2.1 ldentifying gaps, setting aims and objectives

Throughout the years of teaching ESP and EAP courses to Slovak learners - university students of vari-
ous study programmes we have been able to identify recurring gaps or problematic areas in their language
competencies. For the most part, these include mispronouncing certain English words, inappropriate use
of informal language in academic discourse, lacking knowledge of academic phrases and collocations and
sentence structures.

Our main aim was to provide e-learning support which would address the identified problem areas in
accordance with the syllabi and requirements of respective English courses. However, different initial levels
of students” English language proficiency were disregarded. The English language level corresponded with
the required B2 level, which may demotivate less language competent students.

2.2 Selection of sources
Nowadays, the Internet is an invaluable source of authentic material used in language learning. It provides

us with a wealth of information we use in daily teaching practice. Considering the goals of our projects, vid-
eo-recordings available on YouTube channel or other websites were chosen as preferred sources of authentic
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material used in the e-courses. Video-recordings are easily accessible, they present target language in real
spoken contexts and enable students to listen to proper pronunciation and understand information from
the audio-visual context. Video-recordings have been proved very effective in English language instruction
(DANAM 2004, BARNAU 2018, MORLEY 2001), especially because they permit students to watch, listen and
in most cases read the captions at the same time. These simultaneous audio-visual impulses have positive
effects on understanding target language, remembering information, as well as on productive speaking and
writing skills (DANAM, 2004). Several studies emphasise the effectiveness of perceptual training in foreign
language learning as a means of improvement of the language perception as well as production (FOUZ-
GONZALEZ, 2018). Nevertheless, some students occasionally found this double stimulation to be a little
disturbing, as their feedback indicates.

2.3 LMS Moodle tool - Quiz

The Quiz tool in LMS Moodle was chosen for designing practice tasks which included activities such as mul-
tiple-choice questions, gap-fill, drag-and-drop tasks, true/false questions, short answers, reordering, close
test, etc.

Learning by doing quizzes and completing tests is very popular with students. This type of language
practice engages the competitive nature of students. They want to score high and therefore they take tests
over again several times until a satisfactory score is achieved. Note that no limits were set for the number of
tries, which provides for highly individualised practice.

A possible limitation of using the Quiz could be in the repetitive character of the language practice. Em-
ploying the same types of questions throughout the whole e-course may become monotonous, even boring
for some students.

2.4 Piloting the courses and implementation

Before implementation selected modules or tasks were piloted. Feedback was elicited from students using
pedagogical dialogues and short questionnaires. Overall, positive feedback was received. Comments and
recommendations related to typological errors, students occasionally reported confusing task instructions
which were revised and edited.

The piloting and implementation processes were affected by lockdown periods. Because the possibil-
ities of getting any prior instruction were limited, some students found working with LMS Moodle little
challenging. They had no experience using LMS Moodle, and they relied on self-studying the user manual.
Eventually, most students quickly managed to master the Quiz tool. E-learning courses were included in
the respective course syllabi. The completion of the e-courses with a minimum 60% score in each quiz is
required.

In ESP and EAP courses run at our institution, minimal time is devoted to teaching pronunciation due to
several reasons. Given that most of the courses run at UP]S last one semester, we need to focus on many dif-
ferent aspects of target language and most attention is paid to learning specialised vocabulary and selected
syntactic structures. In addition, undergraduate students are expected to have already mastered English at
the B1/B2 level which assumes that they have already created concepts for English sounds. However, in our
teaching practice we observe that students regularly fail to properly pronounce known or new words and
that the pronunciation mistakes tend to be fossilised.

The role of teaching and learning pronunciation has been much debated and there are different

views in linguistic and pedagogical community about the goals and ways of teaching pronunciation
efficiently (MOMPEAN, FOUZ-GONZALES 2020).
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Over the last decades, several tendencies have been observed in pronunciation teaching. PENNING-
TON (2021: 4) lists several such trends, including:

» Intelligibility and communicative effectiveness as goals rather than correctness or accuracy;
» Pronunciation taught in specific communicative contexts;

» Continuing development and improvement of applications of electronic resources to pronunci-
ation.

Obtaining a native-speaker mastery in English is no more the prime goal of the language instruction
(PENNINGTON 2021, FOUZ-GONZALES 2018). However, in order to become effective communica-
tors, it is important for learners and users of English to improve their pronunciation and eliminate the
interference effects of the mother tongue or multiple languages they speak. Such influence may result
in mispronunciations, misunderstandings and may impede efficient academic/professional commu-
nication. 1t has been suggested that teachers should encourage learners” understanding of specific
features of the target language pronunciation and facilitate outcome (MOMPEAN, FOUZ-GONZALES
2020).

Typically, the recommendations about effective learning and practicing pronunciation involve fre-
quent listening to examples of authentic speech, trying to imitate authentic speech, recording oneself
and identifying problematic sounds, learning the phonemic chart (IPA), using dictionaries which pro-
vide phonetic transcription along with recorded pronunciation, and others (McLELLAN 2019).

A few comments should be made about the use of phonetic symbols and phonetic transcription in
English language teaching (ELT). Teachers” approaches towards using phonetic symbols in pronunci-
ation instruction vary. Some of them favour using phonetic transcription in language teaching, others
consider it virtually useless. Based on the data obtained from student interviews and questionnaires,
teachers at primary and secondary levels of education rarely use phonetic symbols to transcribe pro-
nunciation. Even at the tertiary level this has been limited to students majoring in English and related
study programmes. In general, Slovak learners of English often, if at all, transcribe pronunciation using
the Slovak alphabet. This may result in students misinterpreting English sounds, as phonological struc-
tures in English may not coincide with orthographic representations in Slovak.

Research shows (MOMPEAN, FOUZ-GONZALEZ, 2020) that phonetic symbols serve as excellent
tools which do not depend on orthography and correspond to particular sounds and their features. “Pho-
netic notation represents speech accurately and systematically, as there is a one-to-one correspondence
between each symbol and the sound or feature it represents” (MOMPEAN, FOUZ-GONZALEZ, 2020:
157). The authors further emphasise the importance of phonetic notation in developing learner autono-
my. Besides helping learner with sounds, they have not yet been familiarised with, it facilitates “the cre-
ation of adequate concepts (or mental representations) for the target sounds/features through “labels’
with which to conceptualise speech” (MOMPEAN, FOUZ-GONZALEZ, 2020: 157).

To sum up, currently the goals and tendencies in teaching English pronunciation focus on intelli-
gibility and comprehensibility rather than precision or reaching a native speaker-like competence. The
prime aim is to convey a comprehensible message and to understand others without difficulties. Fre-
quent listening to authentic language presented in context is one of the most effective ways of learning
proper pronunciation. In addition, the use of phonetic transcription in teaching practice in order to
help students become familiar with sounds of English is recommended.

3.1 Most frequent pronunciation mistakes by Slovak students - learners of English
Several mistakes have been observed in the pronunciation of English words by Slovak students. Many mis-

pronounced words are borrowings from other languages or international words, therefore their Slovak pro-
nunciation interferes with English. The most frequent pronunciation mistakes include:
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i. Greco-Latin based terms and words, borrowings, or international words, e.g.: duodenum, jejunum,
structure, procedure, analysis

ii. Mispronouncing CH and C in e.g. chemistry, mechanical, chlorophyll, paramecium, cyst, receptacle, /ch,
¢/ sounds as known in Slovak do not exist in the phonemic inventory of English

iii. Misplacement of primary word stress, putting it on the first syllable like in the Slovak language

iv. Mispronouncing verbs ending in -ine, e.g. examine, determine; these mistakes tend to be fossilised

v. Words containing au, eu, e.g. trauma, automatic, euphoric, interference of Slovak

vi. Words beginning with ps, pn, e.g. psychology, pneumonia where p is silent in English unlike in Slovak

3.2 Video-recordings as sources of proper pronunciation for pronunciation practice

The significance of using video-recordings in ELT has already been highlighted in the present paper. They
are easily accessible tools which present the language in its natural form. Students are exposed to fluent
speech and simultaneously perceive its audio-visual form, which helps to improve their foreign language
competence. In the teaching practice choosing relevant recordings is key.

In the selection process several criteria were considered. The video-recordings suited if they:

i. Presented relevant content

ii. Contained target vocabulary, phrases, and sentence structures

iii. Were recorded/presented at a native speaker level of English

iv. Were of appropriate length, 3-5 minutes, occasionally longer or shorter
v. Were of good sound quality without disturbing noises

Various types of videos were used, e.g. short documentaries or educational videos, interviews, discus-
sions, student presentations, parts of recorded lectures and panel discussions.

However, there are some limitations of using video-recordings as sources of proper pronunciation. For
instance, finding a recording which would present a considerate number of instantiations of target language
is often problematic. A single occurrence of a target word or term in a whole video is insufficient, students
do not get adequate exposure to its proper pronunciation. Students may not recognise target words or terms
in fluent speech, especially in longer videos with very rich content. When a longer video is used, students’
attention may fluctuate and they may become demotivated and unable to focus on the pronunciation as-
pects of the language used.

3.3 Pronunciation practice using LMS Moodle

The e-learning courses were primarily created for the purpose of providing students with self-study mate-
rials additional to those used in regular classroom instruction. We preferred tasks which require minimal
teacher intervention and reduce load on teachers. Therefore, we did not opt for such tasks which, for exam-
ple, require students recording themselves and teachers providing feedback on their performance.

With regards to the identified problem areas in students” English pronunciation we endeavoured to de-
sign tasks in the way that would make students aware of and interested in proper pronunciation of English
words, and, ideally, consult a dictionary to check on the pronunciation if they could not identify it from the
recording.

Five categories of tasks were chosen. First, we focused on pairs of words with some degree of similarity
either in their orthographic form or pronunciation which we call “tricky” words. The second category of
tasks aimed at the identification of word stress. We included various questions asking about the proper
words stress, including e.g. the use of sequences of circles for marking syllable stress. Next, we included the
terms which may be pronounced in different ways in English. The last two categories of tasks test students”
ability to identify pronunciation of single letters, syllables, or whole words by phonetic transcription.
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Note that students were not given instruction on the English phonetic alphabet, yet, they were provided
with the links to webpages introducing the phonemic chart and to several online dictionaries, e.g. howjsay,
merriam-webster, Cambridge dictionary, Oxford Learner s Dictionaries, etc. Most of them contain phonet-
ic transcriptions along with the sound recordings of the entries.

Table 1 provides examples of questions included in the e-course pronunciation practice.

1. “Tricky” words

Are college and colleague pronounced the same way? (true/false)
Are major and mayor pronounced the same way? (true/false)
Are genes and jeans pronounced the same way? (true/false)

2. Stress pattern

The word ovule is stressed on the first syllable. (true/false)
Which of the following words has different stress pattern than the rest? (multiple choice)
cholesterol, spectrometer, constituent, component

Match the words/groups of words with their correct stress pattern (animal - Ooo, O=stressed, o=unst-
ressed). (matching)

chemistry, molecule, cellular, neutralise .....O00
atom, protein, major, ion, photon.............. Oo
combustion, electron, titration, reaction.....0Oo

3. One word pronounced in different ways

The word algae can be pronounced in these ways: /'zld31/, /'2lgi:/ (true/false)

4. Pronunciation identification — whole words

Gamete is pronounced as /ga’meit/. (true/false)

Match the word with its pronunciation transcription: climate. (multiple choice)
/’klarmat/, /'klimat/, /kl1'mert/

Mark the proper pronunciation of the term circuit. (multiple choice)

/'s3r.kit/, /'s3i.kuit/

5. Pronunciation identification - single letters/sounds, syllables

Is I- in idea and identify pronounced the same way? (yes/no)

Does technician have a /ch/ or /k/ sound? (multiple choice)

DI at the beginning of diversity is pronounced as /di/. (true/false)

Both C’s in receptacle are pronounced as /k/. (true/false)

In oceanic the first C reads as /s/ and the second one as /k/. (true/false)

The Y in glycerol, I in saliva, Y in chyme are all pronounced as /ai/. (true/false)
Mark the word in which there is no /k/ sound: (multiple choice)

cartilage, chloroplast, chromosome, mitochondria, paramecium.

Table 1. Examples of questions in the e-course pronunciation practice tasks.

3.2.2 Micro-analysis of the students” performance in pronunciation practice tasks

A micro-analysis of the results was carried out after the e-courses were implemented into practice, namely
the course for PhD. students and the course for science students. The average scores for all categories of
questions were counted to provide insight into how students performed in pronunciation practice tasks.
Table 2 summarises the results.
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category of tasks average score in %

LTricky“ words 89
Pronunciation identification — single sounds and syllables 84
One word pronounced in different ways 79
Stress pattern 75
Pronunciation identification — whole words by transcription 59

Table 2. Average scores in respective task categories.

The results show that the tasks which concentrated on finding the pronunciations of words by their
transcriptions were most challenging with the average score obtained below 60%. This may be explained
by students” little or no previous experience in using phonetic transcription in learning pronunciation.
Another reason might also be students” reluctance to consult dictionaries. The average score in the range
between 70 and 80 per-cent was obtained in tasks aimed at identifying word stress and those focusing
on words whose pronunciation varies. The data obtained from the feedback questionnaires suggest that
students found questions in which they were asked to determine the stress pattern in words extremely dif-
ficult. The highest scores were obtained in tasks asking about single sounds or syllable sounds and “tricky”
words in which students scored above 80%. In general, students performed best in yes/no questions and
worst in those in which they were supposed to understand phonetic symbols, but further examination
would be needed to find out if students relied on their knowledge or they were simply guessing answers
in yes/no questions. Another limitation of these data lies in the fact that there were unequal numbers of
question of respective categories.

In the present paper we outlined the implementation of e-learning in ESP and EAP courses at UPJS using
LMS Moodle. We described a five-step process of e-course design from the initial identification of student
needs and gaps in their knowledge, through setting goals and objectives, source and medium selection, feed-
back elicitation, to piloting and course implementation.

LMS Moodle has been used at UP)S in the process of digitalisation of education and providing e-learning
support to students and teachers at our institution. It is a user-friendly platform offering many interesting
activities. The language e-courses were designed using the Quiz tool. This design does not require regular
teacher-provided feedback. This is essential especially in the courses with many students enrolled. Different
types of questions were included, e.g. multiple choice, true/false, matching, gap fill, etc. A possible drawback
of such approach could be the lack of face-to-face communication and a rather monotonous character of the
language practice due to a limited range of suitable types of questions.

Further, we explained our motivation behind choosing video-recordings as sources of authentic lan-
guage. The video-recordings have been widely used in today’s language teaching practice due to their
availability and easy accessibility. They provide students with real communication contexts and stimulate
their auditory and visual senses, which contributes to better comprehension and improved production
skills. From a variety of genres, short documentaries, educational videos, research presentations, or in-
terviews were mostly used. The choice of suitable videos depended on several criteria including a topic/
content relevance, presentation of desired target language, good sound quality, appropriate length, and
a native-like delivery. Some limitations, however, could be observed. An inaccurate length of videos and
insufficient exposure to target language may lead to the loss of students” motivation and failure in the
learning process.

The main focus of the present paper has been on pronunciation learning and practice. Currently, pro-
nunciation teaching is viewed as effective if a student masters the language to a degree that its user can
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clearly and comprehensibly communicate ideas. Proper pronunciation on a word level is a prerequisite to
that. Some of the most common effective methods in pronunciation teaching include regular exposure to
authentic language, the use of dictionaries and familiarity with phonetic symbols as means of conceptual-
ising English sounds.

The present paper identified several problem areas in the way Slovak students (mis)pronounce English
words, e.g. misplacing the primary word stress, mispronouncing words and terms of Greco-Latin origin, etc.
We set out to use e-support for pronunciation learning and practice. Our desired goal was to make students
become exposed to, think about, and/or check on the proper pronunciation of problematic words. In the
e-course language practice we tried to achieve that by asking about how single letters, syllables or words are
pronounced. Frequently students were supposed to identify the proper stress pattern or pronunciation by
its transcription. As results from the questionnaire feedback analysis, stress pattern identification was rather
challenging for some students. This approach, however, has its drawbacks. It cannot be verified whether
students answered questions based on their knowledge, or they simply guessed their answers. The absence
of a model pronunciation or immediate feedback from a teacher or fellow learners may negatively influence
learning outcomes, too.

The present study also provided the results of the microanalysis of practice test scores. These indicate
that Slovak students may have inadequate knowledge of and experience in using phonetic symbols. This
is important metalanguage and an extremely helpful tool which is often overlooked in everyday teaching
practice. We advocate for using phonetic transcription to communicate effectively about pronunciation,
especially at the higher levels of education and when the language instruction is carried out asynchronously
via e-learning. However, adequate instruction on phonetic symbols must be provided prior to practice, oth-
erwise students may be left confused and unmotivated.

Further steps will consist in revisiting and updating the pronunciation practice tasks. These will be ex-
tended and the recordings of model pronunciations of words in isolation and in various contexts will be in-
cluded. Adequate instruction on the use of phonetic transcription will be provided before students complete
the e-course tasks. Follow-up studies of the effectiveness of the method used in teaching pronunciation will
look at students” spoken performance before and after completing the e-courses which will be carried out
in the upcoming teaching semester in the spring 2023.
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The experience of teaching during the Covid-19
pandemic and beyond: the view of new teachers

This paper reports on the experiences of 13 trainee and newly-qualified English language teachers during and after
the Covid-19 pandemic in Hungary. The teachers, who had all attended teacher-training courses taught by the re-
searcher in a large university, were contacted through social media or email and agreed to take part in the research.
The main aim was to discover how the teachers coped with enforced distance learning and how their teaching
changed as a result, with a particular focus on their use of technology. However, in the course of the research an
additional point of interest emerged, which was the teachers’ future plans regarding teaching, and this became one
of the major themes. The research was done using in-depth qualitative interviews conducted through a videocon-
ferencing tool. The transcribed interviews were first open coded for meaning and then organised into thematic cat-
egories. The paper concludes with a consideration of what the lived experience of young English language teachers
in Hungary may mean for the future of mainstream education.

Covid-19; ICT; online teaching; teacher training; qualitative research

The Covid-19 pandemic, which spread so rapidly across Europe in the spring of 2020, has had a profound
effect on the education systems of the entire continent. Even as the World Health Foundation declared that
Europe had become the epicentre of the pandemic on 13 March, country after country was closing its schools
and teachers were forced to go online to do their teaching. This resulted in the situation described, perhaps
a little uncharitably, in the following quote:

Since many countries have imposed a lockdown on movement, and many schools have subsequently
closed their doors, vast numbers of previously tech-shy teachers are having to learn very quickly how
to teach using online resources. This might be through delivering lessons using virtual classrooms or
providing online self-study material for students, both of which may be new modes of lesson delivery
for many. (HARRISON 2020, May 4)

In Hungary, this was certainly the case. The main aim of the present research is to find out how young
teachers who were near the end of their training and doing their teaching practice in schools around the
country experienced this sudden transition, to get their perspective, to learn about how they coped with the
challenges, and to understand how the experience affected their thinking and what the implications of that
might be for Hungarian education going forward.

The development of information technology through the integration of telecommunications with comput-
er networks dates to the invention of the internet in the 1970s, but it was not until the advent of the world
wide web that this technology began to have a profound effect on all walks of life. The term “information
and communications technologies” began to be used in the 1980s and the abbreviation ICT first appeared in
the context of education in a report written for the UK government in 1997 (STEVENSON 1997).
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By the first decade of the 21% century, rapid developments in search engine technology and the appear-
ance of interactive online information sources such as Wikipedia and social networking sites such as Face-
book and Twitter, along with the development of ever more sophisticated devices for accessing the web,
meant that the prospects for technologically assisted learning had been transformed. This was recognised in
educational policy making and curricula around the globe (KOZMA 2008).

In the USA, a partnership between technology companies, educationalists and government produced a
framework for 21% century learning the aim of which was to map out the skills necessary for learners to make
their way in a complex and constantly changing digital society (TRILLING / FADEL 2009). The framework is
composed of three main areas: learning and innovation skills, digital literacy skills, and career and life skills.
It has been highly influential in emphasizing the need to incorporate digital, media and ICT literacy into
mainstream education.

The aim of integrating ICT and digital literacy into education at all levels also become a major goal in the
countries of the European Union in the form of the Digital Education Action Plan (EUROPEAN COMMIS-
SION 2019), and in Hungary the 2012 National Core Curriculum included the teaching of digital competenc-
es as a key aim (HUNGARIAN OFFICIAL GAZETTE 2012). However, as in other countries a major barrier
to the successful digitalization of education and society in Hungary has been what has become known as
the digital divide, which Gorski (2005: 3) defined as the “inequalities in access to computers and the Internet
between groups of people based on one or more dimensions of social or cultural identity”.

In Hungary, research shows that the biggest factors that determine those who are at risk of social exclu-
sion in terms of access to material goods are unemployment, low educational qualifications, families with
three or more children, single-parent families, and especially, being of Roma origin (HUSZTI 2020). Huszti
(2020) points out that Eurostat’s poverty and exclusion measures includes the lack of use of the world wide
web, and this now constitutes a new type of social inequality measured by possession of digital devices and
access to the internet. Moreover, social geography, that is, the connection between where a person lives
and their social status (SMITH / PAIN / MARSTON /JONES 111 2010), is also a strong determining factor in
Hungary (HUSZTI 2020), as will be seen in the next section.

1.1 The educational context in Hungary at the time of the pandemic

In Hungary there were two national lockdowns that affected all high schools (lower and upper). The first
was from 16 March 2020 until the end of the school year, and the second was from 11 November 2020 until
9 May 2021. These lockdowns and the enforced distance learning that followed affected teachers and learn-
ers differently depending on which part of the country they were in. This was partly because of differential
access to material goods including such things as internet access and digital devices in the poorest areas of
the country (HUSZTI 2020). According to the Hungarian Central Statistical Office (2018), the most deprived
area of the country was Northern Hungary, where 20.5% of the population was at risk of poverty or social ex-
clusion in 2017. However, during the pandemic the inequalities in access to digital technology could also be
seen even in the capital, Budapest, with cases of schoolchildren being unable to study because their parents
could not afford to pay for more mobile internet after they had used it up (UNICEF 2020).

A report into the conditions and effectiveness of enforced distance learning published by the State
Audit Office of Hungary in August 2021 (CZIFRA / NEMETH / NAGY / TEGZESNE CZIGLER 2021) found
that only 90% of households had access to broadband connectivity, schools could only provide a small
number of students with devices, distance learning posed a threat to students’ and teachers’ data security
and protection, digital learning materials were not generally used in education, teachers were prepared
for administrative tasks thanks to the e-Kréta platform, but many teachers were lacking the necessary dig-
ital skills to teach effectively, and less than half the population in Hungary have at least basic digital skills.

For the novice teachers in this study, the situation was mostly not so bad because they were teaching in
quite well-resourced schools during their teaching practice, but as will be seen later in the paper, some of
them went on to teach in schools in the north of the country which were in a much worse situation and had
been severely affected during the lockdowns.
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The initial aim of the research was to find out how trainee and novice teachers had coped with the challeng-
es of teaching during the lockdown periods and also how their teaching had changed as a result, particularly
their use of digital technology. Because this involved exploring the lived experience of individuals in extraor-
dinary circumstances a qualitative approach was most appropriate. This is because constructivist qualitative
research aims to explore the complexity of lived experience and “[r]ather than finding ways to reduce the
effect of uncontrollable social variables, it investigates them directly” (HOLLIDAY 2016: 5). The following
sections will describe all aspects of the research design including the data analysis.

2.1 Participants

The participants in the research were 13 recently qualified or soon-to-be qualified teachers of English as a
foreign language (in three cases the participants had not yet completed their studies) from the six-year MA
teacher-training course given by an English language pedagogy department in a large university in the capi-
tal city. All of them had been teaching during one or both of the lockdowns in Hungary.

All of them volunteered to take part in the research with their anonymity assured. They were contacted
through email or social media on the basis of both purposive and convenience sampling (PATTON 2014)
since they had all been in teaching methodology seminars held by the researcher. There were 4 males and
9 females. A summary of their teaching experience during the two lockdowns and their status in terms of
teaching at the time the research was carried out is given in Table 1 below. The table only includes their
experience for the English language teaching part of their degree - all of the participants also had another
subject for which they did a short and a long teaching practice period. For the “Current status” description,
teaching “in a school” refers to a state school.

m Lockdown experience Current status

female Taught half a semester online Teacher on maternity leave

2 male Only taught a few weeks online Hasn’t graduated yet

3 male Taught most of his teaching practice Not teaching
online

4 female Taught both teaching practices online Teaching in a private school

5 female Second half of long practice online Teacher on maternity leave

6 female All of long teaching practice online Not teaching, on maternity leave

7 female All of long teaching practice online Not teaching

8 female All of long teaching practice online Teaching full time in a school

9 male Almost all of the long teaching practice  Teaching full time in a school but
online planning to leave after retraining

10 female Most of long teaching practice online Teaching full time in a school

1 female Most of long teaching practice online Working for a company

12 female Did her short teaching practice online Hasn’t graduated yet

13 male Did the whole of his long teaching Hasn’t graduated yet, teaching part

practice online

Table 1. Summary of the participants’ teaching experience
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2.2 Data collection

The main data collection method was in-depth qualitative interviews using an interview guide which had
four main points of focus: how the teacher taught before the lockdown, their experience during the lock-
down, focusing on the challenges they met and how they overcame them, how their teaching was affected
after returning to in-person teaching (if they did), and their thoughts about the future of education in Hun-
gary. As the interviews proceeded the interview guide was further developed, particularly in regard to asking
the interviewees about their future plans.

The interviews were done in English in May and June of 2022 at a time suitable to the interviewee. All
except one of the interviews were done on Skype and video recorded (the interview with Teacher 5 was done
using Google Meet) as well as being recorded using the voice recorder on the researcher’s mobile phone. The
sound files were then transcribed using the Microsoft 365 transcription tool. The raw transcriptions were
then “cleaned up” and formatted using the video recordings as a guide. On average the interviews lasted for
40 minutes and the completed transcriptions totalled more than 60,000 words.

2.3 Data analysis

The transcribed interviews were analysed using a process of initial open coding for meaning followed by fo-
cused coding and then “themeing the data categorically” to describe the patterns observed in the data (SAL-
DANA 2021: 259). After the first sweep of the data 33 focused codes emerged on the basis of which the main
categories were developed. For reasons of space it will only be possible to partially explore some of these.

In this section, because the main focus of the paper is on how the novice teachers adapted to the difficult
situation of teaching entirely online, the main thematic category of the teachers’ experience of enforced dis-
tance learning will be discussed, but only some of the subcategories will be mentioned. The main category
of the teachers’ future plans will also be looked at. In the following discussion, key points will be illustrated
with extracts from the data. Page numbers refer to the page of the interview transcript.

3.1 The teachers’ experience of enforced distance learning

When it comes to teaching during the lockdowns, some aspects of the 13 teachers’ experience are likely to
be familiar to any schoolteacher who lived through this period. All of them had some sort of technical diffi-
culties while they were teaching and nearly all of them felt the need to improve. However, they were able to
adapt quickly and often appreciated the new skills they had learnt. Teacher 7 was typical:

Well, 1 had to learn how to use these different platforms, because I'm not a technical genius. (Laughs)
But it was also great because I, 1 always wanted to learn how to use them and I'm much more com-
fortable now using them. (2)

The teachers felt that they were obliged to improve because they had no choice but to use online plat-
forms and apps during the pandemic: “But I knew that 1 needed to improve in using these kind of tools,
and actually the pandemic made me” (TEACHER 9: 2). Several of them also felt that their training at the
university had helped them: “1 think most of the knowledge which 1 got about the online teaching, it was
from the university actually, so it was really good. And yeah, that’s when I started using them also, so it was
very good” (TEACHER 4: 7).

What was particularly noticeable was the flexibility and speed with which these young teachers were
able to adapt. Indeed, several of them found themselves having to assist their older colleagues who were
struggling to adapt. When asked what help she had received while teaching online during her long teaching
practice, Teacher 1 answered as follows:
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Kind of nothing (laughing) actually, because, you know, in our school, it’s also a problem that many
of our teachers are getting old and they needed the support. So we as younger students, we were kind
of the ones giving the support. (4)

In one case, that of Teacher s, the trainee teacher was even asked to take over classes from a much older
full-time teacher at the school who could not cope with the situation:

So, the thing is that one of the teachers realized that this online teaching is too much for her and, and
she seriously got sleeping disorders and things, and that’s why 1 got two Teams from her to just, lower
the, the weight on her back or something. (3)

Thus, Teacher 5 found herself teaching unknown classes with little support because her mentor teacher
was occupied with her duties as deputy-head of the school and the regular teacher of the students she was
teaching was herself in need of help: “She didn’t really know what to do. I think she couldn’t really support
me because she needed support too” (3).

The cases of both these teachers highlight a clear difference in the ability to quickly adapt to enforced
online teaching between the young novice teachers and some of their older much more experienced col-
leagues. Partly this was because these young teachers were already familiar with using digital technology,
for instance, Teacher 2 and Teacher 13 were both familiar and comfortable with using online platforms from
their experience of video gaming, but this was by no means the case with all of the novice teachers. Teacher
7 has already been mentioned, stating that she had to learn to use new platforms and was not a “technical
genius”, and Teacher 8 also did not identify herself as being particularly interested in using digital technol-
ogy before the pandemic because she had not used it when she was at school: “Well, 1 think, I didn’t want to
use digital tools because 1 didn’t meet with digital tools when 1 was a student in the secondary school, so this
is how 1 used to learn, and maybe this affected me” (3). Nevertheless, with support from her mentor teachers
she was able to handle online teaching, and as a result her opinion changed: “1 wasn't afraid of digital tools,
but I didn’t think that it will help me more. But now I think that it helps a lot if I can use some digital tools
in my lessons” (3).

What this seems to show is that applying the well-known concept of digital natives and digital immi-
grants, first used by Prensky in 2001 to describe the difference between teachers and students in secondary
schools in the USA, is not completely appropriate when describing the difference between novice and expe-
rienced teachers in Hungary at this time. Rather, as Bennett et al. (2008) point out, the use of technology in
education and the level of skill of the users are not uniform, and that applies to both teachers and students.
What seems to be the case in the present research is that the novice teachers showed themselves to be far
more comfortable when dealing with new technology, at least by the end of their online teaching, if not
before. Perhaps a more useful way of thinking about our use of technology as professionals would be that of
digital flexibility rather than divisions depending on our date of birth.

These 13 teachers all showed themselves to be highly flexible when it came to teaching online. However,
this by no means meant that they always found it easy. In fact, all of them experienced not only technical
difficulties but also a high degree of stress and anxiety at times, and the reasons for this will be briefly dis-
cussed in the next section.

3.2 Experiencing anxiety and the importance of the mentor-mentee relationship

No matter how comfortable they felt using technology, all of the teachers experienced anxiety during their
online teaching. Often this was for technical reasons such as those mentioned by Teacher 8: “Well, technical
problems, sometimes, if I couldn’t just start the calling, 1 couldn’t put the link into the chat, or any kind of
things. The Wi-Fi, you know, it just didn’t work” (8). Even for one of the most technologically adept teachers
this could cause considerable stress:

Then anxiety hit me, and I feel like that is the biggest difference 1 feel between online teaching and
being there physically, is that, if youre there physically, it’s way easier to correct these difficulties,
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these things, because if you're online and there are technical difficulties, then it’s just THAT, you can’t
really do much about it. (TEACHER 13: 7)

However, what seemed to cause the most stress for nearly all the teachers was the inability to connect
meaningfully with their students. Most often this was because they couldn’t see them: “It was like, we used a
Discord, I don’t know if you know it. There were no cameras. So, it was like 1 was talking to a wall” (TEACH-
ER 4: 3). And even when cameras were available the disappearing student was a common experience: “And
sometimes they said, ‘Oh my Internet connection is low’, or something like that and then they would just
disappear” (TEACHER 7: 3). This of course had an effect on the quality of teaching and learning:

At first, it was very good and they were motivated because it was new ... But then they started to act
like ‘My microphone is broken, I don’t have a camera’ and they slowly disappeared from the classes.
So, it was rather about trying to keep them with me and at least talking and speaking, and it was not
really about teaching new, new materials to them. (TEACHER o: 3)

The trainee’s relationship with their mentor was very important in helping them deal with these prob-
lems and the accompanying anxiety they caused. Sometimes the trainee characterised their teaching prac-
tice as a joint endeavour:

It was challenging, but we could design, with the help of my mentor teacher, online classes, and
I mean they weren’t the most effective English lessons, like ever, you know, but 1 think we did enough
to survive this online teaching or digital period. (TEACHER 3: 2)

It was clear that the mentor’s help was highly appreciated by many of the participants: “I really relied on
my mentor teachers’ advice and their ideas” (TEACHER 10: 2). The mentor could also help by showing how
to connect more effectively: “my mentor teacher helped me a lot. How to prepare, how to, kind of, keep con-
nection with the students. Because, at the end she told me, like, just leave the material and, and have some
personal communication with them” (TEACHER 6: 3).

Of course, as we have already seen, the relationship was not always ideal and there were trainees who felt
they had not been given much help or the help was not actually very helpful:

I couldn’t do anything on my own. 1 couldn’t use my own tools. 1 just got the lesson plan, please
teach this, do this from the book ... 1 think that she thought that it was being supportive, but
I don’t really think so. Because 1 didn’t get the chance to experience and to try my own methods.
(TEACHER 4: 4)

Nevertheless, this aspect of the teacher trainees’ experience highlights the critical importance of this
relationship in the developmental phase of a new teacher, even in more normal circumstances than a world-
wide pandemic.

3.3 The teachers’ future plans

The last category that is important to mention is one that became increasingly salient during the
course of the interviews and that is the teachers’ thinking about their plans for the future. It became
increasingly obvious that very few of them saw a future career for themselves as a mainstream school-
teacher.

Of the 13 participants, three had still not finished their studies although their cohort as a whole had al-
ready graduated. One of those three, Teacher 13, was going to teach part-time in the school where he did his
long teaching practice but didn't see his future as a full-time teacher. The other two were unsure whether
they would enter mainstream education once they had graduated. Four of the trainees had never started
teaching in a school after graduating and had no intention of doing so. They were all doing a different job
either freelance or in a company.
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Of the remaining six participants, one was teaching private lessons online. She said she might consider
going back to teaching in a high school at some point in the future because she didn't find online teaching
very satisfying. Two of the interviewees had been teaching in a school but were now on maternity leave and
only one of them planned to return to teach in her school. Three of the participants were currently teaching
full-time in a state school and of these three, one was already training to do another job and planned only
to stay teaching until he had finished his course. The lower school where he was teaching was in a village
in the north of Hungary, and it was extremely under-resourced (he found out that during the pandemic the
school had only been able to deliver lessons by post to students because most of them did not have adequate
digital resources at home). He made a telling comparison between his teaching practice in Budapest and his
present post:

_______ in Budapest and this little schoolin T_______ where, 1
don’t really (pauses) well, teaching them English or History-that’s my other major-is not my first job.
Basically, my first job is to make sure they eat enough because sometimes, on weekends, they don’t.
(TEACHER o: 7)

What became clear when listening to the participants talk about their future was that the majority found
it difficult to see a long-term future in teaching. Teacher 6 was on maternity leave from her school and al-
though she said when she started teaching “l was really enthusiastic and I chose this profession because 1 felt
A CALL (laughs)” (8), she felt that now she had to reconsider:

now my perspective has changed a little, like, what does my family need most? So 1 think (pauses) 1
will see in which kind of a situation we will be, and if our finances will let me, then I might go back,
but, but I'm not sure yet. (9)

Even the full-time teachers who really enjoyed their job were uncertain of how long they would remain
teaching. When asked to look ahead Teacher 8 was clearly in two minds about her future career:

I love teaching and 1 wouldn'’t like to leave the school, because of the students and my colleagues. 1
love to be there. And, maybe, if 1 would like to have family and children, the payment is not enough,
1 think, as a teacher. (12)

She went on to say that she needed to find more private students to make “extra money for living” (12),
and all these answers point to what Teacher 13 termed “the elephant in the room” (11), which he explained
in the following way:

It’s, like, I'm not motivated by money. 1, 've NEVER BEEN. Like, 1 don’t care about money. 1 don’t like
to, like when 1 tutor | hate to ask for money, like, I hate the whole thing. But, like, people need money,
so... (laughs). (11ff)

Again and again, what was clear in all the interviews was that teaching as a career was not an attractive
prospect as it was impossible to make enough money to live on. Teacher 13 lived in his family home and
thought starting teaching as a career was only viable if a person already has a secure financial background.
For him “teaching as a profession became a hobby, for which you have to have a Master’s degree” (12). He
intended to get a job in marketing as a video editor using his media skills and have teaching as a part-time
job.

One of the most positive findings of this small-scale study is that young teachers are extremely flexible when
it comes to adopting new technology and incorporating it into their teaching. This is especially important
because older teachers tend to have more difficulty doing this and according to several of the participants,
showed a tendency to return to their traditional ways of teaching after returning to the classroom. If education
in Hungary is to realise the potential of 21" century developments in technology and ideas such as blended
learning, then the input of teachers who are comfortable with new tools and open to new ways of teaching will
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be essential. The kind of vision for the future of education in Europe set out in reports such as Zancajo et al.
(2022) in terms of digitalization of the education system, addressing educational inequalities, and promoting
teacher development, will be impossible without the right teachers to implement such a vision.

It should also be pointed out that, though the usefulness of their 6-year training was not a main focus
of this short article, the novice teachers clearly felt that the ICT knowledge they had gained in their cours-
es was helpful. This suggests that a greater focus on implementing digital technology in English language
teaching and plenty of opportunity for practice and experimentation would seem to be a logical direction
for the teacher training syllabi of tomorrow. This makes sense both in terms of building on our experience
of enforced distance learning during the pandemic and being prepared for further possible disruptions in
the future, quite apart from the need to develop and improve our 21* century teaching methods generally.

Unfortunately, at the present time, similarly to a lot of other countries both in Europe and abroad, Hun-
gary has a serious problem with attracting enough new teachers to the profession to replace the aging work-
force in many subject areas, and on the basis of this research it seems that English language teachers are no
exception. In order to reverse this situation and create a brighter prognosis for the future, beyond providing
better resources in schools in less well-off areas, which of course is necessary to help bridge the digital divide,
the concerns of new teachers over the viability of teaching as a promising career will have to be meaningfully
addressed.

Finally, though the aim of constructivist qualitative research is not to achieve generalisability, but rather
to offer the possibility of transferability to other contexts through providing thick description (GEERTZ
1973; HOLLIDAY 2010), it must be acknowledged that this study involves a small number of teachers from
a single teacher-training programme. An obvious direction for future research is to explore the lived experi-
ence of novice teachers from other programmes and perhaps to build a grounded theory of how new teach-
ers are dealing with the challenges of the profession at the present time in Hungary.
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Zsuzsanna Soproni
International Business School

Towards better employability: Pioneering an oral
communications module

The paper introduces an innovative model for the teaching of employability skills at a higher education insti-
tution. The model is based the research results of a project conducted in collaboration with Profession.hu, a
recruitment portal, which brought the introduction of the Upskill programme with six new modules: written
communication skills, oral communication skills, quantitative skills, analytical skills, organisation and IT skills.
This paper will discuss the literature on employability skills, and the Upskill programme, with particular focus on
one level of the oral communication skills module. The Upskill programme was launched at International Busi-
ness School (Budapest and Vienna), which is a private college offering bachelor, master and PhD programmes
validated by UK universities. The challenges met in the first three years will also be discussed: the heterogeneity
of groups, organisational difficulties, student perceptions and the need to move the module online during the
pandemic.

employability skills, oral communication skills, data driven course development

All higher education institutions would like to increase the likelihood of their alumni to find jobs. This
might be even more so in the case the International Business School (IBS), which is a fee-paying private
institution offering practice-based business and management education. One obstacle that might prevent
graduates from finding a job is if there is a discrepancy between the skills they have and the skills that
are desired by possible employers. That is the reason why IBS embarked on conducting a research project
with a recruitment portal. The aim was to identify the skills that are the most frequently demanded in
job advertisements. Subsequently, the pedagogical objective was to develop modules that would target
the specific skills that employers in the job market find job seekers are lacking. Thus, data driven course
development was hoped to help establish a better connection between the training programme of 1BS
and current job market trends and needs. As Fajaryati et al. put it in a review article, “the strengthening
of employability skills for students is no longer an option, but a necessity that needs to be done by the
education system” (2020, p. 601).

Given the fact that “managers are the occupational group least likely to receive training (Vivian et al., 2018,
pp.18), undergraduate and graduate programmes training business managers should prioritise the training
of skills demanded in the job market since it is very probably at the bachelor and master level that these
professionals receive training the last time during their career. In a way, this is a step to move skills training
earlier: instead of learning these skills on the job, undergraduates have employability skills development
classes while studying at university.

Traditionally, employability skills were considered to be “job-readiness skills” that help new recruits find

jobs, fit into their work context and keep their jobs (Robinson, 2000, p.1). Robinson categorises employability
skills into three skill sets: “(a) basic academic skills, (b) higher-order thinking skills and (c) personal qualities”
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(2000, p.1). To illustrate these she lists the ability and the willingness to learn among basic academic skills,
critical thinking among higher-order thinking skills and coming to work as scheduled, for example, among
personal qualities. An addition to the previous definition of employability skills is provided by Fajaryati et al.:
the skills to get promoted, face change, change jobs at different points in an employee’s life cycle are included
in their more recent definition (2020). While a university cannot prepare its graduates for their entire career
in today’s fast-changing job market, it can still try and make the transition into it easier.

In the UK in 2015 91,000 interviews were conducted with employers to identify trends in the labour
market (Vivian et al., 2018). Among other phenomena, the report found that employers believed complex
analytical skills, time management, management and leadership, sales and customer handling skills were
lacking. For existing staff the most important skills gaps related to people and personal skills regarding
workload management and teamwork. Although specialist, job-specific skills were also widely deemed to be
absent, complex analytical skills, especially in managerial and professional positions were also found to be
lacking (Vivian et al., 2018, pp.13-14). In the business sector, for example, the most lacking skill was the ability
to manage one’s own time and prioritise one’s own tasks, while in the financial sector, it was persuading or
influencing others (Vivian et al., 2018, p.160). When it comes to the percentage of skill-shortage vacancies,
apart from job-specific skills, the highest proportions (around 32-36%) are listed for the following five skills:
planning and organisation, customer handling, oral communication, problem-solving and written commu-
nication (Vivian et al., 2018, p.161).

The issue appears to be an important one in business education, even at the Master’s level. In the US
context, as part of their survey on MBA rankings, Bloomberg were interested in identifying highly desired
skills of the job market. Based on data collected from 1,251 job recruiters with MBA recruitment experience
at 547 companies, researchers categorised skills into four groups: (a) less common and less desired, (b) more
common and less desired, (c) less common and more desired, (d) more common and more desired. They
found that in the financial sector, for example, the two “most desired but least available skills” in category (c)
were communication skills and strategic thinking (Levy & Cannon, 2016). These skills were labelled as the
sweet spot. The sweet spot for all industries includes communication skills, strategic thinking, leadership
skills and creative problem solving. More common and more desired skills in all industries involved analyt-
ical skills and working collaboratively, while the same category in the financial sector included motivation/
drive, analytical skills and working collaboratively (Levy & Cannon, 20106). It is interesting to see how com-
munication skills topped the list of the most important skills in all industries (Figure 1).
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Figure 1 Importance of skills ( )

The importance of communication and problem-solving skills is underlined by the fact that after stud-
ying real-time labour market data in almost 700,000 online job-ads in 2017 researchers concluded that for
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skilled technical workforce the top eight baseline skills in Virginia were communication skills, planning,
writing, problem-solving, organisation skills, research skills, MS Office and MS Excel (Lancaster et al., 2019,
p. 11). Moreover, in a review article, Fajaryati et al. found that the skills the most often listed in the relevant
literature are problem-solving skills, communication, team-working and technological skills (2020, p. 601).

2. The Upskill Programme at IBS

In order to collect data for the development of the IBS Upskill programme approximately 100,000 individual
jobs postings were examined, which comprised the full 2015-16 job advertisement database of Professon.hu.
Data were extracted from adverts for positions that require a university or college degree (The Upskill Pro-
gramme Handbook, 2022). The skills map in Table 1 shows the results of the investigations:
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21.22 14 24 23 19 16 1715
Catering 1814 16 13 20 19 17 24 21 21

Table 1 The most demanded skills in job advertisements (The Upskill Programme Handbook, 2022)

Requirements identified in job adverts can be seen at the top of the table. In all industries (seen on the
left), communication skills, problem-solving skills and the use of the MS Office Suite were the most impor-
tant soft skills listed as requirements in job adverts. Precision, writing skills and team-work skills and the
ability to work independently were also desired by employers.

Based on the results of the above research project, six new employability skills modules were introduced
for second year business and management Bachelor programme students in 1BS. The course content was de-
signed bearing in mind that the courses were to be “practice-based” and should apply “an interactive, learn-
ing-by-doing approach” (Upskill Programme Handbook, 2022, p. 4). The six modules were the following:
written communication skills, oral communication skills, quantitative skills, analytical skills, organisation
and IT skills. Each module is taught at three different levels, which are called Connect, Develop or Explore.
This means that these employability skills subjects are compulsory, but students can participate in a seminar
that is geared to their level.

Similarly to a model found by Fajaryati et al. (2020, p. 600), IBS students are given personalised training
based on their specific needs. The categorisation of students into Connect, Develop or Explore levels is based
on their first year performance. Specific assessment elements and specific criteria have been selected to com-
pute each first year student’s ability score. For example, to see how good students’ oral communication skills
are, three first year subjects have been selected as can be seen in Table 2. The marks students have received
for three of their assessment tasks in their first year are taken into consideration when categorising them
into the three different levels. If they achieve a high grade on their Business Ethics presentation and receive
a high grade both for their participation in their oral debate in Academic skills module and for their final
presentation in their Presentations module, they will be allocated to the highest level of oral communication



skills, which is called Explore. Or, to give another example, to compute students’ writing skill score, eight
marks given for four different assignments in four first year subjects are taken into account. The eight marks
all assess language and structure related criteria of written home assignments.

Induction SEMESTER 1 SEMESTER 2
Decision Info and Finance Manag; Management
Module name ITQS Test Academic Rissinesy Making Communication Aca!i!mll: for and Business Information Presentations
Skills 1 Ethies p Skills 2 ;i

Skills Technology Managers in Context 2 Systems
SKIB121 Employability | MT-grade
Skills - IT HA - grade HA-grade
SKIB122 Employability |
Skills - Quantitative Part 1 DMS HA Mml”;ca
Skills quiz 1,2,
SKIB123 Employability HA HA - HA HA -
Ekills - Written "structure” "structure” | “structure” "structure”
Communication "language” | “language” | "language” “language”

a il
:::::f OE{:;ployabl hy Presentation Debate - Presentation -
- grade rade rade

Communication g g e
SKIB125 Employability HA HA HA
Skills — Analytical Skills "Analysis” “Analysis™ “Analysis”

Table 2 Metrics used to identify students’ levels (The Upskill Programme Handbook, 2022)
Note: HA means Home Assignment, MT means mid-term test

Students’ performance in their employability skills modules is measured in many different ways, depend-
ing on the skills and the levels. However, one aspect of assessment is the same: students may achieve three
different final coursework marks; they may pass with distinction, pass or may have to retake the module.

3. The Connect level of the oral communication skills module

As part of the Upskill programme, a practical oral skills development module with an emphasis on under-
standing the principles of communication and collaboration was born. The main focus is on the language
and skills of meetings and negotiations with some blended Moodle-based learning in the background. Ex-
plorations into intercultural communication and the art of persuasion could not be excluded.

Theory and sources are used to scaffold the practice in the module. For example, during the first week the
course content includes the revision of the foundations of communication and issues related to culture and
identity while the skills practised in class are presenting yourself, presenting your company and your product,
interviewing and being interviewed. Theory in this business school context may mean actual communication
theories discussed (e.g., Grice, 1975) but may more frequently mean bringing in management consultancy lit-
erature such as the idea that the personal brand “exists in the minds of others in the way they perceive, think,
and feel about you” (Bence, 2008). A key theme in the first few classes is self-disclosure, for instance (Bruss &
Hill, 2010). The theoretical background to practising facilitation skills, brainstorming and giving opinions is
provided partly by a discussion of Grice’s cooperative principle which says that in order to be cooperative and
understood interlocutors need to follow four principles. The maxim of quality says that as speakers we have to
tell the truth or something that is provable by adequate evidence. The maxim of quantity says that we have to
be as informative as required; we should not say more or less. The maxim of relation says that our response has
to be relevant to the topic of discussion while the maxim of manner states that we have to avoid ambiguity or
obscurity; we should be direct and straightforward (Grice, 1975). Or, to give one last example, negotiation skills
are first discussed and practised with the help of recordings and roleplays with special focus on being persua-
sive, supporting your ideas, exploring alternatives and making concessions.

The module makes use of the following activities in and out of class: recordings, videos, a phrase bank,
quotations from management consultants, discussions, Moodle quizzes, slideshows, and simulations. For
example, self-presentation skills are presented with the help of three conversations. After identifying and
analysing the good communication skills demonstrated in the recordings, students are given a chance to



make self-presentation speeches. Students’ language awareness is enhanced by the use of gap-fill exercises,
for example. When discussing persuasion techniques, Schwartzman’s (2014) summary of how they can sup-
port their ideas is presented, which are the following: facts, statistics, example, testimony and narratives.
Since the students in question major in business and management related specialisations, the topic of per-
suasion may be discussed within the context of advertising and sales.

Teaching materials have been selected from various printed and online sources, for example, the Market
Leader series (Cotton et al., 2011; Dubicka & O’Keeffe, 2011; Dubicka et al., 2018). Some teaching ideas were
adapted from an older publication by Sweeney (2004) while theoretical considerations concerning commu-
nication were very much influenced by Young & Travis (2018).

The assessment of the module is made up of two main elements. At the end of the module there is a group
oral assignment that students take in groups of minimum two maximum four members, which accounts for
80% of their coursework mark. For 20% of the coursework mark, as part of continuous assessment, students
must give a mini-presentation (10% of coursework mark) and do various weekly tasks on Moodle.

The group oral assignment is designed to test students’ oral communication skills at meetings and nego-
tiations. They are given a scenario as a group and an individual task sheet, and have to perform a meeting or
a negotiation roleplay. Scenarios include the same 200-250 word description of the situation and some data.
Additionally, each test-taker receives a specific personal task sheet as well (200-250 words), on which their task
is described in more detail (e.g., their role in the company, what company they work for, their aims and some
data). In this group assignment students demonstrate their ability to fulfil one of the following assigned roles:

» ROLE A: open the meeting/negotiation and state its objective(s),
» ROLE B: summarise what has been achieved, and

» ROLE C: close a meeting or a negotiation.

» ROLE D: facilitate the meeting/negotiation.

The performance of students is assessed by two assessors, one of whom is the seminar teacher, the oth-
er is another tutor. The oral assignments are assessed based on the following criteria: overall impression
(20%), range and accuracy of grammar (20%), range and accuracy of vocabulary (20%), interaction (30%) and
pronunciation (10%). In order to obtain the final marks, the two assessors’ individual marks are averaged.
Students may retake the group oral once in the same semester.

The module has been running for over three years with two tutors involved in teaching the module.
One of the most rewarding features of the module is that classes are small; there is a strong degree of group
cohesion and, therefore, teaching and learning are usually enjoyable. However, one of the challenging issues
about the module is that classes are not at all homogeneous even though students are allocated on the ba-
sis of their first year performance. The distribution of the students’ orals communication skills is far from
even. There are some very able students with outstanding communication skills who, although they present
a good model for others in the group, may not benefit so much from the course. The reason why they are
grouped in the Connect (lowest) level is not their low level of oral skills, but something that is not an attrib-
ute of their oral language competence. Other factors might have influenced their first year performance in
oral tasks. On the other hand, the majority of students do need to hone their oral skills during the course
and some even need to retake the module after several attempts to pass the oral assignment.

Another challenge tutors have to face is an organisational one. Group orals are always hard to organise
since students have different preferences as to whom they would like to take the assignment with, when, etc.
which is exacerbated by the fact that groups need to be organised for retakes as well. Some students might
fall ill, others may not turn up, and availabilities vary.

A more important issue to address is the way the module is perceived by students. Generally, the feed-
back collected by 1BS management shows that the module is welcome and appreciated by students. On a
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five-point Likert scale the average score given to the module over the last three semesters was between 4.04
and 5 with an answer rate between 28.5% and 55.26% while the IBS average for all modules was somewhere
between 4.17 and 4.21. Most students find that the workload is easy in the module (Student feedback results,
2021-22/T; 2021-22/2; 2022-23/1). However, some students find the lack of subject content puzzling, while
others think the subject is easy because all they need to do is talk. The ongoing practice of soft skills is not
seen by 19-20-year old students as something tangible that they can take away from class. Even if they have
other skills classes, such as academic skills in the first year, and all the other employability skills modules, the
importance of soft skills development is usually realised at a later age. A related issue is the lack of a home
assignment, which is an assessment form that students get used to in their first year as many first year mod-
ules require them to read, do research or a project and submit a written report or an essay at the end of the
term. All in all, the module is seen as a useful one, as one student put it, “this class helps students to be more
confident in business meetings and interviews” (Moodle feedback from students, 2019-2022).

A further challenge was presented by the 2020 Covid-19 pandemic, which meant the module had to be
delivered online. Oral skills development proved to be harder to adapt for online teaching than content sub-
jects because of its practical, interactive and oral nature. This was clearly shown by the feedback score (2.67),
which was below the 1BS average, but the number of students, luckily, was only four in that special semester.
However, small group size did help in the next semesters and the module was successfully transferred on-
line with a better than average feedback score of 4.33 coming from 13 of the 51 registered students (Student
feedback results, 2020-21/1).

Designing the module was a learning experience that both the module leader and tutors teaching the mod-
ule have benefited from. The process is in a way still ongoing since the lessons learnt from previous admin-
istrations of the module are built into the delivery of the following one. The overall learning objectives have
not, but the assessment scheme, for example, has been slightly modified over the years.

The seminars give a lot of insights to students into communication science and practice- They create
opportunities for lively discussions on quotes such as “one cannot not communicate” (Watzlawick et al.,
1967, p. 1 cited in Young & Travis, 2018. p.13). Moreover, IBS hopes that the oral communications module and
other employability skills modules and its Upskill programme overall will assist its graduates to “stay afloat”
(Fajaryati et al., 2020) on the job market and meet challenges that are difficult to foresee at this point.

Since a strength of the Upskill programme is that it builds on recent findings regarding needs in the job
market, future research could examine to what extent the list of the most important skills identified on the
basis of the 2015-16 dataset has changed since and whether the programme needs to be renewed. 1t would
be equally important to see to what extent students’ skills improve after attending the communication skills
modules. Perhaps in a way similar to computing their ability score before the employability skills classes,
some of their third-year grades could be used to measure their progress following the classes.

It is hoped that fellow professionals interested in teaching or designing courses aimed at developing for-
eign language speaking skills in the ESP context will find this paper useful. Even though this paper focussed
on one module within the programme, the Upskill programme designed by 1BS could also be inspirational for
colleagues in higher education who wish or have to design a programme or a module based on research data.
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Szabé Eva
E6tvés Lordnd Tudomdnyegyetem, Angol-Amerikai Intézet, Angol Nyelvpedagdgia Tanszék

Teachers' perception of the effects of
online teaching on their professional development
after the Covid-19 pandemic

The paper describes the results of a small-scale interview study with five teachers of EFL and ELT methodology
at E6tvés Lordnd University (ELTE) on the effects of teaching online from March 2020 to September 2021 on
their in-person courses. The study is part of a three-stage qualitative investigation, in which semi-structured
in-depth interviews were made with students and teachers in the EFL teacher education programme at ELTE
about their experience of online teaching and their views on how it could enrich in-person teaching. The results
of the teacher interviews suggest that beyond their technological pedagogical knowledge, it is essentially teach-
ers’ understanding of lesson planning that went through certain changes and had an impact on the planning of
their in-person lessons. Meanwhile, the overall results of the wider investigation reveal that well-planned online
courses have the potential to enhance active learning and the experience drawn from them can positively affect
in-person teaching.

Covid-19, online lessons, active learning, energy management, interactions, lesson planning, students’
well-being

The Covid-19 pandemic brought about important changes in foreign language teaching and teacher educa-
tion. While it posed quite a few challenges for teachers at all levels of education (Hodges et al., 2020; Jenei
& Svéab, 2021; Kidd & Murray, 2020), it also provided chances for them to reconsider existing practices and
formulate new ones (Bailey et al., 2022; Darling-Hammond & Hyler, 2020; Ellis et al., 2020; Fekete & Divéki,
2022; Grek & Landri, 2021; Kidd & Murray, 2020). And even though the transition from in-person to online
teaching was unwelcome and felt *forced’ by many, it seems to be fair to assume that learning to do things
differently and reflecting on the experience had some positive effects and offered ways for teachers to enrich
their in-person teaching.

In order to find out how teachers of EFL and ELT methodology perceived the effects of online
teaching on their in-person courses, more specifically on the strategies they adopt to encourage active
learning, a small-scale interview study with five teachers was conducted at E6tvos Lordnd University
(ELTE) in 2022. The study is part of a three-stage, qualitative investigation carried out in 2021 and 2022,
in which students and teachers in the EFL teacher education programme at ELTE were asked to reflect
on their experience of online teaching as well as its effects on in-person teaching. The main aim of
the present paper is to present how the five teachers saw the changes their practices went through in
order to develop understandings that might inform other teachers’ practices, without any intentions
to generalise the findings. Each teacher’s account was thought to give deeper insights into their own
professional learning and to add a valuable piece to a wide spectrum of practices for other teachers to
learn from.
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1.1 Starting points

What prompted me to start the investigation was a ‘puzzle’ 1 was faced with in my own ELT methodology
groups between March 2020 and January 2021, during the lockdown period when all university courses
were moved online. 1 observed that, though some of the students seemed to be comfortable with online
lessons and easily adapted to the circumstances of online learning, the majority easily lost interest and
chose not to get involved in the lessons. They seemed to be unfocused, were struggling with paying atten-
tion to the tasks and to each other and, in general, their energy levels seemed to be very low, which got in
the way of lively interactions, learning from each other, and experiencing learning as an enjoyable adven-
ture. Though many of the factors negatively affecting active student involvement, such as the increased
cognitive demand caused by the continuous online presence, were known at the time, it seemed to be
worth exploring what teachers and students can do to minimise student disengagement and maximise
learning in online lessons.

To understand more about how students perceive their own level of engagement and the related difficul-
ties, 1 had several informal discussions with my own students, which helped me start formulating a prelimi-
nary picture of how they feel, what strategies they adopt to stay focused and where they find the motivation
to do so. These discussions confirmed my initial intention to look into ways of planning and managing
online lessons with a view to create the conditions for active learning. In other words, to explore how to keep
students focused and actively involved so that effective learning happens.

At this point an explanation of what active learning is and why it matters needs to be provided. According
to the most commonly cited definition active learning is engaging students in higher-order thinking tasks
and encouraging them to adopt strategies that involve them in ‘doing things and thinking about what they
are doing’ (Bonwell & Eison, 1991, p. iii). Several studies looked at the effects ‘doing’ and ‘reflecting’ have on
learning and found several positive ones. For example, being actively involved in learning tasks, interacting
with other people, and making sense of the experience was found to result in more effective learning than
passively listening and taking in information (Cavanagh, 2011; Machemer & Crawford, 2007; Millis, 2012).
It was also observed that active learning gives more control to students over their own learning as they are
put into situations where they need to take decisions, make choices, and evaluate their own performance;
by doing so, active learning increases students’ autonomy (Lumpkin et al., 2015). From the perspective of
the present investigation all this seemed to suggest that it should be examined how active learning can be
enhanced in online lessons.

1.2 Research questions
In line with the aims of the investigation, 1 formulated three research questions (RQs).

» RQr: What helps students pay attention, stay energised and get actively involved in online lessons?

» RQ2: What needs to be known and done about interactive tasks in order to maximise their potential
to engage students and keep them focused during online lessons?

» RQ3: How can learning groups help students pay attention and stay energised in online lessons?

As the first step of the investigation, an interview study with students was conducted. However, when
the school closures came to an end and teaching returned to the classroom in September 2021, it became
clear that the several months of online teaching created a huge pool of knowledge that could be made use
of in an offline environment. In line with this, the original focus of the investigation was extended, and an

additional research question was added:

» RQ4: How can experience in online lessons enrich in-person lessons?
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To be able to explore both the students’ and the teachers’ perspective, two more interview studies were
carried out - one with students and another one with teachers - in 2022. The present paper presents the
findings of the teacher interviews.

In order to gain a better understanding of how active learning can be encouraged, three specific areas, each
of which is directly related to and affected by the other two, were identified for in-depth investigation. These
were (i) the general conditions for students to pay attention and stay energised, (ii) the role of interactions in
stimulating students’ ability to focus, and (iii) the effects of learning in groups on students’ energy levels and
their ability to pay attention (see Figure 1).

Conditions for paying ATTENTION and staying ENERGIZED

INTERACTIONS LEARNING GROUPS

Figure 1. Active learning - areas to consider (Source: own composition)

2.1 Maintaining attention and energy levels

According to the social constructivist learning theory, learning and knowledge construction happens
when members of a group interact and collaborate with each other (Vygotsky, 1978). This requires them
to be able to pay focused attention to each other and to the task (Szabd, 2019). If the group members
‘switch off’, i.e., stop paying attention, as this often happens in online lessons (Jenei & Svab, 2021), the
group as such might fall apart and little learning is going on (Szesztay, 2011). However, as ‘attention
fall-off’, that is, the lack of ability to concentrate intensively and retain information for more than
10-20 minutes (Winter, as cited in Johnson, 2013, p. 15), seems to be a natural phenomenon in most
offline learning contexts, it is no wonder that attention in an online environment is even more difficult
to keep up. In an attempt to find ways to prevent attention fall-off, in-person lectures were studied
by Cavanagh (2011) who concluded that engaging the students in a variety of cooperative activities at
regular points of a lecture and providing opportunities for small-group interactions did help to keep
them focused. The same was found by Jenei and Svab (2021), who looked at online lessons and observed

that tasks that are appropriate for maintaining students’ motivation and attention should be short and
should be followed by instant feedback.

Attention and attentiveness are closely linked to the individual energy levels of the group members and
to group energy, which can be influenced by a huge number of factors, the teacher being one of the most
important among them (Pohl & Szesztay, 2010). For a teacher it is almost impossible to respond to the energy
needs of each and every group participant, but it is possible to increase the emotional energy of the group as
a whole by making the students enthusiastic and excited with engaging tasks, to boost their mental energy
by involving them in cognitively challenging tasks, and to keep up their physical energy by providing oppor-
tunities to use ‘a lot of gestures and other forms of body language to get their ideas across’ (Pohl & Szesztay,
2010, p. 24).
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Another way for teachers to keep group energy high in the lesson is to create a student-centred learning
atmosphere in which students’ psychological needs and social well-being are attended to (Senior, 2002;
Underhill, 1997). If students cannot voice their concerns and feel that their well-being is not given enough
attention, their energy levels can easily drop, and an air of demotivation and passivity can take over.
This can also happen when the lesson is too ‘lecture-like’ with few or no opportunities for student in-
teractions, as was observed by Menyhart and Kormos (2000) in a study on English majors’ motivation in
university seminars.

2.2 Interactions and learning groups

Interactions and learning groups are in a dynamic relationship with attention and energy levels. As it was
stated above, energy levels might be increased by lively classroom interactions which in turn, foster a re-
laxed psychological atmosphere and support learning (Cerutti et al., 2013). The positive effects of interactive
tasks in higher education were described by Vuopala et al. (20106) claiming that not only do they maximise
learning, but they also develop students’ communication and teamwork skills - two set of skills that are
indispensable in the 21% century.

However, interactions are more likely to be successful in cohesive learning groups where there is group
rapport, students value each other’s perspective and are motivated to work together (Clément et al., 1994;
Dornyei & Malderez,1999). The relationship of interactions and good group dynamics is as direct and mutual
in online environments as in offline ones: interactive tasks foster group cohesion and students in cohesive
groups can interact with more success. Nevertheless, group development involves more challenges online
than offline and it requires ongoing socialisation that should not be viewed ‘as unnecessary off-task behav-
iour’ by teachers (Becker, 2003, p. 14). When group cohesion is achieved, cooperation is more successful,
energy levels are higher and chances for active learning are bigger.

In June and July 2022 semi-structured in-depth interviews were conducted with five teachers of EFL and
ELT methodology at the School of English and American Studies, E6tvés Lordnd University. The interview
participants were my colleagues selected by ways of convenience sampling. Due to the outburst of the Cov-
id-19 pandemic and the resulting school closures in March 2020, all of them were teaching most of their
courses online from March 2020 to September 2021. However, as the policy at the School of English and
American Studies was to give all-first-year courses ‘in-person priority’ so that students can better integrate
into university life, four out of the five teachers were teaching their first-year EFL courses on campus, in
person, in September and October 2020. This gave them a chance to compare online and in-person courses
while teaching both. The teaching experience of the five participating teachers ranged from 7 to 40 years.
Two out of the five were teaching EFL courses, two were teaching EFL and ELT methodology courses, and
one was teaching ELT methodology courses.

The interview guide consisted of general questions on the advantages and challenges of online teach-
ing, as well as of focused ones on strategies adopted by the teachers in the specific areas of active learning
identified for the inquiry. The interview questions were sent to the participants a couple of days before the
interviews were conducted so that they have sufficient time to collect their thoughts. However, one teacher
preferred not to look at the interview guide before the interview took place, as she assumed that respond-
ing spontaneously to the questions during the actual interview instead of thinking about them in advance
would elicit more authentic answers from her.

The interviews were conducted online, on MS Teams and were recorded with consent from the teachers.
Their length varied between 28 and 65 minutes. All the interviews were transcribed in real time by Microsoft
Word, and the raw transcripts were later edited to facilitate reading and understanding. Once all the tran-
scripts were approved by the participating teachers, thematic analysis was carried out to identify common
points in the data (Braun & Clarke, 20006). Apart from that, special attention was paid to collect individual
considerations that might be of interest to anyone reflecting on the same ‘puzzle’
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As a preliminary summary of the results, it can be stated that many of the ideas the teachers shared
were in line with previous findings of studies on offline and online teaching contexts. What was reported
to be of key importance to keep the students focused and energized in online lessons in the present study
was

> task design, that is, planning a variety of short, simple and engaging, possibly task-based interactive

activities which require students to actively do something and inserting short breaks between them,
as was also found by Cavanagh (2011), Jenei and Svab (2021), Pohl and Szesztay (2010) and Vuopala et
al. (2010),

» the importance of physical activities involving the whole body of the students in the interactions, as
was emphasised by Pohl and Szesztay (2010),

» and an increased attention to creating a learning atmosphere where students’ affective needs are in the
centre, as stated by Senior (2002) and Underhill (1997).

As far as group dynamics is concerned, the four teachers who were teaching online and in-person courses
parallel for two months in autumn 2020 reported that

» for groups to become well-functioning and cohesive it is most beneficial to have an offline start
of the course, thus acknowledging the increased challenges of group development in online set-
tings (Becker, 2003). In the following sections a more detailed description of the results will be
presented.

4.1 Maintaining attention and energy levels

To help students pay attention and stay energised in online lessons teachers identified some essential ‘in-
gredients’ that a well-planned online lesson has to have. They pointed out that a lesson has to be planned
with

» lesson content including
- an engaging topic,

- simple warmers and intro activities to raise curiosity and prepare the topic,
- quick and short activities,
- physical activities and breaks;

> ’extras’ to spice up the lesson, such as

- unexpected moments and surprises,
- humour and laughter to create a relaxed atmosphere,
- personalised activities to give students chances to vent their frustration over common issues;

» constant attention to classroom management involving

- clear, step-by-step instructions,

- well-formulated and -communicated expected learning outcomes
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constant attention to the teaching approach with a focus on how students learn best. This should
exploit

- active student involvement so that students can always DO something (e.g.: doing a mentimeter
task, filling in questionnaires, writing short entries into the chat box),

- task-based activities concluding in an end-product (e.g.: collaborative document editing).

4.2 Interactions

To maximise the potentials of interactive tasks to engage students and keep them focused

interactive tasks have to be made parts of all stages of an online lesson so that students should actively
DO something at regular intervals,

it is important for these tasks to have a simple task design,

increased attention should be paid to which interaction pattern or work mode (pairs, small groups of
three students, whole group, or individual work) fits best a particular task.

4.3 Learning groups

Learning groups enhance students’ ability to pay attention and help them stay energised when

the chemistry between the group members is good and there is positive energy in the air; just like in
offline lessons

the course had an offline start

students’ well-being is in the centre and students can

- bond, complain, vent their frustration over common issues
- feel they are accepted as people in a safe environment

the task design allows students

- to work on an engaging task

- to fully understand what to do any why to do it thanks to clear, step-by-step instructions and
well-formulated and communicated expected learning outcomes.

4.4 Effects of online lessons on in-person lessons — The teachers’ take-aways

The teachers felt that the most important take-aways from their online lessons in the three areas studied in
depth are the following:

In order to help students pay attention and stay energised, they

» use ICT tools and web-based tasks in the lesson, often with students’ own devices,

» use task-based activities concluding in an end-product more often (e.g.: collaborative document ed-

iting),
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» plan quick changes between activities,

» insert physical activities requiring students to use their bodies in the tasks (e.g.: to stand up and move
around)

» give choices to students and encourage them to reflect on which task they would like to do and why.
To maximise the potential of interactive tasks to engage students and keep them focused, they

» make better use of individual work and exploit it as part of their newly emerging flipped-classroom
approach,

» organise interactive tasks with special attention to how to involve shy students.
To help learning groups develop and become cohesive groups they

> pay special attention to making the lesson a ’safe place’ where mistakes can be made and everyone’s
qualities and contributions are valued,

» introduce activities at the beginning of the lesson in which students have the opportunity to
discuss common concerns (to 'vent’), and only after this stage do they focus on the main learning
content.

4.5 Beyond answers to the research questions: advantages of online lessons

While seeking answers to the research questions, a number of important points emerged from the
teachers’ accounts that need to be documented. One such point is that due to the extended period of
teaching online all teachers’ technological-pedagogical skills improved, and they felt that their ability
to judge whether a particular ICT tool is appropriate for a certain pedagogical aim developed. Moreo-
ver, they learnt about new ways of exploiting digital content and the specific online tools for teaching
English.

In addition, they discovered several important advantages of online lessons, some of which seem to
suggest that online lessons can sometimes be even more conducive to active student involvement than
in-person ones. One such advantage pointed out by three of the five teachers is that online lessons can be
particularly suited for shyer students who find it much easier to be active and speak up in online lessons than
in in-person ones where they often experience an increased anxiety when having to interact with the others.
‘As if the online environment or the screen served as a shield for them’ as one of the teachers put it. Another
advantage mentioned by two teachers was that active engagement lets students make choices and take re-
sponsibility for them, which fosters their autonomy - a feature of active learning also observed by Lumpkin et
al. (2015). As one of the two teachers said ‘l have a pretty clear idea about where we want to arrive at the end
of a unit, but within that I always ask the students what they would like to do first, or what are the activities
they don’t like doing. This changes them, 1 can see that it is because of this that they are more lively and
ready to speak up’

It was also found by two teachers that small group tasks requiring a specific end-product have more po-
tential to engage students in deeper thinking and meaningful interactions online than in-person lessons. As it
was said ‘In an in-person lesson students can get by if they do it [thinking and interacting] very superficially
and no one will notice that they just add a little bit to the task. Online, however, they can’t get away with
not being fully involved. It’s more difficult to hide away, and the product they are expected to come up with
at the end ‘forces’ them to do their share and communicate with each other. And a final, but very important
discovery three teachers made is that online lessons can be very good for teachers’ well-being, mainly because
not having to commute and working from home is helpful for individual time management and leaves more
quality time for work and rest. As one of them said ‘no rush and a quiet morning coffee are dreams come
true’
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The results of the interview study threw light on what five teachers of EFL and ELT methodology learnt
about active learning while they were teaching online during the Covid-19 pandemic and how they
adopted this knowledge in planning and teaching their in-person lessons after online teaching came
to an end. It has to be noted once again that the aim of the study was not to outline a general picture
about this; rather, to gain deeper insights into individual practices and to show a range of strategies.
What was common in the five teachers’ account is that though online teaching was in many ways a new
experience for them, it was also a valuable source of professional development in several fields. First,
they gained deeper understandings of how to plan and manage effective lessons with active student involve-
ment and a focus on students’ affective needs and well-being. Second, they rediscovered key features
of successful task-based interactive activities with an end-product and their potential to boost students’
sense of motivation and achievement, which they may have given less attention to before. Meanwhile,
it must be emphasised that these understandings were not new to them. Rather, the transition from
offline to online and the difficulties entailed by this created a unique opportunity for them to become
increasingly aware of important aspects of planning and teaching, and in this light to examine their
own practices with a fresh eye, from a new perspective. Beyond that, the teachers also reported some
new ‘discoveries’, such as the number of advantages of online lessons, and the way digital tools can be ex-
ploited for teaching English.

The interview study had several limitations, such as the low number of participants working in the same
teaching context with relatively small groups of 15 to 20 university students, and, most importantly, all of
them being open to experimenting with online lessons. At the same time the special circumstances of the
Covid-19 pandemic, including the drastic change from traditional classroom teaching to online teaching
from one day to another and the responsibility imposed by this on teachers to cope without being suffi-
ciently prepared may have influenced the teachers’ views no matter how open-minded they were. Had the
transition been smoother and under less stressful circumstances, the results of the investigation might have
been different.

Another limitation of the study is that apart from the four first-year groups taught in person for a lim-
ited period of two months by four of the participating teachers, no real control groups were used. Under
better conditions, this would have allowed a more accurate comparison between online and in-person
teaching. A final limitation that needs to be mentioned is the effect of conducting interviews online. As
it is not possible to rely on non-verbal cues, body language or other messages ‘sent’ by the participants
when interviewed online, the data obtained this way may not have been the same as in an in-person
setting.

Because of all the limitations mentioned here, it needs to be emphasised that the results reflect a very
specific teaching context and must be handled with care. The following recommendations are, therefore,
only valid in the context described. First, based on the understandings that active learning can be success-
fully enhanced in online lessons and that combining offline and online lessons can help group development
processes, it seems to make sense to look at the possibilities of adopting a blended approach; that is, design-
ing courses with a mixture of in-person and online periods. This is not an entirely new idea, as Jenei and
Svéb (2021) also found that some of the teachers in their study would also be happy to keep ‘online days’ or
‘online weeks’ during the school year.

Another direction to pursue could be to follow up on the investigation to gain more accurate insights
into how teachers’ learning during online teaching affects their in-person teaching practice in the long
run. This would involve observing in-person lessons and conducting a second round of ‘post-online’ in-
terviews with teachers and students. Finally, if blended courses are ever launched at universities, a thor-
ough examination of all the understandings gained during the online period will be needed so that the
tremendous amount of professional learning about planning and teaching online lessons should be put
to the best use.
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Joanna Szoke
Kdroli Gdspdr University of the Reformed Church in Hungary

The online extension of face-to-face education to
increase efficiency of instruction

This practical paper introduces how blended, or in other words extended, instruction worked in several courses at Kdro-
li Gdspdr University, Hungary in the first term of the 2022/23 academic year. The reason for using blended solutions
was based on my hypothesis that such forms of instruction can enhance the efficiency of teaching by providing more
time for students to engage with the material and more personalised feedback on their submissions. After discussing
the development of using technology in teaching, the main reasons and aspects that drive blended instruction are
discussed. Successful blended course design can depend on the appropriate relationship of actions, groupings, timings
and pacing, texts, and tools (Gruba and Hinkelman, (2012, in Hall, 2016)). The case study examples include various
blended practices that can be categorised into asynchronous peer review, more detailed instructor-led review, online
differentiation, and reflective practice. The main limitation of this paper is that it lacks supporting quantitative data.

blended learning, flipped teaching, course design, peer feedback, differentiation

Teaching with technology has had several milestones, such as the beginning of the CALL (computer-assisted
language learning) era (Dudeney & Hockly, 2012). However, we cannot really talk about the digital trans-
formation of education until the appearance of web 2.0, when the internet turned from a unidirectional
information resource into a multidirectional creative content producing space.

The coronavirus pandemic of 2020 caused what Hodges et al. (2020) refer to as Emergency Remote
Teaching (ERT). This entailed that a staggering number of teachers had to switch from in-person teaching
to online means in one or two days. The result of this immense transition was either a replica of previous
in-person lessons with paper-based books through synchronous video chat or a preference toward asynchro-
nous, sometimes even unguided and unsupervised, teaching methods due to teachers’ unfamiliarity with
synchronous class management (Hodges et al., 2020; Fekete, 2022).

However, a gradual consolidation can be observed. Teachers have generally become more aware of which
learning mode they would like to utilise and more apt at choosing the right tools for creating a more engag-
ing and successful learning experience. Fekete’s (2022) study revealed that 40% of K-12 teachers in Hungary
can now be placed into the Advanced ICT user category, which means that they confidently plan and deliver
online and face-to-face lessons. Additionally, regarding university lecturers, Fekete (2023) also found that
after an initial shock, instructors started to become more confident and more willing to integrate ICT (in-
formation and communications technology) tools in their teaching.

The current paper will look at the practical takeaways of blended, or in other words extended face-to-
face instruction in several courses at Karoli Gaspar University of the Reformed Church in Hungary in the
first term of the 2022/23 academic year. The selected courses were part of the short-track teacher training
program and include 5+1 occasions in a term (the plus one occasion is for assessment and course evaluation
purposes). This number proved to be insufficient for efficient instruction. Therefore, 1 decided to experi-
ment with various blended and flipped solutions to provide additional differentiated education and more
personalised formative feedback.
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First, the article will examine the characteristic features of online learning modes, such as synchronous,
flipped-blended, and asynchronous teaching. Then, it will move on to list the main reasons and considera-
tions to create an efficient blended course. Finally, the case studies will be introduced with respect to four
main factors: asynchronous peer review, more detailed instructor-led review, online differentiation, and
reflective practice.

For the sake of this present paper, three main learning modes will be defined: synchronous, flipped-blended,
and asynchronous (see figure 1). Synchronous teaching can happen both online and offline as long as both
the teacher and the students are there at the same place, at the same time. Interaction happens in real time,
and if someone is absent, they will miss the entire session. On the other end of the scale, we can find asyn-
chronous teaching, which means that students can learn anywhere any time (Celi¢ and Dedei¢, 2021). This
should not mean that they are unsupervised. Successful asynchronous courses contain many elements of
social learning, such as forums, discussion boards, peer evaluation, and brainstorming boards (Vergroesen,
2020). However, all kinds of evaluation, either teacher- or peer-led are delayed. Lastly, flipped and blended
modes can be found in the middle in terms of synchronicity. In these cases, some parts of the lesson are de-
livered online while some happen in-person in order to maximise useful class time. In a flipped classroom,
the instructor assigns interactive study materials to be completed before the lesson to let students work
their way through the material in their own time, at their own pace. In the blended setup, which will be
further investigated in the next section, the in-person dimension is enhanced and supplemented with con-
tinuous pre- and post-lesson online activities (Menyhei, 2020).

DIFFERENT LEARNING MODES

FLIPPED/BLENDED

@ @
SYNCHRONOUS ASYNCHRONOUS
®

v

Figure 1 (Szoke, 2020)

One of the main reasons for extending face-to-face instruction into the online sphere is a lack of time. A lack
of time can result in the lack of proper attention paid to each individual student, which they would deserve
for their own development and improvement.

The proliferation of multiple modalities in which current younger generations consume information
also serves as a reason. The fact that learning can now happen via pre-recorded short videos on YouTube,
even shorter educational skits on TikTok, forum posts, and even through gameplay means that “without
[a multimodal] exposure to technologies, students are seen to be handicapped by curricula that emphasise
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‘traditional” or ‘flat’ literacies which involve the less interactive learning of print material” (Thomas, 201r1;
Gruba et al., in Hall, 2016).

And a final, third reason is the increasing importance of integrating the instruction of 21% century skills
(Mavridi and Xerri, 2020) or life competencies (Cambridge University Press, 2019) into the curriculum. There
is no comprehensive list of 21st century skills, as different authors consider different areas more or less im-
portant, but a rough list is as follows: creative thinking, critical thinking, digital literacies, leadership, col-
laboration and teamwork, autonomy and independence, global citizenship and intercultural competence,
wellbeing and emotional development, learning to learn (based on the ATC21S Framework, 2012 and the
PISA Global Competence Framework, 2018a, in Mavridi and Xerri, 2020; and on the Life Competencies
Framework by CUP, 2019).

By assigning students out-of-class work that is digitally engaging and socially interactive, instructors can
not only teach their own subjects, but they can also indirectly enhance most 21* century skills, which are
indispensable for future employability (McGowan, 2021).

Gruba and Hinkelman, (2012, in Hall, 20106) outlined the five pedagogical dimensions of technologies that
can determine how an online course, be it synchronous, blended or asynchronous, can be designed:

actions,

groupings,

timings and pacing,
texts,

tools.

I N

Taking all of them into consideration can greatly define whether a blended course is deemed successful,
useful, and enjoyable by students. Further investigation should be carried out to discover what actually
makes a blended course “good” in higher education both in terms of how students self-report and what their
learning outcomes show.

Actions describe how content is delivered to students and how or whether they interact with them. In
this respect, there can be narrative actions (e.g., pre-recorded teacher-led videos), interactive ones (when
students react to the teacher-led videos, for example), adaptive actions (this lets differentiation happen),
communicative (e.g., problem solving tasks in smaller groups), and productive actions (that utilise both the
online world and the students’ creativity in a productive manner).

Groupings refer to how the teacher would like students to interact with each other, the material, and
the teacher. Timings and pacing define how information is consumed (in a synchronous or asynchronous
fashion) and how the activities can be done (periodic pacing requires a task to be done regularly for a longer
period, while intensive pacing can mean a quick online quiz game, for example).

Texts have received a new definition in relatively recent years as the word’s literal understanding gained
a more multimodal aspect. According to Levy and Stockwell (2006, in Hall, 2016), texts can include blog
posts, video clips, wikis. The list can continue with podcasts or even infographics. All these formats expand
the possible artifacts students can be asked to generate. Finally, tools can range from devices, such as smart-
phones, tablets, laptops to software, websites, and applications.

There is not one clear cut recipe for a successful blended course, as mentioned before. Depending on
the designated learning outcomes, the size of the group, and the tools to be used, a variety of courses can
be created (cf. backward course design (Richards, 2013)). The following section will describe the particular
context 1 worked with.
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Case study examples

These cases happened in the first term of the 2022/23 academic year at Karoli Gaspar University. The stu-
dents involved (N=20) are studying to be English as a foreign language (EFL) teachers in the so-called “short-
track teacher training course,” and participated in two courses: Presentation Skills and Exploring Aspects of
Vocabulary Development. They are correspondence students who aim to obtain another degree while work-
ing full time. Since they only have 5 occasions for study and practice (the 6™ occasion is for assessment and
course evaluation), my main challenge was trying to find enough time for students to successfully engage
with the material and to give them enough personalised feedback. Therefore, 1 decided to include blended
solutions in the syllabus to extend the time spent with the material.

As 1 am interested in first-hand student feedback on various websites and applications, 1 used a large
number of these during this period; however, it is a more advantageous approach if the teacher selects a
limited number of such sites and applications to let students become fully familiar with them and to prevent
possible confusion and fatigue within a labyrinth of online tools. To prevent possible confusion as to how
to use the some of the websites and applications that had not been used before, 1 provided examples and
detailed explanations to help and train my learners (see Figures 2-4).

What’s this about?

=

Create a divider slide with your name on it

Add 1-2 slides from your final presentation here by December 2
3. Look at the others’ slides and add your constructive comments in
the speaker notes below the slide by December 4

| will do the same

Revise your slides according to the comments to make them
perfect for the final session

]

u &

Figure 2 - instructions to the Google Slides activity

Attach your feedback on Google Cl to your peaer's work by clicking on
“reply,’” as you can see in the screenshot below.

b Gaitfin Driscoll Aug 9

They wanted the centers of power to balance each other out

W Reply

Figure 3 - instructions to the vocabulary peer feedback activity
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Homework (for Nov 5)

1. You'll have to read a text out loud with perfect pronunciation {word stress included!) and
intonation

2. The text can be found on the next slide

3. You'll have to record your voice (listen to my version first) and send it in via this link:
hitps:/fwww, videoask.com/fSmuy1glj

— choose this

then recard

Figure 4 - instructions to the VideoAsk activity

I have divided the various blended solutions that 1 used into four categories: asynchronous peer review,
detailed review by the instructor, online differentiation, and reflective practice. Except for the second cat-
egory, all the others build on the constructivist theory of learning, which states that learning is an active
internal process during which the student constructs new understandings with the help of collaboration,
differentiation, and self-directed learning (Menyhei, 2020).

1. Asynchronous peer review

Since there is generally a lack of time on the in-service correspondence program, | wished to give students
asynchronous peer review activities that had a threefold purpose: Students learn how to give valuable con-
structive feedback to each other while becoming more aware of their own strengths and weaknesses; more
reactions and responses can be attained by engaging everyone in the process; learner autonomy and collab-
oration through social learning can be improved by the application of peer reviews (Vergroesen, 2020).

One task was to give feedback on presentation slides based on a set of criteria we had covered in the
lesson. Students had to upload 2-3 slides of their final presentations into a shared Google Slides deck and
write their comments into the “speaker’s notes” section ( ), based on which they could then
improve their entire presentation by themselves (the activity can be carried out by using other cloud-based
presentation editing websites, such as PowerPoint or Canva).

Another task was to give peer feedback with the help of a list of guiding questions (

) on a vocabulary revision task or vocabulary test that students had to plan as part of their course re-
quirements. Following peer feedback, which was intentionally unsupervised by the instructor to give them
more autonomy in the process, they had to upload the corrected version as their final submission on Google
Classroom. As part of their final submission, they were asked to reflect on which elements they were advised
to improve.

2. More detailed review by the instructor

Another issue with insufficient class time was that 1 could not give detailed enough feedback to students.
Therefore, 1 decided to set additional practice opportunities (students had the chance to opt out from these
tasks) with the help of various websites and give them more personal feedback. According to student com-

ments, they greatly appreciated this approach thanks to the individual attention they received.

One such task was to practice pronunciation of individual sounds and intonation with the help of vid-
eoask.com, where students had to record themselves reading a passage that 1 had previously recorded for
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them. Another was uploading an entire recorded presentation onto flipgrid.com, where 1 can not only give
written comments but give points according to pre-set criteria as well. Both websites let the administrator
(the teacher) collect submissions under groups or categories so that nothing gets lost.

3. Online differentiation

As 1 have mentioned, Google Classroom was my preferred VLE, which has the option to select who should
see the post or assignment. This lets the teacher provide additional support activities to weaker or more
challenging activities to stronger students, and they will not see who belongs to which group. Therefore,
differentiated instruction can be achieved without having to embarrass or unnecessarily praise anyone pub-
licly. A further potential advantage of using such websites for assigning additional practice as wordwall.net
(for matching, gap fills, unscrambling tasks etc.) or nearpod.com (for interactive video lessons) is that the
instructor can monitor and track how the selected students did on the task and how their performance
changed through multiple retries.

4. Reflective practice

Finally, this activity was meant to be both a reflective one that lets students collect the main points of a les-
son but also a social one because students were encouraged to like or comment on each other’s posts if they
had any further ideas, thus facilitating further peer feedback opportunities. This activity was carried out
throughout the course and we used padlet.com for it, where students could write and comment on password
protected blogs that have a customisable structure and design ( ).

Even though qualitative feedback, which was overwhelmingly positive, was requested at the end of the two
mentioned courses (N=20), it cannot be called representative since only 6 students responded. Quantitative
data cannot be provided at this stage. This may be seen as one of the major limitations of this paper; howev-
er, it is also a potential next step in this research. Examining the number of students who prefer a blended
teaching technique and what their reasons are for doing so could provide more support to what has been
presented and intuitively perceived here. Although negative remarks were not mentioned in the course eval-
uating qualitative feedback, this area should also be explored further as the unanimous support for blended
solutions can be considered rather unlikely.

Extending face-to-face instruction with various online solutions, in other words blended instruction, seems
to be unavoidable if our aim is to create an engaging learning experience in our current era. Both 21st cen-
tury life competencies and multimodal environments call for multimodal approaches; therefore, a com-
bination of online tools (video, audio, and image both for reception and production) can help instructors
design a more memorable course. Creating a blended experience not only saves class time by letting teachers
differentiate and thus provide more support to ones who are in need, it can also support the introduction
or more intensive application of self-reflection, peer review, and more personalised and detailed teacher-led
feedback.

Cambridge Life Competencies Framework Introduction booklet. Available at:

(accessed Jan 12, 2023)
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Le défi des cours en ligne ainsi que la réactualisation du descriptif du CECR du Conseil de 'Europe en 2018 nous a
amenés a repenser nos outils pédagogiques disponibles. Le choc initial de la multiplicité des choix dans un contexte
de crise, la période de l'innovation « subie » (DEBOBO, 2016) a développé les compétences digitales et lusage
des TIC seest répandu plus généralement. Les recherches récentes (ROUSSEL, 2020) prouvent le bienfait des outils
numériques dans lapprentissage des langues par leur capacité a relier les compétences daudition, d'expression.
Néanmoins le retour aux classes en présentiel a permis d’évaluer de maniére authentique les expériences vécues et
si certaines pratiques innovantes trouvent leur place dans les cours quotidiens, les usages des cours en présentiel
semblent aussi bien cohabiter avec les premiéres dans une démarche pédagogique adaptée centrée sur la focalisa-
tion (CIALDINI 2017). Lapprentissage des langues de spécialité commerciale, touristique et gastronomique se dé-
cline donc dans le creuset des deux formes. Nous examinerons quelques exemples des cours en ligne et en présentiel
concernant lacquisition du vocabulaire et sa reformulation a travers des exercices audio, écrits et la présentation.
Un jumelage des deux méthodes, une hybridation permet précisément un meilleur apprentissage centré sur les be-
soins des étudiants. Le lien réel et régulier et surtout le guidage du présentiel et les expériences, semblent toujours un
facteur décisif dans lacquisition d’'une langue étrangere.

CECR, interaction, en ligne, en présentiel.

Le défi des cours en ligne ainsi que la réactualisation du descriptif du CECR du Conseil de I'Europe en
2018 nous a amené a repenser nos outils pédagogiques disponibles pour l'enseignement de la langue de
spécialité du frangais des affaires et touristique et nous avons didactisé et adapté certains contenus pour les
rendre pertinents a 'enseignement numérisé, utilisé aussi en distanciel. Le retour aux classes en présentiel
nous a permis de tirer les lecons de ce changement de paradigme et de compléter ces expériences. Les outils
numériques franchissent les cadres spatiaux et temporels, permettent un espace de collaboration digital,
mais la présence de conseiller ainsi que le cadre de la classe réelle semblent nécessaire pour un apprentissage
conséquent et suivi.

Le CECR du conseil de 'Europe, renouvelé en 2018, (CECR, Volume complémentaire, 2018.) contient
différentes innovations dont nous nous sommes inspirées.

Le nouveau cadre du CECR conseille I'intercation dans la langue cible au dela des compétences de base
dans une perspective actionnelle, ainsi nous nous sommes efforcés d’adapter nos choix didactiques a ces
directives. Le schéma descriptif et 'approche actionnelle du CECR met la co-construction du sens (grice a
I'interaction) au centre du processus d’apprentissage et d'enseignement (CECR 2018 : 28).

1l encourage a voir les ressemblances et les régularités aussi bien que les différences entre les langues et

les cultures (CECR 2018 : 28). Les compétences générales sont toujours liées aux compétences langagieres
pour accomplir une tiche (CECR 2018 : 27).
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Le nouveau descriptif conseille 'immersion des apprenants dans la langue parlée et le recours aux docu-
ments audios et vidéos digitaux authentiques semblait satisfaire cette directive (CECR 2018 : 69).

De plus le contexte des années 2020-2021 nous a menés a une utilisation systématique d’outils numé-
riques, pour illustration mais aussi comme support de communication et de travail.

Le recours au numérique présente donc certains avantages, cependant il semble que la présence d'un
« guide », les expériences multisensorielles et affectives, les interactions immédiates en présentiel facilitent
l'acquistion de la langue étrangere.

Sinous voulons former des étudiants pouvant répondre aux défis du marché du travail, nous devons prendre
en considération ses demandes, tout particulierement celles du monde des entreprises ot1 un changement de
paradigme vient d’avoir lieu. Ce changement concerne entre autres le domaine des compétences : les compé-
tences transversales occupent de plus en plus de place. Mouillot (MOUILLOT, 2019) classifie les compétences
en 3 catégories : il distingue les connaissances théoriques, les compétences techniques et les compétences
transversales qu’il propose de nommer « power skills » en faisant allusion au pouvoir dont elles dotent la
personne qui en dispose. Grundke, Marcolin et Sqicciarsini (GRUNDKE, MARCOLIN et SQICCIARSINI,
2018 : 20) avaient déja fait remarquer que l'origine de certains problemes de compétences techniques étaient
des insuffisances de compétences transversales, comme l'autonomie. Puisque ce changement est de plus en
plus rapide, les compétences techniques périment - met en relief entre autres Coulet (2019 : 35)-, donc les
compétences liées a I'adaptation constituent un avantage.

Comment devrions-nous transformer notre formation pour quelle puisse faire face a ces défis ?

A la Faculté de Commerce Extérieur de I'Université d’Etudes Economiques Appliquées nous essayons
d’introduire dans la classe de Frangais des Affaires le développement de nouvelles compétences profession-
nelles, les compétences transversales. Nous procédons a des exercices plus progressistes comme la classe
inversée (en séparant le processus d’apprentissage en trois phases : celle de la découverte - en distanciel -,
celle de la mise en commun - en présentiel - et la phase de la mise en pratique - en distanciel.) Nous essayons
de profiter pleinement de la classe en présentiel avec de la focalisation (CIALDINI, 2017 : 24), et préparer les
étudiants pour qu'ils puissent travailler en autonomie quand ils sont en distanciel.

Pour mieux faire comprendre 'importance du développement des compétences transversales dans les
classes de langue des affaires je voudrais attirer votre attention a une étude parue en 2022 : « Les soft-skills
liés a 'innovation et a transformation » Les auteurs de cette étude de grande envergure ont mené une en-
quéte aupres des cadres supérieurs et moyens de startup pour révéler les compétences nécessaires au succes
professionnel. C’étaient des recherches complexes dont nous pouvons tirer quelques lecons surprenantes.
Par exemple : 65% des compétences mentionnées par ces managers étaient des compétences transversales !
(B. DU ROSCOAT, R.SERVAJEAN-HILST, S. BAUVET et R. LALLEMENT, 2022 : 39) 1l est également trés
intéressant de voir une partie des compétences révélées par ces recherches : le groupe des compétences en
rapport avec les capacités a collaborer et 2 communiquer : ce sont celles qui peuvent étre introduites dans les
classes de langue des affaires. 1l s'agit de 4 groupes de compétences : celles liées aux capacités a traiter I'in-
formation (compétences cognitives), celles liées aux capacités a passer a I'action (compétences conatives), les
capacités a utiliser ses émotions (compétences émotionnelles), et la perception de I'environnement de travail
(compétences environnementales). Le développement de ces compétences peut étre effectué a 3 niveaux :
au niveau de l'individu (cest le but de I'école classique), au niveau collectif et au niveau de l'organisation.
Ici je voudrais souligner un fait que les recherches mettent en relief : c’est que I'innovation dans la plupart
des cas est un fruit du collectif, donc I'hétérogénéité culturelle, disciplinaire et méme professionnelle met
en valeur la complémentarité des compétences (B. DU ROSCOAT, R.SERVAJEAN-HILST, S. BAUVET et R.
LALLEMENT, 2022 : 37).

Comment peut-on mesurer le résultat du développement de ces compétences ? L'évaluation est un point
clé de cette nouvelle méthode. Nous donnons aux étudiants — & c6té des exercices classiques - de plus en
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plus d’exercices complexes dont des projets d’équipe, des présentations, des jeux coopératifs qui sont évalués
et dont le résultat compte dans la note finale des étudiants. Nous leur donnons des commentaires réguliers
apres les exercices, et nous leur faisons constituer des dossiers personnels contenant leurs compétences
personnelles et leurs acquis. Nous privilégions 'évaluation formative et positive. Lauto-évaluation des étu-
diants et I'évaluation de leurs coéquipiers se font aussi réguliérement.

Quelles sont les types d’activités que nous considérons innovantes ?
Nous leur faisons connaitre les nouvelles tendances de la présentation, par exemple les présentations TED/

Nous en essayons certains types comme la présentation Pitch : les étudiants présentent devant en équipe
des produits ou des services d'une entreprise innovante (soit des services et des produits qu’ils inventent
eux-mémes, soit d’aprés un article sur une entreprise véritable). Cet exercice développe l'esprit d'ouverture,
la créativité, le respect des reégles et la capacité de persuader.

Nous leur faisons faire réguliérement des tests de compétences pour qu’ils puissent découvrir et mettre
en valeur leurs compétences personnelles.

Nous faisons des conversations libres, par exemple sur les sujets comme la comparaison des « perso-
nal branding » a I'américaine et a la francaise. Ces types d’exercices augmentent considérablement leur
confiance en soi, ce qui peut étre observé par l'augmentation de leur niveau d’activité pendant le semestre.

En présentiel nous faisons beaucoup d’exercices oraux, comme des situations de gestion de conflits. Les
étudiants aiment beaucoup jouer ces types de situations pendant lesquelles ils rient beaucoup.

Il y a des situations dans lesquelles nous fixons les roles, et ils doivent argumenter pour ou contre une
cause. Dans ces situations nous séparons la classe en 3 groupes qui se préparent a l'argumentation ensemble.
Un groupe « pour », un groupe « contre », et un groupe « arbitre ». Celui-ci doit définir les critéres de déci-
sion et trancher apres avoir écouté les arguments des deux groupes. Clest trés intéressant de voir comment
les membres des groupes adoptent au fur et 2 mesure l'avis de leur groupe. Au début quelques étudiants vou-
draient exprimer leur opinion personnelle, quelquefois ils refusent d'argumenter dans un groupe, mais avec
le temps ils reconnaissent le principe de ce jeu, et jouent parfaitement leur role... Cest 'un des exercices que
les étudiants ne veulent jamais terminer, beaucoup de fois ils ne cessent de trouver des arguments et conti-
nuent le débat pendant la pause... Cest un exercice qui développe énormément l'empathie affective aussi
bien que cognitive, ainsi que la réflexion logique et la capacité de persuasion. Le role le plus difficile cest
celui des arbitres. Dans la pratique ils choisissent comme vainqueur généralement le groupe qui argumente
le mieux au niveau linguistique, pourtant les critéres sont beaucoup plus complexes.

Un autre exercice préféré des étudiants est le jeu coopératif. Nous y jouons généralement a la fin du se-
mestre, mais je me demande si nous pouvions le faire plus souvent. Nous jouons au « Codenames » en ligne
(lien indiqué dans la Bibliographie) avec lequel nous avons besoin de 2 ordinateurs (un portable en outre
l'ordinateur de la salle) : cest un jeu d’'association dans lequel les membres des deux groupes doivent coo-
pérer au maximum entre eux pour pouvoir trouver la meilleure solution. C’est un jeu qui nécessite d’autres
compétences que les exercices de communication « classiques » : ce sont les étudiants patients, réfléchis et
peu extrovertis qui ont tendance a gagner. Cest un jeu qui simule trés bien I'entourage professionnel qui
attend les étudiants dans les entreprises.

Et finalement les activités avec préparation en distanciel sont des exercices obligatoires :

Les étudiants doivent proposer au groupe de voir un court métrage, un extrait de film ou une bande
d’annonce (au maximum 2 minutes), et en écrire un quiz, sur un sujet actuel comme les principes du Prix
Nobel d’Economie. C’est un exercice qui développe la curiosité, 'empathie, la capaciter d'animer un groupe...

Une présentation « Pecha Kucha » - 20 diapos avec des images sans sous-titres pendant 20 secondes cha-

cune, donc la présentation dure 6 minutes 20 pendant laquelle 'étudiant peut parler. Cest une présentation
avec un cadre donné dont le sujet est libre et dépend du niveau de langue et la thématique du cours.
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Un autre exercice obligatoire cest le projet d’équipe dont le sujet est a choisir sur une liste et dépend
du niveau de langue et de la thématique du cours, généralement un sujet économique actuel. Par exemple
« Présenter le fonctionnement d’une entreprise de 'économie collaborative ». Les membres du groupe
doivent distribuer les tiches, effectuer des recherches, coopérer leur travail, et 4 la fin faire une présentation
commune. Apres la présentation ils doivent auto-évaluer et évaluer le travail du groupe. Clest la partie de
l'exercice avec laquelle les étudiants ont le plus de probléme : pendant leurs études ils ne sont pas habitués a
la réflexion critique, ils craignent de blesser leurs camarades, pourtant il est aussi trés important de pouvoir
accepter les commentaires par lesquels nous pouvons perfectionner nos méthodes... Ces types d’exercice
développent la prise de responsabilité, la curiosité, la coopération, la créativité, la persévérance, la réflexion
logique, la gestion de temps et de stress, toutes les compétences de présentation et la réflexion critique.

Les compétences transversales font déja partie intégrante de certains programmes de licence d'économie
et de gestion en France, on peut trouver des disciplines comme le projet d'équipe ou le jeu coopératif.

Larrivée du numérique a modifié nos pratiques d’enseignement en un véritable changement de paradigme.
Outre 'ouverture sur un espace infini et un décallage temporel des tiches, il permet, a travers des vidéos, des
images, une illustration des concepts, des termes étudiés. En outre il permet I'acces a des ressources audiovi-
suelles authentiques. En cours de langue de spécialité de tourisme et de restauration, nous avons donc puisé
dans ces ressources innovantes, tout en adaptant nos expériences aux classes en présentiel ce dont nous
tenerons de donner quelques exemples.

Le CECR du conseil de I'Europe, renouvelé en 2018, conseille 'immersion des apprenants dans la langue
parlée et le recours aux documents audios et vidéos digitaux authentiques semblait satisfaire cette directive
(CECR 2018 : 69). Stéphanie Roussel, dans son étude sur I'Apport du numérique dans l'apprentissage des lan-
gues, (2020 : 7) souligne que les outils numériques sont appropriés a la compréhension auditive en tenant
compte du niveau de langue des apprenants. La chercheuse souligne que l'apprentissage est profond s’il
s'appuie sur des mots et des images que s'il s'appuie sur des mots seul (ROUSSEL 2020 : 8).

Afin de permettre une utilisation raisonnée des vidéos a but pédagogique, et non seulement une exposi-
tion implicite a la langue, nous avons donc transcrit les textes des séquences vidéos trouvées sur Internet, de
niveau B1 et B2, consacrés aux decouvertes de destinations qui correspond a leur curricula. Ces séquences
ont été proposées en travail en ligne et en présentiel également. L'intérét des apprenants lors du travail en
ligne et du travail individuel fut de loin moins soutenu pour ces documents pourtant intéressants et utilisant
le vocabulaire et la thématique ciblée (en tourisme culturel, une abbaye, un cloitre, un pélérinage, en gas-
tronomie, les modes de préparation, les [égumes méridionaux) que lors du travail en présentiel. En effet lors
de l'écoute collective en présentiel, ils ont répondu spontanément aux questions de compréhension globale,
alors que ces questions posées en ligne n'étaient répondues que par 20% des étudiants.

Linteraction réelle étant un facteur motivant et 'attention visuelle du professeur, le guidage soutenu lors
de l'exercice a permis un accomplissement plus performant. Les séances en cours ont permis un exercice de
reformulation par paires, permettant de réutiliser le vocabulaire et conformément aux nouvelles directives
du CECR, recommandant l'interaction orale générale en langue étudiée.

Cela a aussi permis l'expression d’ une réaction personnelle, en la rattachant parfois au vécu individuel
(visite, vision) et d’exprimer ce qui les avait touchés individuellement lors du souvenir d’'une visite évoquée,
( « le tableau en face de la Joconde, la petite pyramide sous la grande pyramide, le parc de Versailles qui
entoure le chiteau » ) ce qui est préconisé dans le nouveau descriptif du CECR (2018 :73). Au niveau B2, en
effet, lapprenant peut dire de fagon détaillée en quoi des événements et des expériences le/la touchent per-
sonnellement, auquel cet exercice effectué en présentiel, a contribué.

La présence physique, le visuel, le gestuel, 'affectif ont donc été dans ce cas des facteurs motivants pour
I'accomplissement de la tiche chez les apprenants.
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Afin de faciliter 'acquisition du vocabulaire gastronomique frangais, souvent riche et spécifique, nous
avons numérisé des contenus pour pouvoir dépasser le cadre et le temps limité des cours. En créant un site
didactisé sur le vocabulaire gastronomique avec des exercices audios, des transformations de vocabulaire,
des exercices autocorrectifs nous avons tenté de rassembler le vocabulaire spécifique de la restauration. Lors
des cours en ligne, ce site complété par des exercices de questions a choix multiples ont facilité 'acquisition
de ce vocabulaire.

La présence d’écrans connectés a Internet dans les salles de cours et en ligne nous a permis de montrer
des images illustrant les aliments et élargir le champ lexical concerné par exemple concernant les produits
laitiers par exemple ou les ingrédients. En illustrant des lieux évoquant leur provenance, les apprenants ont
pu rattacher le concept a un site géographique, processus pertinent dans I'élaboration d’'une carte mentale.
De plus cela a permis d’accomplir la recommandation du CECR dans la recherche de régularités entre les
cultures par exemple une similitude d’ingrédients pour des plats, (la ratataouille, le lecsd), des cépages iden-
tiques dans les vignobles (Sylvaner, Pinot noir etc..) des méthodes de vinification (p. ex : traditionnelle). Ces
discussions n’étaient qu'ébauchées en ligne, le contexte présentiel a permis une meilleure interactivité et une
réflexion interculturelle.

Le retour aux cours réels a aussi permis une approche holistique. Lors des cours en présentiel la sen-
sation, le toucher et le gotit des aliments étudiés reste en mémoire de maniére pérenne. Selon I'analyse de
Nicole Mazo-Darné, (MAZO-DARNE 2006 : 3).

Les neurosciences nous apprennent que répéter la méme information plusieurs fois de la méme
facon peut bloquer son acquisition. 11 est effectivement préférable de varier la communication en
jouant avec la gamme des multimodalités sensorielles et en utilisant tous les systemes de percep-
tion et de représentation : visuels, évocations auditives, kinesthésies tactiles, gestuelles, ou émo-
tionnels.

Cette théorie est approfondie par des recherches en neurosciences modernes, soulignant les effets po-
sitifs de la variété des informations sur l'acquisition du vocabulaire, selon Elouafi, Lotfi et Said, (ELOUAF],
LOTFI et SAID, (2021). Les différents outils visuels, les cartes mentales ou de concept facilitent la mémorisa-
tion. Pour faciliter le travaide la mémoirel, la variété des stimuli est pertinente.

En cours de F.O.S. nous avons donc tenté de varier les sources et rattacher 'acquisition a des expériences
sensorielles en un espace de co-apprentissage numérique, olfactif et gustatif. Les étudiants ont pu percevoir
d’abord l'aspect des produits étudiés apres visionnage d’images de leur provenance ainsi qu'une discussion
en ligne avec un professeur d’'un établissement partenaire concernant leur originine.

Puis lors de la dégustation de fromages ils ont pu percevoir la teneur en graisse, la consistance « a pite
molle, a crofite fleurie » du Camembert ou de la « pite persillée » du Roquefort.

Alafin de la séance, les questionnaires relatifs a leur description (origine, caractéristique, aspects) ont été
complétés a 75 % correctement.

En élargissant le concept de la « moisissure de type noble » de cet A.O. P, nous leur avons également
évoqué le champignon a la base du Tokaji. Le vignoble faisant partie du Patrimoine de 'Unesco doit éga-
lement sa saveur 4 un champignon, le rapprochement interculturel a permis de créer un lien, favorisant la
mémorisation.

Linvitation de chefs francais en cuisine est également un facteur de 'enseignement présentiel qui facilite
l'acquisition et la reproduction du F.O.S et accomplissant le conseil du CECR de 'apprentissage par tiche, en
une perspective actionnelle (CECR : 27).

Nous avons organisé des ateliers culinaires lors desquels les étudiants ont pu acquérir des savoir-faires en
langue de spécialité. Au préalable, nous avons consulté les informations visuelles en ligne sur les ingrédients,
par exemple le foie gras d'oie, la carpe ou le sandre du Balaton et révisé les modes de préparation dans le
cadre de discussiosn de groupe.
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Lors de I'atelier, les consignes étaient données en francais, (laver, éplucher, peler) et les chefs ont expliqué
les étapes des préparations des ingrédients. Le contexte réel, la situation authentique, les actes de paroles ont
permis une expérience professionnelle en langue de francais de spécialité.

La multiplicité des sources d’informations a rendu pérenne l'acquisition. Cela a permis l'utilisation de
la terminologie de spécialité adéquate lors d’échanges (CECR : 94) ainsi que la demande et la vérification
d’informations (blanchir, lier). Cette expérience pratique a été un premier pas vers l'exécution des taches
professionnelles en langue étrangére et la possibilté d’acquérir des compétences transversales.

Le numérique a permis une immersion dans la langue de spécialité, préconisée par le CECR, favorisée par
les illustrations. C’est donc un outil pertinent aidant la mise en relation humaine, finalité de I'apprentissage
des langues. Le contexte en présentiel a permis un espace collaboratif numérique , la multiplicité de l'infor-
mation non seulement visuelle ou sonore, mais aussi sensorielle, olafactice et gustative quelquefois, entrai-
nant une meilleure mémorisation du vocabulaire spécifique grice a une didactique réfléchie. Les nouvelles
directives du CECR, conseillant la perspective actionelle, ont été applicables de maniére plus accomplie en
contexte présentiel pour 'acquistion du vocabulaire de spécialité. La présence permanente du professeur,
le guidage, les sollicitations multisensorielles et affectives, les possibilités d’interaction immédiate entre les
éleves ont également permis de faire progresser 'apprentissage et de pratiquer la langue de spécialité et les
compétences qui y sont liées. Par ces pratiques nuos avons suivi I'idée de Jean d’Ormesson, selon laquelle, «
la culture est I'espace et le temps rendus sensibles au coeur. »
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Dr. Baumann Timea
Pécsi Tudomdnyegyetem, Altaldnos Orvostudomdnyi Kar, Nemzetkozi Oktatdsi Kozpont

A megértetés jelentosége:
Kiejtésfejlesztés a szovegek szintjén

Irdsomban a kiejtés fejlesztésének szévegszintti feladatait és mddszertani szempontjait szeretném bemutatni a ma-
gyvar mint idegennyelv oktatdsdban. Mddszertani megfontoldsaimat egyrészt a Pécsi Tudomdnyegyetem Nemzet-
kézi Oktatdsi Kozpontjdban zajlo kiejtésfejlesztés gyakorlati tapasztalataibél meritem, mdsrészt tudomdnyosan,
korpusznyelvészeti vizsgdlatokkal szeretném aldtdmasztani. Ehhez a KorSzak Tanuldi Korpusz szubkorpuszdt
haszndlom fel, amely a magyar nyelvtanuldk szdbeli beszédproduktumait régziti. A korpusz hanganyagdbdl 6t
nyelvtanuld szévegolvasdsdt vdlasztottam ki elemzésre. El6addsomban arra szeretnék ramutatni, hogy a nyelv-
tanuldk kiejtésfejlesztésében milyen innovdcidt és mddszertani segitséget jelent a korpuszok tanulmdnyozdsa és
kiértékelése.

kiejtéstanitds, magyar mint idegennyelv, korpusznyelvészet, beszélt nyelv, oktatdsmddszertan

Maria' Brazilidbdl érkezett Magyarorszagra, hogy egy magyar egyetemen tanulhasson. Mar elég j6l megta-
nulta a nyelvet, B1 nyelvi szinten 4ll, székincse elégséges méretti, az alapvetd nyelvtani szabdlyokat mar tudja
alkalmazni. Rendkiviil izgul, mert magyar anyanyelvii didkok elétt kell prezentacidt tartania. Jol felkésziilt,
am el6addsat a biztonsag kedvéért olvassa. Sajnos azt tapasztalja, hogy didktarsai nem figyelnek ra kell6kép-
pen, tiirelmetleniil rd-rédpillantanak a telefonjukra, a professzor ur tekintete is el-elkalandozik. Nem érti, mi
lehet a probléma, hiszen alaposan felkésziilt, a szovegét egy magyar bardtja is dtnézte, mégsem ért el sikert az
el6addsaval... Hogyan tudndnk Maridnak segiteni?

A kis irodalmi stilust bevezet$ természetesen arra szeretné felhivni a figyelmet, hogy 4ltaldban a nyelv-
oktatdsban, és igy a magyar mint idegennyelv oktatdsiban is, milyen fontos szerepe van a kiejtés fejlesz-
tésének. Mégpedig nem csak a beszédhangok megfelel képzésének elsajatitisianal, hanem a mondat- és
szOvegszinten is, a szupraszegmentalis funkcidk: a sz6hangsily és mondathangstly, a sziinetek, a hanglej-
tés megfelel§ alkalmazdsdnal. Maria el6adasénal a probléma abban rejlik, hogy szovege felolvasisinil nem
alkalmazza az el6bb emlitett szabdlyokat elfogadhaté szinten, vagyis nem megfelel6en tagolja a szovegét.
Ha a hangstlyozas, a sziinettarts és az intonacié nem esik ebbe az elfogadhaté tartomanyba, akkor a
beszédértés nehézségekbe iitkozott, tiirelmet igényls feladatta valik a hallgaté szdmara. Ez az anyanyelvi
kornyezetben, ahol a magyar nyelvii kommunikacié mar nem nyelvtanuldsi cél, hanem eszkdz, nem haté-
kony és sikertelenséghez vezet. Az anyanyelvi kdrnyezetben azt a beszél6t fogadjak el kompetens kommu-
nikdciés partnerként, akinek a kiejtése eléri az érthet8ség, kovetkezetesség és elfogadhatdésig minimalis
mértékét (BARDOS 2000: 48). Ugyanakkor az is igaz, hogy a minél miikod&képesebb kiejtésre érdemes
torekednie a nyelvtanulénak, mert kompetensebb beszél6nek értékelik az anyanyelvi beszél6k, tehat sike-
resebbé vilik a kommunikicidja.

1 A név természetesen fiktiv.
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A Kkiejtés fejlesztése gyakran szorul sajndlatosan hittérbe a nyelvoktatdsban, mivel gyakran az intuitiv
kiejtéstanulds modszerét részesitik elényben (BARDOS 2000: 47), noha Iényeges, hogy - bar a kiejtés fejleszté-
se egy hosszadalmas nyelvtanulasi folyamat - a nyelvtanarnak tudatosan kell fejlesztenie ezt. Mégpedig nem
csak kezd§ szinten, de magasabb nyelvi szinteken is torekedni kell a minél elfogadhatébb, megérthet&bb
kiejtés kialakit4sara.

A sz6kapcsolatok, a mondatok és a szovegek elfogadhato kiejtését — a hangképzéstdl kezdve a szupra-
szegmentalis elemekig - egészen B2, de néha C1 szinten is érdemes tovabb fejleszteni. A fejlesztés ezen a
szinten a mondatintondciénak - kiilondsen a kérdések intonacidjanak -, valamint mondathangsulynak
a gyakorldsat (a fékuszpozicié hangsilyozisat) jelenti. Kell§ figyelmet kell tovabba szentelni a sziinetek
poziciondldsinak és hosszanak. Fontos fejleszteni a nyelvtanulénal azt a képességet, hogy felismerje és va-
l6ban egy levegbvel olvassa ki az 6sszetartozd szavakat (vgl. GYONGYOs1/KampO/M. PINTER 2018: 21-22). Ha
ez utobbi elvarasnak a nyelvtanulé nem tud kell6képpen megfelelni, akkor sz6vege a hallgaté szdmara kel-
lemetleniil toredezett, nehezen kovethetd, akar érthetetlen is lehet. A szupraszegmentalis jellemzSknek
ugyanis ,az alapvetd szerepe a beszédben a tagolds, amely gy realizalodik, hogy az értelmileg vagy szer-
kezetileg szorosabban Gsszetartozé részek kozott az aktudlis tagold tulajdonsag kisebb mértékben jelent-
kezik, mint méiskor” (CSERNICSKO/HIRES 2008: 102). A sikeres kommunikécié érdekében minden szinten
jo fejleszteni a kifejez6, ért6, kommunikativ olvasds képességét, illetve spontan beszéd esetén ugyanigy az
értelmet hangsulyozo, érzelmeket is kifejez6 beszédet. Természetesen mindezen kiejtésgyakorlatok koz-
ben spirdlisan visszatér a fonémak gyakorlédsa, az esetleges hangképzési hibdk tovabbi, folyamatos javitisa
és a sz6hangsuly gyakorlasa is.

A kiejtésfejlesztés soran a nyelvtanarok gyakran taldlkoznak azzal a nehézséggel, hogy nehezen tudjak
felismerni és azonositani a kiejtési hiba vagy akcentus, a nehezen érthet3ség hatterét. Ennek hidnya pedig
fejlesztés hatékonysagat is csokkenti. Az ilyen nehézségekre jelenthet megoldast egy magyar nyelvtanuldi
korpusz létrehozdsa és annak - jelen esetben fonetikai szempontd - elemzése.

A nyelvtanarok kiejtésfejlesztési munk4jat nagyban segitheti tehat egy olyan tanuldi korpusz, amelyben
vizsgalhaté a kiillonb6z6 anyanyelvi(i nyelvtanuldk kiejtése, kiejtési hibai és nehézségei, valamint kiejtésiik
fejlédése a nyelvtanulas folyamatdban. A beszélt nyelvi korpusz ért6 elemzése segitheti a nyelvtanarok kiej-
tésfejleszt6 munkajat, hogy igy valds nyelvi adatok birtokdban épithessék fel a fejlesztés folyamatat.

Egy ilyen nyelvtanuldi korpusz fejlesztését kezdtiik el a KorSzak Tanul6i Korpusz Munkacsoport tagjai-
val2. A korpuszt 2020 februdrja 6ta épitjiik. A KorSzak MagyarOK Tanuldi Korpusz (réviden KorSzak-MOK-
Tan) a magyart idegen nyelvként tanulok altal létrehozott szovegek és szébeli megnyilatkozasok (elektroni-
kus adatbazisként tarolt) gylijteménye.

A nyelvtanuléi korpusz két gy(ijteményrészbdl all: a nyelvtanuldk irasbeli szovegalkotasat rogzité kor-
puszbdl (réviden KorSzak-MOK-Tan-1); valamint a tanuldk szobeli beszédproduktumait régzit§ korpuszbdl
(roviden KorSzak-MOK-Tan-B).

Az els6 gy(lijtemény a magyart idegen nyelvként tanuldk irott szvegeit (esszéként beadott hazi feladatait)
tartalmazza. A korpusz masodik gylijteménye beszélt nyelvi adatokat gytijt a MID nyelvtanul6ktol.

A KorSzak Tanul6i Korpusz mindkét szubkorpusza folyamatosan béviil6, dinamikus korpusz. A tanu-
16k szbbeli beszédproduktumait rogzit§ korpuszt a 2017/2018-as tanévtdl gytijti a Pécsi Tudomanyegye-
tem Nemzetkozi Oktatasi Kozpontja. A korpusz jelenleg is fejlesztés alatt all, és tobb forrasbol keriilnek
ki a hanganyagok. A korpusz alapjat a 2017/2018-as tanévt6l kezdve az intézményben intenziv el6készits
magyar kurzuson résztvevd hallgaték produktumai alkotjék. Igy jelen pillanatban, 2022-ben 78 kiilon-
b6z6 anyanyelvii didktol gytjtottiink hangfelvételeket A1, A2 és B1 nyelvi szinteken, 6sszesen 737 vided-

2 Antal Zs6fia, Dr. Baumann Timea, Bulydki 11dik6, Dr. D6la Ménika, Erdési Vanda, Kozdk 11dikd, Gergely Viktoria, Dr.
Liljana Lesznicskova, Dr. Pelcz Katalin, Schmidt 11dik6 PhD, Zsolcsdk-Dimitrova Edina
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felvételen. Emellett gazdagitjak a korpusz a 2020-ban és 2021-ben megrendezett Digitdlis MagyarOK
online nyari egyetem didkjainak vizsgafelvételei (140 felvétel), valamint a 2020/2021 tanévtdl szintzaré
vizsgdk és hazi feladatként videdra felvett szovegolvasdsi produktumai (700 felvétel). Ez utébbi forras
dinamikusan novekszik, mivel intézményiink évente kb. 300 11j, magyarul tanulni kezd8 didkot fogad,
és a korpusz érdekében rendszeresen gytjtiink téliik videdfelvételeket. Osszességében elmondhatjuk,
hogy a tanuldék szdbeli beszédproduktumait régzité korpusz mar jelenleg is a tudomdanyos vizsgalatok-
hoz elégséges forrasanyagot kinal (vgl. SZIRMAI 2005: 28; SINCLAIR 1993: 7) dinamikus béviilése pedig azt
eredményezheti, hogy néhiny éven beliil igen tekintélyes korpussza nSheti ki magéat. A kozeljov6ben
terveziink egy adatgyf(ijtést koriilbelill 120 didk bevondsaval, amely hangszigetelt helyiségben, profesz-
sziondlis hangfelvétellel, nem vizsgaszituiciéban valdésulhat meg. A szubkorpuszrél ugyanakkor tudni
kell, hogy jelen formajaban még nem keriilt nyilvinossigra, &m a megfelel§ hattérmunkdk elvégzését
kovetSen tervezziik a publikaldsit a Sketch Engine adatbazisiban. Ezzel a magyar nyelvtanulék beszélt
nyelvi produktumai reprezentins részét fogjak képezni az eddig vilag szinten gyijtott nyelvtanul6i be-
szélt nyelvi korpuszoknak.

A beszédproduktumokat rogzit§ korpusz szakszer(i kialakitisdhoz a munkacsoport megallapitott egy
protokollt (vgl. VARJASI 2016: 237) amely egyrészt a minGséget, masrészt a tudomanyos 6sszehasonlitast szol-
galja. A tudomdnyos 6sszehasonlitds érdekében harom kategdridban gytjtiink felvételeket. ElGszor is a Szita
Szilvia - Pelcz Katalin altal irt MagyarOK nyelvkonyvek szintzard szébeli vizsgdi keriilnek rogzitésre Ar-Aaz-
B1-B2 szinteken. E vizsgdk esetében protokollban rogzitett, a szintnek megfelel kérdéssort alkalmazunk,
amelyre a didkok spontdn, illetve tanult modellalapti (SziTA-PELCZ 2017) valaszokat adnak. Az szintt6l kezdve
a szobeli vizsgak egy része megadott témaban készitett prezenticid, amelyrdl szintén felvételt készitett. Ezek
a prezentacidk szintén a MagyarOK nyelvkonyvek témakoreiben késziilnek, igy a didkok nyelvi produktuma
jol Gsszevethetd a tankonyvben bemutatott modellekkel, illetve a nyelvi szerkezet szempontjabdl egymas-
sal is Osszevethet6k a beszélt nyelvi anyagok. Az intenziv el6készit6 kurzuson résztvevs didkok esetében a
vizsga részét képezi a felolvasas is, amikor egy megadott, ismert, tanult szoveget olvasnak fel a MagyarOK
nyelvkonyvekbdl az adott szinten. Masodszor hazi feladatok formdjdban is gy(ijtiink hanganyagokat. Ezeket
a hanganyagokat a didkok készitik el, és az el6bbi vizsgdhoz hasonlban egy megadott részt olvasnak fel a
MagyarOK nyelvkonyvekbdl az adott szinten. Mivel ezekben az esetekben egy nyelvhelyességi elvirasoknak
megfelel szoveg kertil felolvasisra, igy ezeknél a hanganyagoknal kifejezetten a kiejtés vizsgalatira érde-
mes fokuszalni. A szubkorpuszt kiegészithetik még azok a felvételek is, amelyek online tandrakrol, illetve
modszertani oktatds céljabol felvett osztalytermi tandrakrdl késziiltek. Ezek a felvételek az eddig bemutatott
protokollhoz képest kevésbé szabalyozottak, ugyanakkor helyiik van a korpuszban, hiszen példaul interakci-
Ok vizsgalatira alkalmasak.

A KorSzak-MOK-Tan-B 6 célja tehat, hogy beszélt nyelvi korpuszt hozzon létre magyar mint idegen
nyelvre, KER nyelvi szintek szerint A1-t6l B2 szintig. A korpusz hanganyagainak segitségével tobbféle tu-
domdnyos kutatds valésulhat meg. E tanulmany szempontjabdl elsGdleges, hogy lehetévé vélik a nyelv-
tanulék kiejtésének fonetikai vizsgalata. Igy adott nyelvi szinteken vizsgalhatjuk a kiejtést kiilonbozé
anyanyelvii didkokndl. Tovabba longitudinalis kiejtéskutatdst is elvégezhetiink, hiszen A1-t6l B1 szintig
kovethetjiik egyes nyelvtanulék magyar kiejtésének valtozasait, fejlédését. Ezek a kutatdsok pedig tu-
domdnyos alapot biztositanak ahhoz, hogy mddszertani kovetkeztetéseket is levonhassunk a kiejtés fej-
lesztésével kapcsolatban. Természetesen a korpusz nem kizardlag fonetikai kutatdsokat szolgal, hiszen a
hanganyagokat, és azok leiratait vizsgilhatjuk a szd- és kifejezéshaszndlat szempontjabdl, és Gsszegyfijt-
hetjiik a beszélt nyelvben taldlhaté kollokacidkat (McCARTHY 2006: 7) a magyar nyelvtanuloknal. Erdekes
kutatdsi téma tovdbb4, hogy a spontdn beszélt nyelvben milyen szerepet kapnak a tankényvben tanitott
modellmondatok, mennyire alkalmazzdk ezeket, mely modellmondatok a leggyakoribbak stb. Egy ilyen
tipusu kutatds a modellalapi nyelvoktatds szdmadra és a folyékonysag kialakitisihoz (McCARTHY 2000)
szolgaltathat hasznos informacidkat. A spontdn beszélt nyelvi anyagokon hibaelemzéseket is végezhe-
tlnk, illetve azt is megfigyelhetjiik, hogyan torténik a nyelvtanuléknal a hibdk észlelése és javitdsa. A
hibak tipusai és gyakorisiga Osszevethetd az irott nyelvi korpusz eredményeivel is, és ezekbdl is tovabbi
kovetkeztetéseket vonhatunk le. A tantermi felvételek, valamint a szdbeli vizsgak felvételei lehetGséget

3 llyen beszélt nyelvi korpusz Magyarorszagon az MTA Nyelvtudomanyi Intézetének Fonetikai Osztalya 4ltal 2007 6ta
fejlesztett BEA (GOsy, 2008). A GABI az ELTE BTK Fonetikai Tanszékéhez kothet6 gyermeknyelvi adatbdzis (Béna et
al. 2014).
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biztositanak arra, hogy megfigyeljiik a tanar-didk interakciokat - mind nyelvi, mind médszertani jellegii
kutatdsok végezhet6k ily modon a korpuszon. A felvillantott kutatasi lehet&ségek természetesen a kor-
pusz nyilvanossa tételét kovetSen mind elvégezhetSk lesznek a korpusznyelvészettel foglalkozd, magyarul
ért6 kutatdk szdmara, és remélhetSleg sok izgalmas eredményt kindlnak majd a korpusznyelvészet és a
nyelvoktatas szamara.

A kovetkezékben a bemutatott korpuszbdl szeretnék bemutatni néhdny adatot, és ezzel szeretnék egy
példat adni arra, hogy miként hasznalhat6 a KorSzak-MOK-Tan-B, hogyan lehet vele vizsgdlni és nyomon
kovetni a nyelvtanulok kiejtésének fejlédését, valamint hogyan lehet ezzel a vizsgilattal nyelvtanarként ha-
tékonyabban segiteni a kiejtés fejlesztését.

3.1 A vizsgdlat hattere

A vizsgdalat alanyai a 2022/2023-as tanév sordn a Pécsi Tudomanyegyetem Nemzetkozi Oktatdsi Kozpont-
jaban az ,altalanos magyar nyelvi el6készit$ fels6foktl tanulmanyokra” elnevezés(i programban résztve-
v6 hallgatok. A programrdl roviden érdemes annyit tudni, hogy a képzést teljesit6 didkok két szemesz-
teren keresztiil napi szinten vesznek részt magyar nyelvérikon. Az els6 szemeszterben napi haromszor
90 percben tanuljik a magyar nyelvet és az Eurdpai Referencia Keret szerinti A2-es szintet érhetik el. A
masodik szemeszterben napi kétszer 9o percben vesznek részt nyelvérdkon és emellett érdeklédési terii-
letiiknek megfeleld szaknyelvi drdkon (eladdsokon és szemindriumokon) vesznek részt. A program célja,
hogy a didkok a tanév végén eljussanak egy erds Bi, illetve B2 nyelvi szintre. Tovabb4, hogy sikeres felvé-
teli vizsgdt tegyenek valamely magyarorszigi egyetem meghirdetett magyar nyelvii egyetemi szakdra, és
a felvételt kovetSen jol megdlljak a helyiiket a magyar anyanyelvii didkok kozott is. Ezenttl a tanév végén
az ECL nyelvvizsgarendszerben megprébalkozhatnak a B2-es szintii nyelvvizsga letételével is. Amint a
lefrasbdl lathatd, magasak az elvarasok a hallgatékkal szemben, és ebben a komplex nyelvi képzésben az
elfogadhaté kiejtés elsajatitasa is egy fontos aspektus. Kordbban mar bemutattam, miért is olyan fontos
az elfogadhatd kiejtés elsajatitisa a nyelvtanulé sikeressége szempontjabol, igy 6sszpontositsunk most a
modszertan kérdése.

Az elfogadhato kiejtés elsajatitisdhoz a program részét képezi az els6 szemeszterben egy kiilon kiej-
tésfejlesztd kurzus is. A kiejtésfejleszt6 kurzuson a Hangrend (BAUMANN 2018) cimii fonetikai munkafii-
zetlinket hasznaljuk. A munkafiizet el6nye, hogy a kiejtésfejlesztés minden szintjét spirdlisan fejleszti: a
hangképzést, a szavak, a mondatok és a szovegek kiejtésének szintjét, és ehhez kapcsoléddan a beszédértés
kompetencidjat is. Ezenkiviil a fiizet szervesen kapcsolédik a MagyarOK nyelvkényvekhez (SziTa-PELCZ
2013-2019), hiszen a nyelvkdnyvben megismert mondatok és szovegek varidciéit haszndlja a kiejtés gyakor-
lasdra. Fontosnak tartjuk a fejlesztésben a modellalapt nyelvoktatds modszertandnak (SziTa-PELCZ 2017)
kovetését, igy a kiejtés tanitds esetében egyrészt az anyanyelvi tandr, masrészt hanganyagok is biztositjak
a magyar nyelvi modellt.

A programban a kiejtés mérése és értékelése megvaldsul. A didkok A, Az és B szinten tesznek fejezetzard
vizsgikat. A vizsgik része egy ismert, tankonyvi szoveg felolvasdsa. A felolvasis sordn a kiejtést értékeljiik,
mely sordn vizsgiljuk a hangok helyes ejtését, a sz6- és mondathangstilyt, a sziinetek helyét és az egyiitt ejtett
szavakat, az intonacidt és az olvasds sebességét. A felolvasdsokrol minden alkalommal felvétel is késziil.

3.2 A vizsgdlat dltalanos bemutatdsa
A vizsgalatban négy nyelvtanul6é hanganyagit vizsgdlom. A vizsgalat célja a kiilonb6z6 anyanyelvi (L1) hat-
térrel rendelkezd nyelvtanulok kiejtésének vizsgalata hangos szovegolvasdsi szitudcioban. A vizsgéalatban a

mondat- és szovegszint(i, vagyis szupraszegmentdlis fonoldgiai jellemziket elemzem és vetem Gssze. A vizs-
galat célja tovabba a nyelvtanitisban, a kiejtésfejlesztésben alkalmazhat6 kovetkeztetések levonasa.
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A vizsgalat résztvevéi egy mali szdrmazasu férfi, akinek az anyanyelve a bambara és a masodik nyelve a
francia; egy vietnami férfi, akinek az anyanyelve vietnami; egy indiai n6, akinek az anyanyelve a hindji; vala-
mint egy szir férfi, akinek az anyanyelve az arab nyelv, masodik nyelve az angol. Mind a négy résztvevd 18 és
30 év kozotti fiatal felndtt.

A résztvevOk hazi feladatként készitették a hanganyagot, amelyben azonos szdveget olvasnak fel. Sajnos
ez azt is jelenti, hogy a felvétel nem hangszigetelt szobaban val6sult meg, viszont médszertani kovetkezteté-
seket mindenképpen levonhatunk igy is a hanganyagok vizsgalatabdl.

A felolvasott szoveg a MagyarOK A1+ nyelvkonyvbdl szarmazik, és a nyelvtanulok mar feldolgoztak a
szOveget egy nyelvora keretében.# A felolvasashoz rendelkezésiikre 4llt modellként (Szita/PELCZ 2017) a $26-
veg hanganyaga, amelyet egy magyar anyanyelvii szinészné olvasott fel. Jelen kutatdsban ezt a hanganyagot

fogom anyanyelvi mintaként vizsgalni az 6sszehasonlitds érdekében.

A hanganyag vizsgalatdhoz és az annoticiéhoz a PRAAT fonetikai elemz§ szoftvert (BOERSMA/WEENINK
1992-2022) haszniltam.

3.3 A modell hanganyag

A modell hanganyag fonetikai vizsgilatdnal megfigyelhetjiik, hogy a magyar anyanyelvii szinészn6 sz6-
vege egyenletes: hosszabb sz6kapcsolatokat egyben olvas, a sz, illetve szdkapcsolat elején hangsulyoz; ké-
nyelmes, de nem til hosszu sziineteket tart. Ez egy idealizalt minta a nyelvtanuldk szdmadra, hiszen a szinészi
el6adasmdd nem teljesen egyezik a mindennapi élébeszéddel, tovabba a hanganyag A1 nyelvi szintre késziilt,

tehdt a beszéd sebessége valamivel lassabb a természetes beszédnél.

A PRAAT szoftverben igy néz a teljes szoveg képe:

R
A e o N B

1. dbra: A szinésznd§ szovegének fonetikai dbrdzoldsa

4 A kovetkezd szoveget kellett felolvasniuk a nyelvtanul6knak:
»Szalai Zita, kulturélis antropoldgia szakos egyetemista vagyok. Egy fél évet Japanban t6ltok 6sztondijjal, mert az
dzsiai n6kr6l irom a szakdolgozatomat.
Nagyon szeretem Japant, gyonyor(i orszdg. Most éppen Tokidban vagyok. Toki6 egy hatalmas metropolisz, ahol 36 és
fél milli6 ember lakik. Még nem ismerem olyan j6l ezt a varost, de azt tudom, hogy nagyon biztonsigos. Szeretek az
utcdkon sétlni.
Japanul is tanulok. Mar sok mindent értek, de irni és olvasni nagyon nehéz. A japan nyelvben harom abécé van. En az
els6 dbécét tanulom, mint a japan gyerekek az iskolaban.
Angol nyelvii szemindriumokra és el6addsokra is jarok. Ezeket szerencsére értem.
Mar elég sok embert ismerek. Veliik t61tom az estéket, szkdjpolok a bardtommal, vagy e-maileket irok.”
Forrés: Szita Szilvia - Pelcz Katalin: MagyarOK A1+ Magyar nyelvkonyv, Pécs, 2013
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A részletek bemutatdsa érdekében kivalasztottam egy annotdlt mondatot a szévegbdl (, Tokié egy hatal-
mas metropolisz, ahol 36 és fél milli6 ember lakik.”), amelyen alaposabban megvizsgalhatjuk a szupraszeg-
mentdlis jellemz&ket. A szinésznd esetében a modellként szolgalé mondatkép a kovetkez6:
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2. abra: A szinésznd egy mondatanak fonetikai képe

A vizsgalt mondat elfogadhatd és érthet6 kiejtéséhez a nyelvtanul6knak a szupraszegmentdlis tényez6k
tekintetében tobb elvirdsnak kell megfelelniiik. A mondatban egy hosszabb sziinetet tarthatnak a tagmon-
datokat elvalaszto6 vesszé el6tt. Mindenképpen egyiitt ejtendd szdkapcsolatok: »egy hatalmas metropolisz«;
»harminchat és fél millié ember«. A mondathangstly az els6 tagmondatban a »Toki6«, a masodik tagmon-
datban az »ember« szora esik. A kijelent6 mondat hanglejtése ereszkedd.

A vizsgélat hipotézise, hogy a kiilonb6z6 L1 -t hasznalé nyelvtanuldk felolvasdsa eltér lesz a szupra-
szegmentdlis jellemz6k tekintetében is, kiilonosen az analitikus és a szintetikus nyelvek L1 nyelvet beszél6k
kozotti kiilonbségre szaimitok. Hasonlésagot feltételezek azonban abban, hogy a hosszabb székapcsolatok
(»egy hatalmas metropolisz«; »harminchat és fél millié ember«) sziinet nélkiili olvasisa nehézséget okozhat.
Ezeket a kiilonbségeket és hasonlésigokat szeretném feltarni a vizsgalattal.

3.4 A nyelvtanulék hangos olvasas produktumainak osszevetése:
Elemezve a modellhez képest a nyelvtanulok hanganyagait, a kovetkez6 megéllapitasokat tehetjiik:

Az arab anyanyelvii szir didk beszédprodukcidja kozeliti meg a szupraszegmentilis jellemz8k tekinteté-
ben leginkdbb az anyanyelvi modellt. Az 6 hanganyagiban észlelhetjiik legjobban az értelmileg 6sszetartozd
szavak sziinet nélkiili olvasdsat. A sz6 eleji hangstly is megvaldsul beszédében legtobbszor, de a mondat-
hangsuly nem hallhaté megfelel6en. Ennek a nyelvtanulénak egy egyéni - nem a nyelvtanuldsbdl ad6dé
- beszédhiba neheziti a kiejtést, ugyanis a hanganyagbdl is jol kivehetd, hogy dadog.

15000000

3. dbra: Az arab anyanyelv(i szir didk sz6vegének fonetikai képe
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4. dbra: Az arab anyanyelv{i szir didk mondatanak fonetikai képe

Ezzel szemben a vietndmi anyanyelvii didk beszédprodukcidja sokkal tagoltabb, tobb és a magyar anya-
nyelviiekhez képest hosszabb sziinetet tart a szavak kozott, ami a szintetizalé L1 nyelv hatdsival magyaraz-
hat6. Ugyanakkor ez a kiillonbség még nem okoz nehézséget a megértésben, mert részben mar megval6sul a
szdkapcsolatok egyiitt ejtése. A vietndmi didkndl a sz eleji hangstlyozas is megjelenik mar, de er6teljesebb
a sziikségesnél - a vietnami nyelv tonalitdsa mutatkozik meg benne.
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5. dbra: A vietnami didk szovegének fonetikai képe
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6. dbra: A vietnami didk mondatanak fonetikai képe



A hindi anyanyelv(i indiai didklany sz6vege toredezettnek hallatszik, mivel kevés szokapcsolatot képes
egyben olvasni, nem ismeri fel, mely szavak tartoznak ossze értelmileg. Olvasdsa kozben sok és hosszu szii-
neteket tart, és beszédének hangereje is visszafogott. A hangsuly a sz6 végére tevédik, emelkedd intonicid
figyelhet6 meg a szavakon beliil. Ez a jelenség kovetkezhet abbol, hogy a hindi nyelvben legt6bbszor az utolsé
el6tti szétag a hangstlyos.
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7. dbra: A hindi anyanyelvii indiai didk szovegének fonetikai képe
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8. dbra: A hindi anyanyelvii indiai didk mondatanak fonetikai képe

A bambarit és francia nyelvet beszél§ mali didknal a szavak egyiitt olvasdsa esetleges — nem koveti az
értelmi egységek szabalyat. A sz6 eleji hangstlyozas nem jelenik meg, és néla is emelked$ hanglejtés érzé-
kelhetd a szavak szintjén. Az olvasott szoveg mindezek kovetkeztében nehezen kovethetd, a megértés aka-
délyozott.
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9. dbra: A bambardul és francidul beszél6 mali didk sz6vegének fonetikai képe
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10. bra: A bambardul és francidul beszél6 mali didk mondatanak fonetikus képe

Osszegzés

A vizsgalatbdl levonhatjuk a kovetkeztetést, hogy A1 nyelvi szinten a szupraszegmentilis jellemzGk tekinte-
tében is nagy hatdsa van az els6 nyelvnek (L1). A szintetizal6 nyelvek sziinettartdsai megjelennek a magyar
nyelvii beszédben is, mig az analizdl6 nyelveket beszél6 nyelvtanulék konnyebben ejtik a szavakat. A sz6-
hangsilyozasndl az L1 és L2 kozotti eltéréseket, az L1 hatdsit L2-re ismerhetjiik fel, mig a hanglejtésnél a
tondlis L1 nyelvet beszél6 nyelvtanuldénak akadtak nehézségei. Ugyanakkor a nyelvi szintnek is nagy szerepe
van abban, hogy a nyelvtanul6 kiejtése az érthetd, elfogadhaté kategoridba esik-e. Mind a szavak jelentése,
mind a nyelvtani szerkezetek kell§ ismerete sziikséges ahhoz, hogy valéban megfelelGen tagolt, ért6 olvasis
jojjon létre. Ez A1 szinten még akkor is kihivast jelent, ha egy mar ismert szévegen kell végrehajtani az olva-
sasi feladatot.

Rovid vizsgalatunk alapjan MID-tandrként is levonhatunk kévetkeztetéseket. Felismerhettiik, hogy az
egyes nyelvtanuléinknak miben van sziikségiik egyéni fejlesztésre az érthetébb beszédhez. Ezzel egyiitt le-
vonhatjuk azt az 4ltaldnos tanulsigot is, hogy A1 nyelvi szinten érdemes a szovegeket alaposan feldolgozni
a nyelvtanulékkal a kiejtés szempontjébdl is. Erdemes olyan feladatokat végezni veliik, amelyek el6szor a
percepciora épitenek: ismerjék fel a hanganyag segitségével a szupraszegmentdlis jellemzG8ket, jeloljék be
a szovegben. Erdemes sokat gyakorolni a jelolésekkel ellatott szveggel a hangos olvasast. Ezek a nyelvérai

gyakorlatok szolgaljak azt, hogy késébb nyelvtanuldink ne szerezzenek olyan negativ tapasztalatokat, mint a
bevezetében megismert Maria.

Altalaban elmondhatjuk, hogy a hanganyagok vizsgalataval kimutathatjuk kiilonbdzé anyanyelvii nyelv-
tanuldk kiejtési nehézségeit. A korpusz segitségével a késébbiekben tobb azonos anyanyelvii nyelvtanuld
beszédprodukcidjinak vizsgalataval dltaldnosabb kovetkeztetéseket is levonhatunk. Longitudindlis vizsgalat
esetén megfigyelhetjiik, mely kiejtési nehézségek oldhaték meg rovidebb id§ alatt, és mely nehézségek 4ll-
nak fenn tartésabban.

A MID-tanarok szimdara mddszertani kovetkeztetéseket vonhatunk le a vizsgalatokbol. Egyrészt kony-
nyebben megjosolhatjak, milyen fejlesztésekre lesz sziikség, masrészt konnyebben beazonosithatjik a hely-
telen kiejtés jelenségét, forrasat és okat, harmadrészt pedig konnyebbé vilik a megfelel$ fejlesztési 1épések
meghatdrozdsa.

Természetesen minél nagyobb a hangz6 korpusz, anndl pontosabbak lehetnek elemzéseink. A Korszak-
MOK:-Tan ezért dinamikus, folyamatosan b&viilé korpusz, amely hamarosan sok elemzési lehetséget tud
kindlni nyelvészek, nyelvtanarok szimara.
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Erdési Vanda
Pécsi Tudomdnyegyetem Altaldnos Orvostudomdnyi Kar Nemzetkozi Oktatdsi Kozpont

A nyelvi fejlodésvizsgalat jelentosége
a magyar mint idegen nyelv tanitasaban

A tanulmdny azon kérdések és problémdk révid dttekintésére vdllalkozik, amelyek a Pécsi Tudomdnyegyetem Alta-
ldnos Orvostudomdnyi Kardnak Nemzetkozi Oktatdsi Kozpontjdban miik6dé magyar nyelvi egyetemi el6készitd
program didkjainak nyelvi fejlédésvizsgdlatdra koncentrdlé hosszabb tdvi kutatds elsG eredményeinek kapcsdn
meriltek fel. A program rovid bemutatdsa, célkitiizéseinek és mddszereinek ismertetését kovetden olyan kérdési-
ranyokat vizsgdl, amelyeknél a nyelvi fejlédésvizsgdlatok elemzésébdl levont kovetkeztetések hozzdjdrulhatnak a
nyelvtanitds hatékonysdgdnak néveléséhez.

nyelvi fejlddésvizsgdlat, magyar mint idegen nyelv, egyetemi el6készité program, irott szévegek
vizsgdlata, mddszertan

A Pécsi Tudomanyegyetem Altalanos Orvostudomdnyi Karanak Nemzetkdzi Oktatési Kdzpontjdban t&bb
évtizede tanitunk kulfoldi didkokat magyar nyelvre. Oktatdsi portféliénk egyik legfontosabb egysége a ma-
gyar nyelvi egyetemi el6készit6 program. A nyelvi el6készités specidlis sajatsigai lehet&vé teszik, hogy a prog-
ram didkjaitol a tanulményaik sordn rendszeres id6kozonként Gsszegytijtott és rogzitett nagy mennyiségt,
beszélt és irott nyelvi produktumok anyagabol egy specidlis kutatasi anyagot allitsunk 6ssze. Ezzel kezd6dott
egy tanuldi korpusz épitése, valamint a didkok nyelvi anyagainak részletes vizsgalata. A cél a didkok nyelvi
fejlédésének elemzése a két szemeszteres tanuldsi folyamat sordn kovetéses/hosszmetszeti/longitudinalis
vizsgalat keretében, a teljesen kezd6t8l a B2 szintig (a témdardl bévebben lasd: Csard 2007 és 2014). Az anya-
gok feldolgozdsa megkezd4dott és jelenleg is folyamatban van. Jelen dolgozat azt kivanja néhany példin
keresztiil bemutatni, hogy e nyelvi produktumok kiilénb6z8 szempontu vizsgalata a tanuldk egyéni nyelvi
fejlédésének feltérképezésén til mennyiben jelenthet visszacsatoldst a tanitds mddszertanaban, azaz milyen
mértékben képes a tananyag, illetve a tanorak felépitésének, metodoldgidjanak finomitisiban, fejlesztésé-
ben. Tanulmanyomban a program révid bemutatasat, célkitiizéseinek és mddszereinek ismertetését kovets-
en olyan problémaékat kivinok 4ttekinteni, amelyek a tanul6k nyelvi anyagainak elemzése kbzben meriiltek
fel, és amik segithetnek a nyelvtanitas hatékonysiganak novelésében.

A program adminisztracidjanak tijékoztatdsa szerint az el6készit§ didkjainak 98%-a keriil be a magyar fel-
sGoktatdsba, vagyis a didkok tilnyomo tobbségben sikeresen teljesitik a programot. Az egész tanéves mun-
kajuk szempontjabdl természetesen a tanulok fejlédése jelentSs kiilonbségeket mutat. A vizsgalt didkok ki-
valasztdsa szempontjabdl fontos, hogy a nyelvi el6készité programjat az elejétdl a végéig teljesits, dtlagosan
jO képességli, szorgalmas, kitarto, a képzés sordn az oktatokkal és az oktatdsmddszertannal kooperal6 didkok
fejlédését kovetjitk nyomon, akik dltalinos és szaknyelvi vizsgaikat teljesitették, tanulmanyaik lezdrasaként
elérték a B2-es szintet, majd tobbségiik sikeres B2-es nyelvvizsgit tett, és valamennyien megkezdték tanul-
manyaikat a magyar felsGoktatasban. Vitathatatlanul nagy kihivast jelent a tanuléknak, hogy gyakorlatilag
két szemeszter alatt, 800 kontaktoraban, teljesen kezd6r6l Bz szintre érjenek, a program sikeres teljesitése
mindenképpen elismerésre mélt6 eredmény. A didkok egyéni fejl6dési jellegzetességei, hasonlosagaik és kii-

100


mailto:vanda.erdosi.hungarian%40gmail.com?subject=

l6nbségeik érdekes informaciokkal szolgdlnak, akkor is, ha esettanulmanyként egy-egy didk részletes fejlé-
désvizsgalatat szeretnénk végigkovetni, vagy a didkok fejl6dését egymadssal kivanjuk 6sszehasonlitani, egyéni
fejl6dési sajatsagok, kiillonbségek és dltalinos tendencidk megismerése céljabol. A vizsgalat sordn az egyéni
fejl6dési utak megismerése mellett tobb didk fejlddésének Osszevetésére, tendencidk és kiilonbségek kimu-
tatdsara szeretnék majd koncentralni.

A tanuldk fejlédésének vizsgilatinal fontos szempont, hogy megfigyelhet6k-e bizonyos fejl6édési minta-
zatok azonos nemzetiség(i vagy anyanyelvii didkok esetében. Kimutathaték-e példaul olyan jelenségek, ame-
lyeket mindenki probléma nélkiil sajatit el, vagy amelyekkel rendszerint nehézségeik vannak? Hogyan tudnak
az oktatdk erre felkésziilni, a mddszertant dinamikusan, a didkok igényeihez alakitva fejlédésiiket tamogatni?
Hogy egy altaldnos példat vegyiink: az dzsiai tanuldk esetében gyakran kiilonos figyelmet kell forditani a kiej-
tés fejlesztésére, a nem latin bet(is irast hasznald, arab anyanyelvii didkok pedig az irdskészség fejlesztésében
igényelnek tobb segitséget, beleértve a magyar nyelvii gépelést, a mondatkezd$ nagybetiiket és a tulajdonne-
vek helyesirasat, az irasjelek hasznalatat és egyéb, az anyanyelvi nyelvhasznalé szimara természetes jelenséget.
Hasonl6képpen az eddig elemzett nyelvi produktumok és az oktatasi tapasztalatok azt mutatjik, hogy a mon-
gol anyanyelv(i tanulok nagyon jo érzékkel tanuljdk meg a természetes nyelvhasznalatot, olyan fordulatokat,
amelyeket barmely anyanyelvi beszél6 is haszndlnak - erre példdul abszolut épiteni lehet és timogatni ezt a
fogékonysagot a megfelel nyelvi modellekkel és nyelvhasznélatra vonatkozé gyakorlatokkal.

A didkok tehat kezd6 szinten inditjdk a magyar nyelvtanuldst, napi hat 6rdban. A tananyag gerincét az egyete-
mi nyelvi el6készit§ programhoz is illeszkedve létrehozott MagyarOK tankonyvesalad biztositja. A tankényv
anyaganak feldolgozdsa sordn a nyelvet a tanulasi folyamat minden fazisaban els6sorban 1j informaci6 meg-
szerzésére és tovabbadasara, valamint a masokkal val6 értelmes és eredményes kommunikacidra hasznaljuk.

Az oktatécsomag tudatosan alkalmazkodik a Kozés Eurépai Referenciakeret definidlta célokhoz és elvara-
sokhoz. A konyvek er6teljes progressziéval olyan hasznos szokincset kzvetitenek, amely révid id6 alatt ké-
pessé teszi a nyelvtanulét a mindennapokban valé eligazoddsra és informacidcserére. A székincset valtozatos
nyelvi input segitségével dolgozza fel, lehet8leg alaposan (a konyvek alapelveinek ismertetését, felépitését és
koncepcidjat 1asd: SziTa / PELCZ 2013-2019).

A csoportok minden héten hétf6tdl csiitortokig egy fejezetnyi anyagot dolgoznak fel, pénteken pedig egy
tesztet irnak az adott fejezet szokincsébdl. Ez a nap még az ismétlésé, gyakorlasé. Hétfén minden esetben
egy nagyobb teszttel kezdenek, amely a nyelvtanra és az irdsbeli szovegalkotdsra koncentral. A teszt utan,
még aznap megkezdik a kovetkezd fejezet feldolgozasat. A didkok mindennap irasbeli hazi feladatot is kap-
nak: a frissen tanult témak egyikérdl kell irni. Erre két nap 4ll rendelkezésre, a cél, hogy napi rutinna véljon
a tanultakhoz valé visszatérés, az adott téma megirasa, gyakorldsa. Az els6 szemeszterben kiemelt figyelmet
forditunk a kiejtésre, a csoportoknak van egy kiejtésfejlesztd kilencven perces érdjuk, melynek elsGdleges
tananyaga a Hangrend tankdnyv (BAUMANN 2018)

Nagy hangsulyt kap, hogy megtanitsuk a didkokat tanulni, természetessé valjon a modszer, ahogyan dol-
gozunk. Az 6rdkon tiikkrozott/forditott osztélytermi eljardsokra is épitiink (a témdrdl lasd részletesen: CHi-
LINGARYAN / ZVEREVA 2017: 1500 ff), ami itt elsGsorban azt jeleni, hogy a didk az 6ra utin nem az ott kapott
informaciokat dolgozza fel és tanulja meg, hanem otthon kell el6készitenie a kdvetkez8 dra tananyagat. A kur-
zuson minden készség fejlesztésére gondot forditunk: frunk, szovegeket olvasunk és hallgatunk, beszélgetiink
- mindezeket pedig a nyelvoran kiviil is lehet. Vagyis a hatékony magyarorak érdekében a didk el6re késziil, on-
alléan. Sajat tempojaban kell szétdraznia, olvasnia, hallgatnia és jegyzetelnie, valamint egy-egy nyelvtani részt
el6re megnéznie. Az 6ran pedig aktivan gyakorolunk: beszélgetiink, meséliink, megbeszéljiik a kérdéseket.

A didkok szdmdra el8re elérhet6vé tessziik a tanmenetet Power Point-prezentacié formdjiaban. Ezekbdl
a hallgaték pontosan tudjak, melyik 6ran mi lesz a tananyag, mely tankonyvi oldalak tartoznak az adott
alkalomhoz, milyen nyelvtani problémakat kell megnézni a munkafiizetben, mely szoveghallgatasos felada-
tokkal fogunk 6ran dolgozni, milyen videdkat és online feladatokat taldl még a tankonyvhoz tartozé webol-
dalon, és milyen hazi feladatot kell elkésziteni az 6ra utan.
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Mivel a didkoknak az el6készits évet kovetGen magyarul kell helyt allniuk, kiilonésen indokolt, hogy az
el6készité program a modellalapu nyelvoktatis modszerét kévesse. Fontos, hogy a didkok képessé valjanak az
informdci6 6ndllé feldolgozasara, tovabbadasara és az értelmes kommunikaciora. A médszer kiindulépontja-
nak tekinti, hogy csak a nyelvhaszndlatbdl lesz valédi nyelvtudas. A modellalapt nyelvoktatas a tanulds minden
fazisaban az anyanyelvi beszél§ nyelvhasznalatabdl merit6 mintdkat nydjt a didkoknak. Vagyis e metddus ,a
tankonyvi szovegeket, a nyelvtanar és az anyanyelvi beszél6k megnyilvanuldsait olyan nyelvi mintaként (mo-
dellként) értelmezi, amely a tanulét segiti abban, hogy ezt a célt elérje. A tananyag és a tanitds sordan megjelend
irott és hangzé sz6vegek minden elemét ellendrzi, hogy megfelel-e annak az elvarasnak, hogy modellként szol-
galjon” (SziTa / PELCZ 2017: 262 f). A mddszer nagy nyelvi inputtal dolgozik, egy-egy témat t6bb szovegvarids
formdjaban tanit, igy biztositva, hogy valds nyelvhaszndlaton alapuljon a tanulds. Kiemelend6 még, hogy nem
vélasztja szét a nyelvet és a kultdrit, hanem - élményalapti és kooperativ mddszerekre timaszkodva - 6sszekoti
azokat. A modellek kovetése a hatékony tanulds sordan lehet6vé teszi a magas szintii nyelvtudas elérését.

A munkamenet hatékonyabb4 tétele és fejlesztése folyamatosan zajlik a magyar program oktatdinak koz-
rem(ikodésével, Pelcz Katalin irdnyitdsaval. A fejl6désvizsgilat eredményeinek hasznositdsaval a legfontosabb
cél, hogy ahol tendenciaszer(i megtorpands, hibdk, nehézségek tapasztalhatdk, ott feliilvizsgaljuk, fejlessziik,
bévitsitk a modszertani eszkozoket, az elsajatitast jobban timogat6 nyelvi modellt nyujtsunk, sziikség esetén
véltoztassunk, uj modszertani elemeket vezessiink be. (A el6készit6 programrol ldsd bévebben: ERDGs1 2021.)

A tanulok altal hazi feladatként, a képzés 1-2. hetében irt sz6vegekben példaul tendenciaszertien fordul-
tak el hasonlo szovegek (ezeket valtoztatds nélkiil, a tanulé altal elkovetett hibdkkal egyiitt mutatom be, a
forras egy olyan szoveg, amely része a jelenleg is épiil§ KorSzak tanuldi korpusznak):

,Az apukdm X neve. O dél-afrikai. O hatvannégy éves. O Egyesiilt Arab Emirségekben, Dubaiban él. O
tizletmenedzer. O angolul és dél-afrikai hollandul beszél. O is egy kicsit beszél németiil. O hobbija a
sport.” (Forras: KorSzak tanul6i korpusz. A nyilvanossig szimadra jelenleg még nem elérhetd.).

Vildgos, hogy magyar nyelvi tanulmanyaik kezdetén nehézséget jelentett szimukra annak megértése,
hogy nyelviinkben, hacsak nem hangstlyos, dltaldban nem sziikséges a mondatban kitenni a személyes név-
mast, killonosen nem egymads utdn, zavardan ismétl6d8, redundans informacidként. A didkok arra is lattak
mar példat, hogyan bévitjiik, hogyan kotjitk 6ssze a mondatokat, ismerik mar az ,és”, valamint a ,de” ko-
tészavakat. A sajat szovegiik megirdsa el6tt az A1+ tankonyv masodik fejezetében tobbek kozott ezt a nyelvi

modellt ismerték meg:

,O Mariann, a feleségem. Mariann magyar. Otven éves, tandrné. Denverben éliink. Otthon angolul és
magyarul beszéliink. Most spanyolul tanulunk, de még nem tudunk olyan jél.” (SziTa / PELCZ 2013: 25).

A tank6nyv ugyan bemutatja és tanitja a személyes névmasok helyes és autentikus hasznalatat, megta-
nitja és tobbszorosen példat ad a bévitett és Gsszetett mondatok megfelel§ haszndlatara, a tanuldk elsé irott
szOvegeiben ez mégis gyakran problémasnak tiinik. Befolyasolhatja ezt sajat nyelvtanuldsi tapasztalatuk is,
hiszen példaul az angol és német nyelvben sem hagyhat¢ el a személyes névmas, valamint sajit anyanyelviik
is. Itt példaul kimutathaté egy olyan pont a tananyagban, amely a mddszertan fel6l plusz megerdsitésre és
tdmogatasra szolgal, még jobban hangstlyozni kell a magyar nyelv ezen sajitossdgait, és érdemes tovabbi
modellekkel is timogatni, még jobban meg kell vilagitani, mi a probléma a fenti hibas példaval. Ezt segit-
heti az A1+ tankonyvhoz 2022-ben megjelent olvasokonyv, amelynek szovegei az A1 tankonyvet egészitik ki
tematikusan, és szemlélteti egyrészt azt a tartalmat, amelyet a tanulé mar ki tud fejezni egy adott témadval
kapcsolatban, masrészt tovdbbi modelleket ad arra, milyen nyelvi eszk6zokkel tudja kifejezni mondanivald-
jat, és ezeket a szovegeket modellként hasznalhatja sajit irott szévegeinek megalkotdsdhoz is (SziTa 2022).

Az intenziv el6készit kurzus soran, ahogy a médszertan bemutatdsanal emlitettem, minden készség fejlesz-
tésére gondot forditunk. Azért emelem ki kiilon az fraskészség fejlesztését és az irott nyelvi produktumok
jelentGségét, mert a tanuldk altal irott szovegek elemzése fontos részét képezik a fejlddésvizsgalatnak.
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A szovegalkotds és e készség fejlesztése (irdsban és szoban is) fontos eleme a hasznos és természetes nyelv-
tudds kialakitasnak. Ahogy err6]l McCARTHY (1991: 148 f és 170 f) is ir, a tandrok igyekeznek a valo élet nyelv-
haszndlatanak hiteles, hasznos és érdekes szovegalkotasi feladatait beemelni a nyelvéra gyakorlatdba. Ennek
érdekében kiegészithet8k a nyelvoktatdsi mddszerek annak fényében, amit a diskurzuselemzés tanulsigai
nydjtanak szimunkra a nyelvi formdk, kontextusok és nyelvhasznalok kozotti kapcesolat dsszefiiggéseirdl.
Meg kell taldlni a médjat, hogy pontosan ismerjiik és es tanitani tudjuk egy-egy kevésbé természetes (de akar
nyelvvizsga miatt mégis sziikséges) szovegtipus, kontextus miikodését és szabalyait. A sz6vegtani és diskur-
zuselemzési vizsgalatok sokat segithetnek abban, hogy a didkok valddi, hasznos nyelvtudést kapjanak, az
irott szovegek esetében is természetes nyelvhaszndlatra legyenek képesek (err6l b6vebben ldsd: ERpOs1 2011).

A didkok napi szinten kapnak irasbeli hazi feladatot, hogy segitségével még egyszer visszatérjenek egy
adott témahoz, kifejtsék sajat gondolataikat a tanultak felhasznaldsaval, és fejlédjon az irdskészségiik. Meg
kell tanulniuk a szovegalkotds szabdlyait: hogyan kapcsolddnak egymdshoz a mondatok nyelvtanilag, tar-
talmilag, logikailag, hogyan tudunk egy kerek és teljes szoveget felépiteni mondatok egymds utani halmaza
helyett, hogyan tagoljuk t6bb tematikus részre a szovegiinket és hogyan kell témat valtani, hogyan kell ér-
velni valami mellett és ellen, mik a kiilonb6z6 szévegtipusok (maganlevél, hivatalos levél, kérelem, meghivo,
reklamdcio stb.) miifaji és formai kdvetelményei. Ahogy a tesztek esetében, a hazi feladatok is kivalé vissza-
jelzést jelentenek a tandroknak is: mivel van probléma, milyen hibat latunk djra és jra, rogziilve a fogalma-
zasokban, mire kell jobban odafigyelni, mit kell Gjra megbeszélni, atismételni.

A hézi feladatokat a tanarok is gytijtik és archivaljak, segitségiikkel nyomon kovethet§ egyes didkok fejlé-
dése, kimutathatok a tipikus hibak, 6sszehasonlithaté a kiillonb6z6 szinteken visszatér$ hasonlé témaju sz6-
vegek kifejtése stb. A hazi feladatok gytijtésével és archivélasdval kezd6dott el a tanul6i korpusz épitése (Lasd
bévebben: A KorSzak Munkacsoport és a Tanuldi korpusz bemutatdsa, ANTAL 2021 és BAUMANN / MAJOROS /

PELCZ / SCHMIDT / SZITA / VERMEKI 2020).

Egy angolai didk fejlédésvizsgalatdban példaul megfigyelhetd, hogy a nyelvileg tehetséges szorgalmas di-
dknak nehézséget jelentett a szoveg felépitése, tagoldsa. A didk ligyesen beszélt, jol tudta hasznélni a nyelv-
tant, azonban a szovegalkotasi feladatoknal vilagosan kidertilt, hogy problémat okozott szimara a szoveg
szerkezetének atgondolasa, a témdakra/bekezdésekre tagolas, egy gondolatmenet vildgos kifejtése, valamint
a témavaltas, és az oktatdk gyakran kaptak nyelvileg megfelel, de szovegként nem jdl felépitett, csapongo,
kusza hazi feladatokat. Gyakran a feladat leirdsat sem megfelelGen értelmezte, kihagyott bizonyos szempon-
tokat vagy kritériumokat. A kezdetektdl igyekeztek az oktatdk ravezetni a szovegiras megfelel$ gyakorlatira,
onnantdl kezdve, hogy a feladat instrukciot atbeszélve értelmeztiik a feladatot, végignéztiik, milyen f6bb
témdkrol fogunk irnihogyan tagoljuk a szoveget bekezdésekre, hogyan vezetiink be egy 4j témat, milyen
formulak alkalmasak egy sz6veg bevezetésére és lezarasira. Nemcsak a napi szinten irt szoveges hazi felada-
tok, hanem az érdkon 6ndlldan irt rovid szovegek részletes megbeszélése, a tobbi tanuld szovegeivel vald
Osszehasonlitds lehet8sége és a parban, csoportban torténd kozos szovegalkotds is segitette a fejlédésben,
amely az frott szovegek atfogo, részletes elemzése sordn is megfigyelhetd. Az oktatéknak szembesiilni kellett
azzal, hogy id6nként a tanulénak nincs gyakorlata az olyan tipusu (idegen nyelvi) szovegalkotdsban, ahol a
szOvegszer(iség kritériumait is szamon is kérik téle. Vagy ha esetleg van is ebben tapasztalata az anyanyelvén,
a tanult idegen nyelven nehézséget jelent, hogy a nyelvtani jelenségekre, és szokincsre koncentrélva még a
szOveg felépitésére is gondot forditson. Ennek tudatositdsara és gyakorldsara kiilon figyelmet kell szentelni
a tanulds soran.

Az idegen nyelvi mérés és értékelés az idegennyelv-oktatas egyik leggazdagabb szakirodalommal rendelkez$
tertilete (a témdrol lasd részletesen példaul: BARDOS: 2002). Az 4tlagosnal joval tobbszor teszteljiik a didko-
kat, amelyek egy adott témakorre vonatkozo, egy id6pillanatban érvényes tuddst mérnek. Egy-egy tanuld
esetében Osszesen tObb mint 6o tesztrdl van szo, igy mar kovetéses vizsgilat szempontjabdl is tanulsigos
lehet 4ttekinteni a tesztek eredményét.

Az el6készit§ programon az elsd sziir6 egy online felvételi beszélgetés, hogy megallapitsuk, alkalmas-e
valaki az intenziv programon vald részvételre. Fontosak a jelentkez§ iskolai eredményei, idegennyelv-tanu-

103



l4si tapasztalati, angol nyelvismerete, kommunikacids képességei. A felvételnél hasznos az angol nyelvtudas,
hiszen a program intenzivitdsa, tempds tanmenete, a heterogén csoportok miatt és a zavartalan kommuni-
kacid érdekében segithet az angol kozvetit§ nyelv - kiillonosen az els6 hetek sordn, amikor megkonnyiti a
nyelvtani magyarazatokat, nehezebb szavak és kifejezések jelentését, a nyelvhasznalati, pragmatikai magya-
rdzatokat. A didkok el6zetes nyelvtudasarol, nyelvtanuldsi tapasztalatairdl szol6 informéciok a fejldésiik
nyomon kovetése sordn is jelentGséggel birhatnak.

Mint kordbban emlitettem, a didkoknak heti két tesztet irnak minden fejezetbdl: pénteken az adott egy sz6-
kincsre koncentral4 dolgozatot, hétfén ugyanennek a fejezetnek a grammatikai tesztelést végezziik el, a nyelv-
tani feladatok mellett tartalmazza kérdések megvalaszolasat és kérdésekre valé reagalast, valamint egy irasbeli
szovegalkotdasi feladatot (az adott szintnek megfeleld sz6szdmmal szovet kell irni a tanult témak egyikér6l).

Egy adott konyv (és szint) befejezésével a didkok szintzré tesztet irnak (a konyv egészére vonatkozd
kérdésekkel és feladatokkal), valamint szdbeli vizsgit is tesznek, melynek része a tanult témakrol valé be-
szélgetés Onalldan és kérdések segitségével, kezd6 szinten egy szoveg felolvasisa, melynek célja a kiejtés, az
intondacié mérése. Fels6bb szinten a didkok valasztott (a tandrokkal el6re egyeztetett) témabdl 6nall prezen-
tacidkat tartanak ppt-bemutatéval, majd a sajat kisel6adasukhoz kapcsoldddan vilaszolnak meg kérdéseket
és indul el egy vizsgabeszélgetés. A vizsgaanyagokat a kezdetektdl rogzitjiik és meg6rizziik. Mivel pontosan
lehet tudni, melyik tesztet vagy vizsgat hanyadik oktatasi héten, melyik tankonyvi fejezetb6l, témakorbdl és
nyelvtani anyagbdl irtdk, az adatok és eredmények Gsszevethet6k az ugyanakkor, ugyanazokbdl a témakbol
irt szoveges hazi feladatokkal, akdr tematikus, akar nyelvtani, akar nyelvi funkcio, beszédszandék szempont-
jabdl vizsgalédunk.

Az el6készit6 program célja a tanuldk B2-es nyelvi szintre valé eljuttatdsa, és lehet6Sleg a B2-es nyelvvizs-
ga megszerzése. A tanuldknak a felkésziilés soran meg kell ismerkedniiik az ECL nyelvvizsga rendszerével,
részeivel és kovetelményeivel. Az Az-es szint befejezésekor, a tanév felénél, janudrban ismertetjiik meg a
didkokkal a nyelvvizsga tipusfeladatait, és elkezdiink specifikusan erre késziilni. A B2-es szint(i nyelvvizsga
el6tt a didkok Az-es és Bi-es szint(i prébanyelvvizsgin vesznek részt, megismerik a nyelvvizsga menetét,
kiprobaljak a tanultakat vizsgahelyzetben, és rutint szereznek. Hasznos, ha egy masfajta rendszer szerint is
visszajelzést kapnak a tuddsukrol, olyan szakemberektdl, akik nem ismerik a didkokat. Megfontolandé, hogy
akdr a nyelvvizsga eredményeit és anyagait is bevonjuk a tanul6k fejl6dését kovetd vizsgalatba.

A nyelvvizsgara val6 felkésziilés a megfelel§ stratégidk elsajatitdsat is jelenti. A tanulok probavizsgai Az
és BI szinten segitenek ezeket begyakorolni, az eredmények révén pedig az oktaték kiemelhetik azokat a
szempontokat, amelyeket a sikeres vizsgdkhoz tudatositani kell. A2 prébavizsga eredményeit kévetGen els-
fordul, hogy tisztdzni kell: kérd6szds kérdésre nem lehet csupan igennel valaszolni, az olvasés és hallds utini
értés kérdéseinél pontosan meg kell dllapitani, milyen jellegli informaciéra vonatkoznak, és megkeresni a
megfelel informdciot az olvasott vagy hallott szovegben. A szovegiras esetén a feladat valamennyi témajat
érinteni kell, tudatositani, milyen stilust kivin az adott szitudci6 kontextusa, felmérni, hogy informadlis vagy
formalis szoveg irdsa-e a feladat, és mivel ennek a teljes szoveg esetében jelent8sége van (gondoljunk csak
az igeragozasra és a birtokos személyjelekre), kovetkezetesen alkalmazandok az adott stilusnak megfelel§
nyelvi eszkozoket. A paros szobeli vizsga sikeres teljesitéséhez is meg kell tanulni, hogy valddi, kdlcsonos
kommunikaciét alakitson ki a partnerrel, tudni kell kérdezni, vdlaszolni, reagilni. Meg kell tanulni a part-
nerek kozotti egytittmiikodést, érvényesiilni hagyni és segiteni egymast a kommunikécié soran. Valamennyi
részfeladat esetén jol kell gazdalkodni az id6vel. Az egyéni fejl6désrdl is sok informacidval szolglhat, ha az
egyes tanuldk A2-es és B1-es probavizsgdjanak, valamint a hivatalos B2-es nyelvvizsgdjanak teljesitményét is
be lehet vonni a fejl6dés elemzésébe.

A nyelvi fejl6dést nagyon sok szempontbol és teriiletre koncentrdlva vizsgalhatjuk, szamos teriiletét be-
vonhatjuk adott tanulok egyéni fejl6désvizsgdlatdba. Hogy valamelyest behatarolhato, atlithaté adatokat
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kapjunk, érdemes pontosan meghatirozni egy-egy vizsgilati teriiletet, egy meghatarozott téma sziikiteni
a vizsgalatot. Az el6készit6 program tanuldinak nyelvi fejl6dését tehat tematikus szempontbdl szeretném
megvizsgalni. F§ kérdésem, hogy miként érhet6 tetten a nyelvi fejl6dés egy témakor kifejtésére koncentralva,
tanulmanyaik kezdetétdl a végéig. Ez a kivalasztott téma a csaldd - vagyis azt vizsgdlom, milyen nyelvi fej-
16dési mintak és sajatossagok figyelhet6k meg az emberek bemutatésa, leirdsa, emberi kapcsolatok és kom-
munikicié témdjanak elemzésével.

A csaladunk, a csalddtagjaink, legkozelebbi emberi kapcsolataink bemutatdsa és leirdsa az egyik leg-
fontosabb témakor a nyelvoktatds és -tanulds sordn. A MagyarOK Ar+ kezd§ szintii tankényvben mar a
masodik fejezetben, az els6 nyelvordk egyikén tanulunk errél a témakorrél, amely aztan késébb, maga-
sabb szinteken bdvitett nyelvi eszkozokkel és szokinccsel tobbszor is visszatér. Legsziikebb kornyezetiink
leirdsa legfontosabb kommunikacios sziikségleteink egyike, amely valamennyi nyelvi szint kovetelmé-
nyeiben centrdlis. Ha megfigyeljiik a K6z0s Eurdpai Referenciakeret és a CEFR - Companion Volume With
New Descriptors szintleirdsait, valamint az EU tagéallamok és a tagjeldlt orszdgok nyelvére kidolgozott
sztenderdizélt, a K6zds Eurdpai Referenciakeret ajinlisaira épiil§ ECL nemzetkozi nyelvvizsgarendszer
kovetelményeit és témakoreit magyar nyelvb6l — amely szintén részletesen leirja egyes nyelvi szintekre
vonatkozd kovetelményeket —, szintleirdsaikat felhasznalhatjuk arra is, hogy tematikus szempontbdl is
meghatdrozzuk egy adott nyelvi szint kovetelményeit. Példdul felvizolhatd, hogyan jutunk el emberek
szimpla leirdsitdl az emberek kozti bonyolult kapcsolatok részletes kifejtéséig; vagy morfologiailag ho-
gyan jutunk el a legegyszer(ibb toldalékok hasznalatitdl valamennyi toldalék ismeretéig és azok bonyo-
lultabb kombindicidjanak hasznalatdhoz; a legegyszer(ibb allitisokat kifejez§ igei szerkezetekt6l a bonyo-
lultabb funkciét kifejezd és komplexebb grammatikai eszk6zoket, részletesebb vonzatkeretet igényld igei
struktarakig. Ha ezeket pontosan meghatirozzuk példdul a csaldd témakorének esetében az egyes nyelvi
szinteken, dsszevethetjiik a tanuldk nyelvi produktumait a tanulds sordn kapott nyelvi modell és a szint-
leirds kovetelményeivel.

A Kozds Eurdpai Referenciakeret 2018-ban megjelent kiegészit§ kotete, a CEFR — Companion Volume With
New Descriptors a tobbnyelv(i és plurikulturalis kompetencia leirdsaval hangsilyozza a KER nyelvi és kulturd-
lis sokszin(iségén alapuld értékrendjét. Ez a szemléletmdd a MagyarOK tankonyveit is jellemzi. Segithetjiik
azonban ezt a folyamatot plusz nyelvi mintdk, modellek altal, hiszen a csalad témaja kapcsan is fokozottan
keriil el6térbe a szemlélet a didkok nyelvi produktumaiban: az otthontdl tavol, célnyelvi kérnyezetben tanuld
didkok munkdiban gyakori az igény a kulturalis 6sszehasonlitasra, hasonl6sagok és kiilonbségek kifejezésére,
annak tematizalasdsara, milyen egy mdsik kultiirdban, a baratoktol, csaladtol tavol élni, a tavolbdl a csaldddal
kapcsolatot tartani (gondolok itt példaul a didkok irdsaiban frekventéltan jelen 1évé hidnyzik, kapcsolatot
tart, kapcsolatban marad, megoszt, szkdjpol igékre és vonzataikra, valamint a csaldddal kozos tevékenységek,
programok gyakorisigara, amely példaul a csalad sz6 -val/-vel ragos el6forduldsban is latszik). Ezekre tovabbi
autentikus nyelvi mintdkat adhatunk, amelyet a tananyagba is épithetiink, hiszen a nyelvvizsgak témakore-
inek részeként is jol hasznosithatok.

Mivel a 2020-ban alakult KorSzak Korpusznyelvészeti és Mddszertani Kutatocsoport ugyanebben az évben
megkezdte egy tanuldi korpusz épitését a tanuldk irott és beszélt nyelvi produktumaibdl, a MagyarOK tan-
konyvcsalad tananyagdbdl mindenki szdmara elérhetéen rendelkezésre dll a MagyarOK nyilt pedagogiai
korpusz, amely j6 lehet8séget kindl a tanuldi korpusz 6sszehasonlitdsira az oktatdsi modell pedagogiai kor-
puszaval (v6. BAUMANN / MAjoROSs / PELCZ / SCHMIDT / SZITA / VERMEKI 2020, ANTAL 2021 és SZITA 202I).
A korszerti nyelvészeti szempontokra fogékony nyelvtanarként igyekeztem a korpusznyelvészeti kutatasok
lehet3ségeit az oktatdsban és a kutatdsban is hasznositani. Amig a MagyarOK pedagégiai korpusz a Sketch
Engine feliiletén elérhetd, addig a tanuléi korpusz itt még nem hozziférhetd (épitése folyamatban van), ezért
a gylijtemény vizsgalata egyel6re manudlisan tortént.

A témahoz kapcsolddo irott szovegeit elemezve a ,csaldd” szt lemmaként, annak valamennyi tolda-

lékkal ellatott véltozatat vizsgdltam meg a sz6hoz kapcsolodo igével és igei vonzatkornyezettel egyiitt.
Megfigyelhetjiik, milyen valtozdsok torténnek a sz hasznéalatdban A1-t6l B2 szintig a nyelvtanuldk nyelvi
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produktumaiban, a kapott eredmények pedig hozzdjarulnak a tanuldk egyéni fejlédésének feltérképezé-
séhez, a tanuldk fejlédési folyamatdnak 6sszehasonlitdsdhoz, és a tananyag nyelvi modelljével val6 6sz-
szevetéshez. A korpusznyelvészeti vizsgilat a sz6 haszndlatirdl, sziikebb és tigabb kornyezetérdl is fontos
informacidkat nyujt. Emellett segit megismerni, hogyan alakult a tanuld egyéni fejlédése sordn az adott
szb haszndlata, hogyan bdviilt, és valt egyre komplexebbé kontextusa, hogyan hasonlithat6 6ssze ez a fej-
16dési folyamat mas el6készitSs tanuldk fejlédésével, és milyen viszonyban van a tanul6 egyéni fejlédése
az oktatas legfontosabb mintéjdval, a tananyaggal kapott modellel 6sszehasonlitva (b&vebben lisd: ERDOs1
2022, megjelenés alatt).

A korpusznyelvészeti elemzés megmutatja, mennyire nem egyszer(i megtanulni az egyes hasonld
kontextusban hasznalt szavak és azok hasznélatianak kiilonbségeit (példaul a kapcsolatot tart, kapcso-
latot fenntart, kapcsolatban marad szerkezeteknél). Hasznalhatjuk a korpuszt a nehézségek feltardsira
a tanulds sordn, a nyelvérai gyakorlatban. Maga a didk is feltérképezheti, milyen formaban fordul el
leggyakrabban példdul a csaldd sz6, milyen igékkel és igei vonzatkornyezettel fordul el§ leggyakrabban,
hogyan bdvithetd tematikusan a csalddrdl kifejezett informdciok kore. Sokat segithet a korpusz annak
pontosabb meghatirozdsiban, hogy mit jelent egy-egy ige vagy kifejezés, és hogyan, milyen kontextus-
ban kell hasznalni, és segitségével nagyszer(i feladatot készithetiink az adott probléma vizsgalatdhoz és
megértéséhez. (A témdarol b6vebben 1asd: TYNE 2012, O’KEEFE / MCCARTHY / CARTER 2007, SZITA 2017,
2018, 2021.)

A kutatds tovabbi 1épéseként megkezd6dott a teljes szovegek részletes vizsgilata is, amely segit megér-
teni, hogyan sajétitotta el a tanul6 egy téma kifejtését, a kapcsolddé szdkincs, nyelvi eszkdzok és nyelvhasz-
nélat szabdlyait, miként tanulta meg alkalmazni a szovegalkotds szabalyait. Megismerhetd altala az emberi
kapcsolatok témadjanak béviilése a csalddtagok legegyszer(ibb tulajdonsigainak rovid leirasitdl a targykor
részletesebb elemzéséig, szélesebb perspektivabol valé megkozelitéséig. Kovethetjiik a leirds és az érvelés
modszereinek, az ellentétek, célok, ok-okozati Gsszefiiggések kifejezésének fejlddését. Ezeket ismét Gssze-
vethetjiik a tobbi el8készités didk eredményeivel, valamint az oktatds modelljével és mddszertanaval, egy
tovabbi 1épésben pedig anyanyelvi beszél6k szovegeivel.

Az eddigi kutatasi eredmények bizonyitjak, hogy a rendelkezésre 4ll6 nagyszdmu irdsbeli nyelvi produktum
részletes fejl6désvizsgalat lehetségét kindlja a kutat6 szdmara. Lehet8ség nyilik a hibdk és a helyes hasznalat
elemzésére, kategorizalasdra; a koztes nyelvben m(ikod6 rendszer, szabalyok feltérképezésére, lehet6vé valik
tobb didk nyelvi fejlédésének dtfogd elemzése és Gsszehasonlitasa példaul nemzetiség, anyanyelv, életkor, nem,
valamint egyéb szempontok alapjan. Bar itt csak a tanul6 irasbeli produktumaira koncentréltam, de minden-
képpen fontos megemliteni, hogy érdemes a vizsgalatba bevonni a KorSzak tanul6i korpusz szébeli megnyi-
latkozdsokat tartalmaz6 anyagat (szdbeli vizsgak, prezentacidk stb.), kiegésziteni az irasbeli anyag vizsgdlata-
nak eredményét, dsszehasonlitani a tanul6 irdsbeli és szdébeli nyelvi produktumait, hogy a fejldésvizsgalat
szempontjabdl is a lehetd legteljesebb képet kapjuk. Hasznos tanulsagokkal szolgalna a késébbiekben a didkok
hosszabb tavu nyelvtanulasat is a vizsgalat részévé tenni, és egyetemi tanulmanyaik koriilményeit, tovabbi ta-
pasztalatait érdemes lesz egy interjuiban, és a fejl6désvizsgalat eredményeihez hozzdadni.

Modszertani szempontbdl kiemelt jelentGsége van, hogy az oktatasi folyamatot és a mddszer hatékony-
sagat is elemezziik a kapott eredmények szempontjabol, valamint a levont tanulsigokat a tovabbi oktatas- és
tananyagfejlesztés soran hasznositsuk (A vizsgalat eddigi eredményeir6l részletesen lasd: ERDOSI1 2022.)

Tanulmanyomban néhdny olyan teriiletet igyekeztem felvillantani, ahol a PTE Nemzetkozi Oktatédsi Koz-
pontjdnak magyar programjin végzett oktatdi tevékenység Gsszekapcsolhaté az erre épiild (és ezt targydul
tekint®) nyelvészeti kutatdsokkal. Amint azt lathattuk, a program olyan nyelvi anyagot biztosit, amelynek
elemzése lehetGséget kindl a tanuldk fejlédésének vizsgalatara, illetve ezen analizisek célja nemcsak teoreti-
kus kovetkeztetések levondsa, hanem az is, hogy a konkluzidkat visszacsatoljuk gyakorlati tevékenységiink-
hoz, azaz fejlessziik a tananyagot és hatékonyabbad tegyiik a tandrakat. Példdim, a szovegkohézio, a kiejtés, az
egyes kulturalis sajatsdgok szimbavételének fontossiga, mind azt kivintik szemléltetni, hogy a tanitisnak
az egyes didkok fejlédési attribtitumait és kulturdlis-nyelvi mintézatait szem el6tt kell tartania, valamint a
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kutatdsok segithetnek bizonyos tipikus jellegzetességek szimbavételével, az esetleges metodoldgiai korrek-
ciok végrehajtasival kapcsolatban.

A ,csalad” sz6 korpusznyelvészeti vizsgalatanak rovid osszefoglaldja a fentiek mellett azt is példazhatja,
hogy a mintdk elemzésével j6l mérhetd, hogy egy adott témakor és a hozza kapcsolddo nyelvtani lexikai és
grammatikai anyag miként fejlédik, és ez mennyiben all 6sszhangban a nyelvvizsgak tdmasztotta kovetelmé-
nyekkel. A1 szinten a CEFR elvarasa, hogy a tanuld egyszerti kifejezésekkel és mondatokkal be tudja mutatni
kornyezetét és a kdrnyezetében é16 embereket. Ez cél jelenik meg a modellként hasznélt tananyagban, ez volt
az elvéaras a didkok nyelvi produktumai irdnt, és az irdsok a meghatdrozott szintnek megfeleltek.

Az szinten a CEFR szintleirdsan alapulé ECL nyelvvizsga elvira az emberek meghatarozasa és bemu-
tatdsa mellett a személyes viszonyulds (kedvelés/szeretet, tetszés/nemtetszés/dicséret), egyszer(i dssze-
hasonlitds, valamint az események id6beli elbeszélése is megjelenik. A csaldd, csalddtagok, a rokonsag
bemutatisa mellett a csalddi tinnepek is megjelennek, a tananyagban és a didkok irdsaiban is viszont
latjuk Gket.

Br szinten az elvardsokhoz hozzdadddik az A1 és Az szint kovetelményei mellett a kiilonféle érzelmek,
meggy6z6dés, vélemény, szandék kifejezése, személyekre, valamint multbeli eseményekre és tapasztala-
tokra vonatkozé informdciok, rovid torténetek kozlése. A csaldd alapvet§ leirdsan tdl megjelenik a rész-
letesebb kiils§ és belsd tulajdonsigok leirdsa, a csaldd életének tagabb kontextusa (hidzimunka, csaladi
munkamegosztds stb.). Ennek megfelelGen latjuk viszont ezeket az elemeket a modellben, és a didkok
munkdaiban is. Egyre gazdagabb igei vonzatszerkezetek jelennek meg a tananyagban és tanul6 nyelvhasz-
nélataban is.

B2 szinten a korabbi elvarasokhoz hozzdaddédik a bonyolultabb érzelmek kifejezése, ellentmondas ki-
fejtése, értékelés, tisztdzas, fejtegetés és kovetkeztetés, az Osszetett informacidtartalmak ataddsa. A csalad
életének leirasa mellett megjelenik a gyereknevelés, a generdciok kapcsolata és egyiittélése, a hizassag és
egylttélési formak kérdése (minderrél bévebben lasd: ERDOs1 2022).

Természetesen e kutatdsok még folyamatban vannak, b6viilnek - ahogy maga a tanul6i korpusz is. Ezzel
egylitt talin elmondhat6, hogy a pedagdgiai tevékenység és nyelvi anyag kutatdsa folyamatos 6sszhangban
kell, hogy legyen, a kett6 kiegésziti egymdst.
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Kalafatics Zsuzsanna
Budapesti Gazdasdgi Egyetem

A kulturakozvetités lehetdségei
Tapasztalatok a MID oktatasa tertuletén a Budapesti
Gazdasagi Egyetemen

A 2020/2021-es tanévtdl kezdve minden nem magyar nyelvii képzésben tanuld Stipendium Hungaricum Oszton-
dijas hallgatonak tanulmdnyai elsé két szemeszterében kdtelezd jelleggel magyar nyelv és kultira kurzuson kell
részt vennie. A tanulmdny eqyrészt bemutatja, hogy a BGE miként értelmezte a jogszabdlyi el6irdsokat, és miként
hatdrozta meg a kurzus szerkezetét és tartalmdt. Mdsrészt részletesen foglalkozik a tantdrgy bevezetése dta eltelt
iddszak (5 szemeszter) tapasztalataival, kiilondsen a kultirakozvetités lehetségeivel. A kozéppontban a civilizdci-
Js, orszdgismereti témakorok feldolgozdsi médozatai dllnak, kéztiik a Stipendium Hungaricum Mentor Network

kezdeményezésére késziilt oktatdsi anyagok, kisfilmek beépitése a képzési programba.

kultira, kulturdlis nyelvészet, kulturdlis kompetencia, orszdgismeret, kisfilmek feldolgozdsa

2020-tdl a magyar felsGoktatdsban tanuld, Stipendium Hungaricum 6sztondijban részesiil6 kiilfldi hallgatok
tanulmanyaik els6 évében egy tanéven it magyar nyelv és kulttra kurzuson vesznek részt. Mar a tantargy elne-
vezése is jelzi, hogy a kultira megismertetése és a nyelvoktatds nem vélaszthato el egymastol. A kultdra nyel-
viink, maltunk és jeleniink szerves része. Jéllehet, a nyelvtanirok mindig kozvetitd szerepet toltottek/toltenek
be a nyelvek és a kulturak kozott, ennek ellenére nincs megegyezés arrél, hogy milyen kulturdlis tartalmakat
kellene beemelni az oktatdsba, és a kivédlasztott elemeket miként lehetne élvezetesen és hatékonyan tanitani.
Azt azonban mindannyian tudjuk, hogy a nyelvi struktdrak, a székincs és a nyelvtan ismerete még nem jelenti
azt, hogy a hallgato ismeri a magyar beszél6kozosség nyelvi normait, szociokulturdlis elvardsait, és eligazodik
Magyarorszag politikai, tdrsadalmi, vallasi, gazdasigi rendszerében, m{ivészetében és hagyomdnyaiban. A ta-
nulményban azt szeretném bemutatni, hogy milyen lehetéségeink vannak a magyar kulttira tanitdsira, megis-
mertetésére, és milyen megoldasokkal éltiink nyelvérdinkon a Budapesti Gazdasigi Egyetemen.

A Stipendium Hungaricum 6szténdijprogramot 2013-ban inditotta el a magyar kormany. A program kétol-
dalti oktatasi egyiittmiikodési megdallapoddsokon alapul, a Kiilgazdasagi és Kiiliigyminisztérium feltigyeli.
Az 6sztondijprogram honlapja szerint ( ) @ 2022/23-as tanévben 6t kon-
tinensen, kozel 9o orszdgban volt elérhet$ az ingyenes magyarorszagi tanulmanyokat biztosité lehet8ség,
mellyel jelenleg tobb mint 11000 hallgaté vesz részt a 28 magyar felsGoktatasi intézmény kindlta képzéseken.
A programnak szamos kiilpolitikai, gazdasagi, valamint oktataspolitikai célja van, ezek kozott szerepel a
magyar kultira, a magyar nyelv megismertetése és népszertsitése is. A cél elérését segiti a SH hallgatok
nyelvtanulasi kotelezettségének bevezetése, azaz 2020-t6l minden elsééves 6sztondijas hallgatonak két sze-
meszteren at magyar mint idegen nyelv és kulttra kurzuson kell részt vennie. A kurzusok megszervezéséhez
és lebonyolitisdhoz a Tempus Kozalapitvany altal kiadott végrehajtdsi itmutatd adott segitséget, irinymu-
tatast. A kurzusinditishoz kapcsol6dé javaslatok kozott szerepelt, hogy az 6raszam legaldbb 40 6ra legyen
szemeszterenként, amely heti bontdsban 2x2 drit jelent, valamint a csoportlétszdm ne haladja meg a 20 f6t.
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Ugyanakkor az Gtmutaté szerint a csoportok megszervezése, a kurzus tartalmanak, felépitésének osszealli-
tasa intézményi hataskor.

1.1 Magyar nyelv és kultura (Hungarian language and culture) kurzus a Budapesti Gazdasagi
Egyetemen

A Budapesti Gazdasigi Egyetem vezetd testiileteinek dontése szerint a Magyar nyelv és kultdra kurzus éra-
szdma eléri a javasolt 40 Ordt, és ez heti 4 6rat jelent. Ugyanakkor az egyik 9o perces éra szeminarium, mig
a mésik el6adas. Az egyetem dontéshozoi vilasztotta forma sok szempontbdl nem szerencsés, hiszen mind-
Ossze heti két 6rank van az alapvetd nyelvi készségek kialakitasara, azaz arra, hogy a hallgaté képessé valjon a
magyar nyelven val6 alapvet6 kommunikaciéra; megértsen mindennapi helyzeteket; tudjon irdsban és sz6-

ban reagdlni alapvet§ élethelyzetekben. Az el6addsokon nincs lehet6ség a kommunikaciokozpontusagra, ezt
a Kiilkereskedelmi Kar SH hallgatdi létszamai is jol érzékeltetik.

Tanév Elsé félév Masodik félév

2020/21 84 78
2021/22 92 89
2022/23 74 71

1. tiblazat. SH hallgatdk l1étszama az el6addsokon

Mindazonéltal ez a forma megteremti a lehetGségét annak, hogy a magyar kulturét szisztematikusan be-
mutassuk a hallgatéinknak. A tematika 6sszedllitdsa soran dtgondoltuk, hogy milyen ismereteket, kulturalis
tartalmakat célszer(i integralni az angol nyelv(i el6addsok anyagiba. Természetesen ehhez azonban elGszor a
kultdra fogalmanak Gsszetett voltaval kellett szimot vetniink.

A kultura fogalma elvont és rendkiviil Osszetett, az egyes tudomanyok és tudomanydgak a sajit szempont-
jukbol, kiilonb6z6 médon, a kultira mas-mds aspektusat kiemelve értelmezik és hatirozzak meg. A megha-
tarozast neheziti az is, hogy a kultdra val6jaban egy mindig nyitott konstrukcios folyamat, amelynek persze
van valamiféle bels6 kontinuitdsa (,,6rokség”, ,hagyomany”), de ezzel egyidejiileg dllanddan véltozik, mindig
alakuldsban van. Alfred Kroeber és Clyde Kluckhohn 1952-ben kiadott kényviikben példdul a kultura fogal-
manaki64 definicidjat gyjtotték ossze (KROEBER / KLUCKHOHN 1952), s a meghatdrozasok szima minden
bizonnyal azdta csak tovabb boviilt. Bar sokféle kultara-felfogis 1étezik, mégis szamos hasonldésigot lehet
benniik taldlni. E18szor is a kulttira az emberi tirsadalom univerzalis sajitossdga, egy adott kozosség egészét
atfogo értékek, hitek, hiedelmek, normak, viselkedést szabdlyozé mechanizmusok, kommunikaciés szoka-
sok ,hdl6zata”, ;mintdzata’, ,keretrendszere”. Madsodszor ez a ,koz0s tudds” generacidsan 6roklédik, illetve
a szocializacios folyamat sordn adédik at.

2.1 A kultdra nyelvészeti, nyelvpedagégiai megkozelitése

Ha a nyelvészet, nyelvpedagdgia fel6l kozelitiink a kultira kérdéséhez, akkor mindenképp meg kell emliteni
Clair Kramsch definiciéjat, illetve a kognitiv fordulat hatasat. ,Kramsch (1998: 10): A kultarat egy nyelvi
kozosséghez valo tartozasként hatirozhatjuk meg, melynek k6zos tirsadalmi tere és torténelme, és kozos
vilagképe van. Még ha el is hagyjak kozosségiiket, a tagok barhol vannak, meg6rizhetik a latdsmodjuk, elkép-
zeléseik, értékelésiik és cselekedeteik alapjat ad6 kozos keretrendszert. Ezt a keretrendszert hivjuk 4ltaldban
’kultirdnak’” (idézi HoOLLO 2019: 16)
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A kognitiv nyelvészet alaptézise, hogy a kulttira, a nyelv és a megismerés elvilaszthatatlan egységet alkot-
nak. Ez az elmélet azt a kérdést helyezi el6térbe, hogy a jelentés milyen megértési folyamatok, értelmezési
miiveletek eredményeként jon létre. A nyelv egyszerre Gsszetevlje és 1ényegi megjelenits eszkoze a kultd-
rdnak, kovetkezésképpen a kulturalis jelenségek kimutathatéan dthatjédk a nyelvi strukturakat. A nyelv és a
kultira dsszetett kapcsolatrendszerét, a nyelv és a nyelvhaszndlat viszonyat egy jellegzetes interdiszciplina,
a kulturdlis nyelvészet vizsgdlja. A kulturalis nyelvészet magiénak vallja az egyes nyelvekben megmutatko-
z6 sajatos vildgszemlélet, néplélek meglétét hirdetd 19. szdzadi nézeteket, amelyeknek legnagyobb hatisu
képviselje Wilhelm von Humboldt volt. Emellett elfogadja a relativitiselméletet is, mely Edward Sapir és
tanitvdnya, Benjamin Lee Whorf nevéhez kéthetd. A Sapir-Whorf hipotézis szerint az individuumok a kul-
turalizacios és szocializacios folyamatok sordn teszik magukéva a kozosségiikt6l készen kapott kategoridkat.
Ezek a nyelven, a lexikdn és a grammatikan keresztiil keriilnek a birtokukba, egyfajta latasi és gondolkoddasi
szokdsokat rajuk kényszeritve. Azaz a nyelv meghatdrozza, hogy miként észleljék a koriilottiik levs természe-
ti és tarsadalmi vilagot. A nyelvpedagégia szdmara rendkiviil hasznosak azok az eljarasok, amelyeket a kul-
turdlis nyelvészet dolgozott ki a tanult és a célnyelvbe foglalt kulturalis tudasok kozotti eltérések kezelésére.

2.2 A kulturélis kompetencia

Napjaink nyelvtanitasi gyakorlatdban ugyan dominal a készségfejlesztés (hallds utani értés, olvasas, iras és
beszéd), de a kulturdlis ismeretek fontossagat senki nem vitatja. Canale és Swain jol ismert modelljében a
kommunikativ kompetencidnak négy eleme van: a nyelvi kompetencia, a szociolingvisztikai kompetencia, a
szOvegalkotdi kompetencia és a stratégiai kompetencia (CANALE / SWAIN 1980). Ebben a modellben a kultu-
ralis kompetencia a szociolingvisztikai kompetencidhoz kapcsolddik. Tobben azonban azzal érvelnek, hogy
a kulturalis kompetenciat célszerti a kommunikativ kompetencia modell 6t6dik elemének tekinteni, mivel
szervesen Osszefiigg mind a masik négy kompetenciaval (BARDOS 2004: 151).

2.3 Holl6 Dorottya integralt nyelv- és kulturatanitasi modellje

Nyelv és kulttira integrélt tanitisanak legjelent6sebb magyar szdsz6l6ja, Holl6 Dorottya azt hangstlyozza,
hogy a ,kulturdlis elemeket, nyelvi elemekhez hasonléan, folyamatosan, egymasra épitve, ciklikusan ismé-
telve kell bevonni a nyelvtanitisba” (HoLLO 2008: 194). Integralt nyelv- és kulttratanitdsi modelljében a
kultdra elemei hirom csoportba rendez8dnek: orszigismeret, beszéd- és viselkedéskultiira, szovegkezelés
és -szerkezet (HOLLO 2008:15). Az orszdgismeret korébe tartoznak a civilizacids témakorok, ezekre még
késdbb részletesen kitérek. A viselkedéskultiira elemei Holl6 felosztdsban a viselkedési és beszédmintdk, a
nyelvi-kommunikaciés funkciok (példaul iidvozlés, bicsizas, kérés, telefondlas), pragmatikai jellemzdk, va-
lamint a testbeszéd. A szovegkezelés és -szerkezet a szovegnyelvészeti jellemzOket (példul retorikai elemek,
kohézio, érvelés stb.) és a szovegalkotasi folyamatokat foglalja magiban.

A Magyar nyelv és kulttira kurzus tematikdjanak kidolgozasa soran a Hollé Dorottya 4ltal felsorolt civiliza-
cios témakoroket vettiik figyelembe. A folyamatos épitkezést, egytttal az el6addsok szinesebbé tételét segi-
tették azok az oktatasi anyagok, videdk, amelyeket a HOOK Stipendium Hungaricum Mentor Network tett
kozzé: https://www.youtube.com/playlist?list=PLMybcp]]Y-85U_XdIlwcXha_ehC3wh6BES. 2023 januarjaban
mdr elérhetd minden tervezett epizéd. Osszesen 40, rendkiviil igényes kidolgozast, ltvanyos, angol nyelvi
és feliratozott kisfilm késziilt. A legtobb vided 20 perces, mindegyikben ugyanazokat a bevezetd képsorokat
lathatjuk és ugyanazt a f6cimzenét halljuk, valamint a narratoruk is megegyezik. Sajndlatos médon a sorozat
készit6ir6l semmit nem tudunk meg, csak annyi deriil ki az egyes epizddok végén, hogy a kisfilmek a mar
emlitett Mentor Network és a Kiilgazdaségi és Kiiliigyminisztérium megbizasabol késziiltek. Az egyes videdok
olyan - Holl6 kényvében is szerepld - civilizacios témakoroket 6lelnek fel, mint foldrajz (1 Hungary - Basic
information and geography; 6 Hungary - Northern Great Plain Region), térténelem (15 Hungary - History
of Hungary 1.; 16 Hungary - History of Hungary 11.), gazdasag (13 Hungary - Hungarian economy and in-
dustry), intézmények (11 Hungary - Hungarian State Administration and Political System; 12 Hungary - The
European Union and the Visegrad Four), irodalom (20 Hungary - The Hungarian language and literature),
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miivészet (27 Hungary - Architecture in Hungary; 31 Hungary - Hungarian cinema), tudomanyos ered-
mények (38 Hungary - Famous Hungarians), hagyomanyok (26 Hungary - Hungarian intangible cultural
heritage; Hungary - Hungarikums and famous Hungarian products 1), kulindris szokdsok (35 Hungary -
Hungarian Cuisine), ldtvanyossagok (25 Hungary - National Parks in Hungary; 34 Hungary - Healing waters
and baths in Hungary), iinnepek (19 Hungary - National holidays and memorial days).

3.1 Feladatok a kisfilmek feldolgozasahoz

Noha ezek a kisfilmek a hallgatéi igényeket, filmnézési szokdsokat is figyelembe véve késziiltek, a vizualis
elemek pedig jol kiegészitik az elhangzo ismeretanyagot, azaz ébren tartjak a figyelmet, mégis érdemes ira-
nyitani a befogaddst és informaciéfeldolgozast. Az el6adason kdzosen megnézett kisfilmekhez mindig készi-
tettiink feladatlapokat. Véltozatos feladattipusokkal (igaz-hamis, kiegészités, feleletvalasztds, rovid valasz)
dolgoztunk, ezekbdl valasztottam ki 3-3 példat.

13 Hungary - Hungarian economy and industry:

Hungary has an import oriented market economy. lgaz (true) - Hamis (false)
Hungary is the 53" largest export economy in the world. Igaz (true) - Hamis (false)
The Hungarian stock market index is called BUX. lgaz (true) - Hamis (false)

11 Hungary - Hungarian State Administration and Political System:

The National Assembly is housed in a magnificent neo-gothic palace, called .................... in Hungari-
an, which literally means 'the House of the Country’.

The Goverment of Hungary called "........cococoveennncnnccncnnnnc] " in Hungarian is responsible to the Par-
liament and led by the Prime Minister.

The Prime Minister or "........ccocevuvuvevervreennenes ' in Hungarian, is elected by the Parliament with a simple
majority.

1 Hungary - Basic information and geography:
How many neighbours does Hungary have?
Where is Hungary located?

What are the two main rivers in Hungary?

23 Hungary - Unesco World Heritage sites (Cultural Sites):

Hungary has .... sites on the UNESCO list.
A. 10 B.5 C.8 D.12

Holl6ks is the only village in Hungary that is on the UNESCO World Heritage List. What does the name
of the ethnographic village mean in Hungarian?

A. raven stone B. stone soup C. my garden D. beautiful place
The oldest surviving document to use the , the

, is still preserved in ...

A. Pécs B. Tokaj C. Pannonhalma D. Fertéd

3.2 Kulturdlis tartalmu nyelvi feladat

Fontosnak tartom az interkulturalis nyelvtanitds azon aspektusat, amely szerint lehetGséget kell adni a hall-
gatdinknak arra, hogy az anyanyelviiket, sajat kulturajukat 6sszevessék a célnyelvvel (jelen esetben a magyar-
ral) és a magyar kulturaval. Ez a torekvés egyébként a szeminariumokon hasznalt MagyarOK tankdnyvben is
megfigyelhetd. Epp ezért a megnézett kisfilmek és a tankonyvi feladatok megoldasa utén arra kérem a hall-
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gatdkat, hogy készitsenek egy olyan prezenticidt, amely az orszdgukat mutatja be. Ehhez segit6 kérdéseket
is kapnak:

vV vV V.V vV VvV VvV vV VvVvVvYvyy

Hol van az orszigod?

Héany ember él ott?

Hany szomszédja van?

Szomszédos orszagok: ........ccevveeenen.

Mi a brazil / laoszi / ukrdn / vietnami / kenyai... f6varos?
Hol van a févaros?

Héany ember él ott?

Milyen a bakui / abujai / pekingi / freetowni.... kozlekedés?
Hany régié / megye van Kazahszténban / Uzbegisztdnban / Mongdlidban .....2
Van nagy foly6 az orszdgban?

Van nagy to az orszagban?

Ki hires nigériai / ghdnai / orosz / torok / tunéziai....?

A prezenticié mindig magyar nyelvii, de a didkon angol és/vagy magyar feliratok is szerepelhetnek. Ez
a feladat egyrészt kapcsolodik az orszdgismereti témakorhoz, de egyben fejleszti a szovegkezelési és szoveg-
szerkesztési, illetve a kommunikacids készséget (HOLLO 2008: 24). Ahogy a mellékeltek didk is mutatjak, a
hallgatok érezhetSen torekszenek az 6sszevetésre, néhdnyan olyan szerkezetet is megtanulnak és beépitenek
a prezentacidba, mint ,nagyobb / kisebb, mint”, ,,tobb / kevesebb, mint”.
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1. dbra Didk egy laoszi hallgaté prezentacidjabol

A prezentdcio soran a hallgatok - értelemszertien a szintjitknek megfelel6en - bemutathatjik az orsza-
gukat, annak foldrajzi elhelyezkedését, nevezetes varosait, tdjait, emblematikus épiileteit, hires embereit,
kedvelt ételeit, jellegzetes szimbolumait. Nagyon igényesek a prezentacio vizudlis arculatdnak megformala-
sdban, torekszenek a tanult szerkezetek, szavak felhasznéldsaval informativ el6ad4st tartani.
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Az orszagismereti témakorok feldolgozasa, a kisfilmek megnézése, illetve a kiilonb6z6 orszadgokrol késziilt
prezentaciok meghallgatdsa soran hallgat6ink kiilonféle kultdrdkba nyernek betekintést, eltérd szemlélet-
modokkal és szokdsokkal talalkoznak, mindez elfogad6bba teszi ket a mdsik kulturéja irdnt, noveli a kultu-
ralis érzékenységet/tudatossigot, egytttal pedig - s ez szimomra nagyon fontos szempont - élményszer(ib-
bé valik a magyar nyelv tanuldsa.
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g6giai tanulmdnyok. Pécs: Iskolakulttra, 142-157.

CANALE, M.; SWAIN, M. (1980): Theoretical Bases of Communicative Approaches to Second Language Tea-
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Vermeki Boglarka

A lexikai joslas jelentOosége a nyelvoktatasban

A nyelvtanuldk célkitiizése, hogy az anyanyelvi nyelvhaszndlék megértsék Gket és hozzdjuk hasonléan tudjanak
kommunikdlni. Nyelvtandrként pedig ennek a célnak az eléréséért sokszor emlitjiik nekik, hogy az dltaluk haszndlt
szerkezet igy vaqgy gy hangzik inkdbb magyarosabbnak (vagy angolosabbnak, németesebbnek...). HOEY lexikai
j6slds (lexical priming, 2005) elmélete magyardzattal szolgdl arra, mi alakitja a szavak haszndlatdnak és megérté-
sének mddjat, valamint, hogy eqy adott nyelv kompetens nyelvhaszndldinak beszéde miért érzédik természetesnek
és fluensnek. A lexikai joslds egyardnt hatdssal van a beszédben és irdsban haszndlt kifejezésekre is, éppen emiatt a
képesség kialakuldsa és fejlesztése elengedhetetlen a hatékony nyelvoktatds érdekében.

korpusznyelvészet, lexikai joslds, magyar mint idegen nyelv, nyelvoktatds, tananyagkészités

Michael Hogy lexikai joslds (lexical priming, 2003, 2004, 2005) elméletében a kognitiv nyelvészetet, a pszi-
cholingvisztikai sz6asszocidciokkal (priming jelensége) kapcsolatos kisérletek eredményeit 6sszekapcsolja
olyan korpusznyelvi elképzelésekkel, mint a kollokacié és a kolligacid. Elméletében HoEy azt allitja, hogy
valahdnyszor egy sz6t vagy kifejezést olvasunk vagy hallunk, az mindig ugyanazoknak a szavaknak a tarsa-
sdgaban, a kollok4cidival egyiitt jelenik meg. Ennek eredményeként azt feltételezziik, hogy mindig hasonlo
helyzetekben vagy ugyanazzal a grammatikai jelenséggel egytitt taldlkozhatunk veliik. A lexikai joslas egya-
rdnt hatdssal van a beszédben és irdsban hasznalt kifejezésekre is, emiatt a képesség kialakuldsa és fejlesztése
elengedhetetlen a hatékony nyelvtanulds érdekében. Tanulmanyomban 6sszefoglalom HoEy legfontosabb
gondolatait az elmélettel kapcsolatban, az el6zményeket, valamint néhany magyar nyelvi példaval illusztral-
va kitérek a nyelvoktatdsban val6 jelentGségére.

Ahogy a bevezetd részben emlitésre keriilt a priming alapvet6en egy pszicholingvisztikai fogalom, amelyet
HoEy az elmélete alapjaként hasznalt fel és korpusznyelvészeti eszk6zokkel bizonyitott. A priming fogalma-
nak alapfeltevése, hogy az emberi agy nem véletlenszertien fér hozza a memoridhoz, mivel a kivant informa-
cidhoz hozzaférni sokkal konnyebb, ha az mar egy masik informaciéhoz kapcsolddik, illetve ez a kapcsolat
anndl er6sebb, minél gyakrabban taldlkozunk az adott informaciéval vagy egy ahhoz hasonléval (PACE-SIGGE
2013a: 153). ,Vagyis egy szd felismerése facilitdlja a vele kapcsolatban 1év6 mds szavak felismerését, egy moda-
litdson beliil vagy modalitasok kozott” (PLEH 2014: 153).

A primingot, vagyis magyarul az el6feszitést (vgl. THUMA/PLEH 1995) a pszicholingvisztikai kutatasok-
ban tobbféleképpen mutatjak ki. A kdvetkezd részben a két leggyakrabban kutatott tipushoz a szemantikai
el6feszitéshez (semantic priming) és az ismétléses el6feszitéshez (repetition priming) kapcsoldd6 néhany
fontosabb kutatds eredményeit tekintem at roviden, amelyek megerd&sitik HOEy lexikai joslds elméletét.

1.1 Szematikai priming (semantic priming)
A szemantikai el6feszités-vizsgalatokban azt elemzik, hogy a kisérletben résztvevd személyek milyen gyor-

san ismernek fel egy adott sz6t miutdn kapnak egy hivoképet vagy egy hivdszot. MEYER és SCHVANEVELDT
(1971) kimutatta, hogy vannak olyan hivoszok, amelyek lassitjak a felismerés folyamatat, amig masok felgyor-
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sitjdk azt. NEELY (1976, 1977), aki MEYER és SCHVANEVELDT munkdjira épitette tanulmadnyait, Semantic Pri-
ming of Lexical Memory cim{i munkajaban irja le els6ként a priming és a lexika szavakat egytitt (PACE-S1IGGE
2013a: 160). Az 1976-0s kisérletében résztvevék harom kiilonb6z§ idStartamig (360 ms, 600 ms és 2000 ms) a
célszo el6tt szemantikailag kapcsol6do, nem kapesol6do és semleges szavakat lattak hivoszéként. A kitettség
id&tartalmatol fiiggetleniil minden esetben a szemantikailag kapcsol6dé szavak véltottak ki rovidebb reak-
ci6idét. Az ,alany a priming szdval irdnyitja figyelmét azokra a szavakra, amelyek szemantikailag kapcsol6d-

nak hozza” irja konyvében (NEELY 1976: 652 idézi PACE-SIGGE 2013a: 160). Kisérletének eredményeib8l hairom
kovetkeztetést vont le, amelyekkel meger@sitette MEYER és SCHVANEVELDT eredményeit is.

A hirom kovetkeztetése szerint a hivdszo:

1. megkonnyiti a lexikélis dontéseket egy késébb bemutatott, szemantikailag kapcsolédé szdval kapeso-
latban,

2. gatolja a lexikdlis dontéseket egy kés6bb bemutatott, szemantikailag nem kapcsol6dé széval kapeso-
latban,

3. valamint megkonnyiti a lexikai dontéseket egy késGbb bemutatott alszéval (nonword) kapcsolatban
(NEELY 1976: 654).

A kovetkez6 mérfoldkove a priming kutatasnak RaTcLIFF és McKooN (1988) vizsgilata. Az igynevezett
Osszetett tdimpont felidézés (compound cue retrival) elméletiikkel, amely szerint a priming azért kovetkezik
be, mert a hivoszé és a célszo egy Osszetett egységet alkot a rovidtavii meméridban, majd a rovidtava memo-
ria interakcioba Iép a hosszitavii memdriaval, amely meghatdrozza a hivdsz6 és a célsz6 familiaritasat. Minél
szorosabb az asszocidcios kapcsolat a két szé kozott, anndl erésebb ez a familiaritas és annal gyorsabban
megy végbe a célszé felismerése (KOvAcs 2000: 5). RaTCLIFF és McKooN egy kordbbi kisérletiikre vissza-
utalva még azt is megjegyzik tanulmanyukban, hogy a hivészé és a célsz6 négy szdéndl is tivolabb lehetnek
egymastol. Ez ellentétes SINCLAIR (1991) kordbban maér idézett (3.fejezet) allitdsaval, aki szerint ez a tavolsag
maximum négy sz6 lehet (PACE-SIGGE 2013a: 101).

Pszicholingvisztikai keretben sokan vizsgaltik a jelentés és az asszociici6 kapcsolatit. MCRAE és BOISVERT
(1998) az mutatta ki, hogy ha a szavak szorosan 6sszefiiggs jelentéssel birnak, akkor asszocidcié nélkiil is gyor-
san megtorténik a szemantikai el6feszités. Ezt kiegészitve DE MORNEY DaVIES (1998) kijelentette, hogy ,még,
ha két sz6 a sz0 szoros értelmében nem ,rokon szemantikailag” (azaz nem ugyanabbdl a felettes kateg6ridbol
szdrmaznak), gyakori asszociiciojuk a jelentés szintjén egyfajta kapcsolatot eredményez” (DE MORNEY DAVIES
1998: 394). Ezen kiviil DE MORNEY Davies HoOEYy lexikai joslds elméletének két alapvets részét is el6revetiti. Egy-
részt, hogy az egyes kifejezések a gyakori asszociicié eredményeképpen tigy vannak el6feszitve, hogy jelentse-
nek valamit. Masrészt pedig, hogy a szavak tulajdonsigai kozé tartozik, hogy mely szavakat vonzza és melyeket
taszitja, amelynek magyarazata, hogy az elménk tarsitja ezeket a szavakat (PACE-SIGGE 2013a: 162).

Az utolso két kutatds, amelyet [ényeges megemliteni a szemantikai el6feszitéssel kapcsolatban HERNAN-
DEZ ET AL. (2001) és TROFIMOVICH (2005) vizsgilatai. Az el6bbiben HERNANDEZ ET AL. bebizonyitotta, hogy
a priming egyetlen egy automatikus folyamat, tehat nem bonthatjuk részekre. TROFIMOVICH pedig miutin
els6 és masodik nyelvi kontextusban a beszélt nyelvben vizsgilta meg a szemantikai el6feszitést, arra a meg-
llapitdsra jutott, hogy mivel a hallds utdni priming hatdsa hossztitdvy, ez a jelenség a hosszitavii memoria
részeként értelmezhetd (PACE-SIGGE 2013a: 163).

1.2 Ismétléses priming (repetition priming)
Az ismétléses elbfeszités jelenségére vezethet vissza, hogy hajlamosak vagyunk djra felhaszndlni azokat a
nyelvi szerkezeteket, amelyeket nemrég hallottunk vagy olvastunk. Ez a jelenség megfigyelhet6 a fonoldgia,

fogalmi reprezentdciok, lexikai valasztas és szintaxis teriiletén is (vgl. MCDONOUGH/TROFIMOVICH 2008).
Bock 1986-o0s kutatdsiban nyelvi szerkezetek tijrahasznositdsat vizsgilta. A kisérletben résztvevd személyek
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egy mondatot olvastak el négyféle struktirdban: tranzitiv — aktiv (George kicked the ball.), tranzitiv - passziv
(The ball was kicked by George.), dativuszi szerkezet kettds (indirect, direct) targgyal (George gave the boy
the ball.), valamint dativuszi szerkezet prepozicids véltozatban (George gave the ball to the boy.). A mondat
elolvasdsa és elismétlése utdn, a résztvevéknek egy a témdajiban a mondathoz nem kapcsol6do képet kellett
leirniuk. A képleirdsnal az esetek nagy tobbségében azt a szerkezetet hasznaltdk a résztvevsk, amelyet koz-
vetleniil el6tte olvastak és ismételtek (ELL1S ET AL. 2016: 40). GRIES és WULFF (2005), akik német els6 nyelvii
angolul halad¢ szinten beszél6 személyekkel végeztek hasonlé kisérleteket, vizsgalatukkal bebizonyitottak,
hogy ez a jelenség nyelvtanuléknal is kimutathat6. BRANIGAN ET AL. (2007) pedig ezt kiegészitve azt talalta,
hogy az ismétléses el6feszités nemcsak a monolégokban, hanem a dialégusokban is megjelenik, ,amely azt
jelzi, hogy a megértés és a produkcid osztozik a nyelvtani reprezenticidkon, valamint, hogy a dialéguspart-
nerek 9sszehangoljak mind a néz&pontjaikat, mind a nyelviiket” (ELLIS ET AL. 2016: 41).

A lexikai jéslas elméletét korpusznyelvészeti szempontbodl egészen az alkalmazott nyelvészet atyjanak is ne-
vezett Harold PALMERIG lehet visszavezetni, aki az 1920-as években Osszegytijtotte az angol nyelven leggyak-
rabban hasznalt szavakat és kifejezéseket (1925, 1999) és megalkotta az el§sz6r Mechanism Grammar-nek,
majd késébb Pattern Grammar-nek, vagyis mintizatnyelvtannak nevezett elméletet (PACE-SIGGE 2013a: 2). A
mintazatnyelvtan elméletet el6bb HORNBY (1954), majd HUNSTON és FRANCIS (2000) dolgozta ki részleteseb-

ben és fejlesztette tovabb (PACE-SIGGE 2013a: 10). Erre még a késGbbiekben visszatérek.

PALMER utdn mdsodikként FIRTH munkdssigat kell megemliteni, aki egy Gj nyelvelméleti megkozelitést
alkotott: magat a nyelvet nem szavak gytijteményeként hatirozta meg, hanem mint annak hasznalatbdl szér-
maz6 egységet (1957: 155). Az 6 munkassigan alapulnak tobbek kozott a lexikai joslas harmadik el6zményé-
nek tekinthetd SINCLAIR korpusznyelvészeti kutatdsai is. Korpusznyelvészeti elemzései megerGsitették, hogy
a természetes nyelvhasznalatban jelent8s mértékben jelennek meg a szavak és nyelvi szerkezetek ismétl6d6
mintdi. SINCLAIR (1991) a COBUILD projekt - amely sordn osszedllitotta az angol nyelv els6 szamitogép se-
gitségével késziilt korpuszat - eredményeit ididmaelvében (idiom principle) foglalta 6ssze. Ididmaelve szerint
a nyelvhasznalénak nagyszamu félig el6re felépitett szekvencia all a rendelkezésére. Az dltala idiomdknak
nevezett eldre felépitett szekvencidk egyetlen valasztis eredményei, még akkor is, ha a szekvencidk elemez-
het6nek tlinnek. Ez visszavezethetd arra, hogy az emberek gyakran taldlkozhatnak hasonld helyzetekkel az
életiikben, amelyekre hasonlé médon reagdlnak, illetve annak is betudhatd, hogy szeretiink takarékoskodni
és egyszerlien megoldani a problémadkat, vagy pedig a spontdnbeszéd gyorsasiga is motivélhatja erre a nyelv-
hasznaldkat (1991: 110). Tehat SINCLAIR elmélete szerint a nyelvi tudds nagy mértékben nyelvi mintdzatok
(idiom patterns) ismeretébdl épiil fel. Ezeket a nyelvi mintdzatokat, szoszerkezeteket konnyen megismerhet-
juk a korpuszokbodl, amelyek a természetesen megjelend nyelv gytijteményei (naturally occurring language).
Szerinte a nyelv magasan szervezett, ezért egy minta jelentéségét ugy tudjuk megéllapitani, hogy ha Gssze-
hasonlitjuk a gyakorisigit a megjelenésének valdszintiségével, ehhez fontos eszkéz a konkordancia sorok
vizsgalata, amellyel kisztirhetjiik a véletleneket (SINCLAIR 2004: 30).

Az el6z6 két részben lathattuk, hogy a pszicholingvisztikai és a korpusznyelvészeti kutatisok szinte egymads-
sal parhuzamosan vontak le hasonl6 kovetkeztetéseket, erdsitették meg egymas eredményeit. HOEy lexikai
joslasanak (2005) f6 gondolata azon a megfigyelésen alapul, amely szerint bizonyos szavak, illetve azok for-
mai vagy vonzzak, vagy megprobaljak elkeriilni egymdst. Szerinte barmit hallunk, olvasunk, irunk le vagy

mondunk ki azt er6siti meg benniink, hogyan hasznalunk bizonyos szavakat és hogyan nem (PACE-S1GGE
2013: 155). Kutatdsdban a korpusznyelvészet ltal leggyakrabban kutatott hirom jelenséget figyelt meg:

1. Kollokaciok: olyan szavak, amelyek gyakran megjelennek egymds tarsasigdban (dontést hoz).
2. Kolligaciok: vagyis grammatikai konstrukciékban szerepld szavak. Hoey angol példaja a that winter

Pazon a télen’] kifejezés, amely minden esetben mult id6s mondatokban szerepel, amig az in winter
[télen’] 50%-ban mult ideji és 50%-ban jelen ideji mondatokban.
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3. Szemantikai asszocidciok: amely kifejezéssel HOEY a kordbbi szemantikai prozddia és a szemantikai
preferencia fogalmat vonta 6ssze (2005: 22 ff). A szemantikai asszocidciénal ismét a masodik pont
példait haszndlat: az azon a télen kifejezés egy bizonyos eseményre utal, amig a télen kifejezés altala-
nossagra, id6tlen igazsagra.

Azzal kapcsolatban, hogy a szavak miért keresik bizonyos szavak tarsasdgit és miért probalnak elkeriilni
masokat HOEY (2005: 7) megjegyzi, hogy a kollokaciok egyik tulajdonsaga, hogy szubverzivek. Ezzel arra utal,
hogy a kollokaciokat felépits szavak gyakori egyiittes megjelenése azt erdsiti meg benniink, hogy az adott
szOkombindcid egy természetes mintdzat. Amikor taldlkozunk egy adott szokapcsolattal, az elménk automa-
tikusan kapcsolatokat alakit ki. Minél tobbszor taldlkozunk vele a létez6 kapcsolatok vagy meger6sdnek,
vagy meggyengiilnek (HOEY 2005: 9).

A priming jelensége cselekvéshalmazokat vagy a nyelv esetében szdkészleteket is a rendelkezésiinkre bo-
csat (PACE-SIGGE 2013a: 151). A célszd elShivhatja példaul egy lexikai mezd szavait: amikor meghalljuk vagy
elolvassuk azt a szét, hogy tulipdn sokkal gyorsabban ismerjiik fel a vele azonos lexikai mez6hoz tartozo
szavakat (tavasz, virdg, maddr), mint az eltéréket (orvos). Ezenkiviil HOEY szerint, amikor taldlkozunk egy sz6-
val, szotaggal vagy szavak kombindcidjaval az el6forduldsinak kontextusat is memorizaljuk (vgl. HALLIDAY/
HasaN 19706). Az ismételt taldlkozdsok sordn egyre tobb informdciot jegyziink meg rola, ilyenek a kolloka-
cioi, a kolligacioi, vagyis, hogy milyen grammatikai mintdkban szokott el6fordulni, valamint a szemantikai
és pragmatikai asszocidcioi is. Azt is kijelentette, hogy tudat alatt még a szavak jellegzetes diskurzusbeli
megjelenésérdl is informdciokat gy(jtiink, valamint azt is azonositjuk, hogy mely mfifajban, stilusban vagy
szitudcidéban hasznéljuk jellemz8en az adott szt vagy székombindaciot (HOEyY 2005: 9 ff).

HoEy szerint a nyelvhaszndlok mentdlis konkordanciasorokkal rendelkeznek, amelyeket a korpusznyel-
vészekhez hasonldan hasznalnak (2005: 14). A priming jelensége pedig nemcsak a szavaknal, hanem a sz6kap-
csolatoknal is megjelenik. Erre a kibdvitett priming jelenségre KRISHNAMURTY utdn HOEyY a nesting, vagyis
bedgyazodas fogalmat haszndlta (2005: 8). A bedgyazddas akkor torténik, amikor a priming eredményeként
1étrejott szdkapcsolat egy tijabb priming folyamat része lesz, amely az els6ként létrejott székapcsolatot felé-
pit6 szavaktdl fiiggetlen. Ez megkdnnyiti a memoria munkajat. A nyelvelsajatitdssal kapcsolatban megemliti,
hogy a gyermekek ezeknek a hosszabb székapcsolatoknak az el6feszitését jegyzik meg el6bb, majd késébb az
azokat alkotd szavakét. ,A szd (vagy szdszerkezet) elsajatitisa és annak elsajatitdsa kozott, hogy milyen kollo-
kacidi vannak nincs kiilonbség, habar feltételezhetGen a sz6 felismerésének elméletileg meg kellene eléznie
a sz6 visszatérd tulajdonsdgainak felismerését. Az utébbi folyamat elinduldsihoz a szénak (legaliabb) kétszer
el6 kell fordulnia” (HoEY 2005: 8). A kordbbi elméletekkel ellentétben HOEY megjegyzi, hogy a priming soran
a beszél6 akaratlanul megismétli a nyelv egy aspektusat, amely megismétlése utdn a hallgatot is erre készteti.
A nyelv megismételt aspektusat viszont nem tekinthetjiik teljes rendszernek, ahogy azt kordbban gondoltak
(2005: 9). Mivel minden egyes nyelvhaszndl6 tapasztalatai masok, az egyének priming tapasztalatai is eltér-
nek egymastdl, de nem térhetnek el annyira, hogy a beszélget6tarsak ne értsék meg egymast. A primingok
harmonizéldsara pedig példaul az oktatési kdrnyezet szolgilhat (HOEY 2005: 11).

3.1 A lexikai jéslas a beszélt nyelvben

A lexikai joslas elméletet HOEY egy éltala épitett f6leg irott nyelvet tartalmazé korpuszon vizsgilta meg. A
korpuszt féleg a Guardian cimii Gjsag tiz évet felolels cikkeibdl dllitotta Gssze. Michael PACE-SIGGE (2013a:
160) szerint az elmélet taldn még jobban bizonyithat6 egy beszélt nyelvi korpuszt vizsgilva, amelyet a be-
szélt nyelv sajatossigaival indokol. Egyrészt a diskurzus résztvevéi spontdnbeszéd kozben id6hidny miatt
nem gondoljak annyira végig a megnyilatkozasait, mint irds kdzben. Mdsrészt pedig a témak, a regiszterek
a beszélgetések kozben, a szitudcidhoz igazodva véaltoznak, ezért a diskurzusban résztvevék sokkal jobban
tamaszkodnak az eldre felépitett egységekre (formulaszeri nyelvhasznalat, kollokaciok) megkénnyitve ezzel
a kommunikacidt (PACE-SIGGE 2013a: 160). Kutatdsat emiatt PACE-SIGGE egy beszélt nyelvi korpuszon végez-
te. A liverpooli nyelvjarast a British National Corpus beszélt nyelvi szovegeivel 6sszehasonlitva vizsgalta.
Az eredményei pedig megmutattdk, hogy milyen eltérések talalhatok benntik a lexikai elemek mintazatos
csoportositasaval kapcsolatban (ilyen a yeah és yes, vagy just és like hasznalata).
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3.2 Lexikai jéslas a magyar nyelvben

A lexikai jéslas képességét természetesen a magyar nyelvhasznaldk is kifejlesztették és gyakoroljak minden-
napi kommunikéciéjuk soran. Ebben a részben 13 évesek nyelvhasznilatiban mutatok ra néhany példat.
A TUD lemma haszndlatdt a KOrRSzakx GYERMEKNYELVI Korrusz, egy dinamikus pedagdgiai céli korpusz
alapjan vizsgaltam meg. A TUD gyakorisagi mutatéja a korpuszban 1évé dialégusokban 650, a leggyakoribb
tobbszavas lexikai egységek kozott pedig kétszer is szerepel:

Lexikai egység Taldlatok szama Gyakorisagi mutato

nem (is) tudom 3914.98
6. mit tudom én 29 412.85

1. tiblazat A TUD megjelenése tobbszavas lexikai egységekben
Abeszélgetések kozben a gyermekek haromféle beszédszandékkal hasznaljak a fenti kifejezéseket: kétség,
bizonytalansag kifejezésére, valamint id6kit6ltd elemként is, amig gondolkodnak. Ez kontextusban a kovet-

kez6képpen jelenik meg:

(A gyermekek arrol beszélgetnek, hogy milyen héaziallatokat tartandnak és milyeneket nem.)

(1) A: J6 lenne, egy tigrist elfogadnék, de ilyen fehéret.
B: Az a szép, meg a siini, de 6t csak pliissbe szeretem.
A: Nem is tudom, mi[lyen] lehet egy siini hazidllatnak.
B: Igen.
C: Fura, szerintem.
(Egy kicsit késdbb.)
A: Mondjuk majmot tartanék. Régen a testvérem szeretett volna hazidllatnak egy majmot.

Hat valamiért a sziileim ellenezték, de nem tudom miért.

(A gyermekek arrol beszélgetnek, hogy mit arul el rélunk, ahogyan az allatokkal banunk.)

(2) A: Széval, ahogy bénsz az dllatoddal, abbdl szerinted kideriilhet az is, hogy te nem is tudom.
hogy te nem is tudom.
B: Milyen a természeted?
A: Igen, milyen természeted van.

(KorSzak GYERMEKNYELVI KORPUSZ 2020)

A fenti példdkbdl is lathatjuk, hogy TUD kollokacidit tekintve leggyakrabban a nem (+ is) + TUD + (én)
+ mi (milyen, miért) szerkezetekben jelenik meg. Ha jobban megvizsgaljuk a kollokaciok eloszlasat (1.4bra)
olyan a nyelvtanulék szdmdra hasznos szerkezeteket is taldlhatunk, mint példaul az ORA és a TUD kolloka-
cidja:
(3) orakig tudom csindlni
ORA (tdbbes szam) + TUD (én) + fénévi igenév
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1. 4bra A TUD kollokacidi

Kolligaciot, vagyis a grammatikai hasznalati mintdzatat tekintve (2.4bra) a TUD leggyakrabban jelen ideji
hatdrozott ragozds egyes szdm els6 személyében, vagyis tudom formaban szerepel a korpuszban (gyakorisagi
mutatdja 346). Mds grammatikai mintdzatokban ennél jéval kevésbé gyakrabban jelenik meg. A gyermekek
dialégusaiban el6fordul még jelen idejli hatirozatlan ragozas els§ szam els6 személyben, ennél sokkal rit-
kabban jelen idej(i hatdrozott ragozds masodik és harmadik személyben, valamint idénként mult id6ben is
megjelenik.

tud

in past tense -
- 2nd person Singular

j ten S€ indeﬁnité\onjugalion

definite/conjugation 1t person singular

i plural \ in singular
3rd person singular == ' /
“_1st person plurat”

2. dbra. A TUD kolligacidja

4. A lexikai joslas jelent6sége a nyelvoktatasban

Alexikai joslas folyamata akkor megy végbe, ha a nyelvhasznal6 tobbszor talalkozik az adott szdval vagy szer-
kezettel, és ezeknek a taldlkozasoknak a tapasztalatait felhaszndlva tud altalanositani. Nem is a gyakorisig a
legfontosabb az ilyen taldlkozdsok soran, hanem inkabb a figyelem rdiranyitésa az adott szerkezetre. A nyelv-
tanuléknak tehat id6re van sziikségiik ahhoz, hogy a masodik nyelviikon is kialakuljon ez a jelenség, ezért
1ényeges, hogy minél tobbszor talilkozzanak vele és vegyék is észre. A nyelvoktatdsban - beleértve a magyar
mint idegen nyelv oktatdsat is - hasznélt tananyagok és maguk a nyelvtandrok is el6segithetik ezt a folyama-
tot (HOEY 2005: 185 ff). Az elébbivel kapcsolatban HOEY azt tandcsolja a nyelvtandroknak, hogy lehet6ség
szerint autentikus adatokat haszndljanak, amikor a céljuk a lexikai jéslds kialakuldsdnak elGsegitése, amelyet
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a nyelvoktatds hatékonysdga érdekében érdemes a céljaik kozé sorolni. A mddszertannal kapcsolatban ko-
vetend§ példaként emliti meg LEwis (1993) lexikai megkozelitését, WiLL1s (2003) konyvét a lexikai és gram-
matikai mintizatokkal kapcsolatban, valamint WOOLARD (2004) kurzuskonyvét, amelyben a szerz§ célja a
leggyakoribb kollokaciok megismertetése a nyelvtanuldkkal. A hasznos médszertani példdk mellett arra is
kitér, hogy vannak olyan esetek is, amelyek hatraltatjdk vagy megakadalyozzdk a priming jelenségének ki-
alakuldsat. llyen lehet, ha egy kurzuskonyv tulhangsulyoz egy adott szerkezetet, illetve a nyelvtani szabalyok
olyan médon torténd bemutatdsa, amely nem kapcsolddik ahhoz a tipikus lexikdhoz, amellyel haszndljuk az
adott szabalyt. ELLIS ET AL. (20006 idézi PACE-SIGGE 2013a: 166) kutatdsiban kitér még egy aspektusra, amelyet
még lényeges megjegyezni a nyelvtanul6kkal kapcsolatban. Szerintiik a priming eltér§ médon miikodik az
anyanyelvi és a nem anyanyelvi beszél6k esetében. Amig az anyanyelvi beszéléket a kozos kulturdlis hattér
miatt a kolcsonos tudds (mutual knowledge) a gyakorisagnal jobban befolyasolhatja beszédiik kozben, addig
- mivel nekik sziikségiik van rd, hogy rijojjenek a székapcsolatok formulaszer(iségére - a nem anyanyelvi
beszélSkre a gyakorisig nagyobb hatdssal van. Vagyis ,a magas gyakorisigi mutatokkal rendelkez6 mintékat
folyékonyabban dolgozzak fel” (ELLIS ET AL. 20006 idézi PACE-SIGGE 2013a: 166).

Ezért is fontos minden nyelv tananyagainak készitésénél, hogy a szerz6k ne csak a sajat intuicidikra ta-
maszkodjanak, hanem egy korpusz segitségével dolgozzanak.

A tananyagok korpuszinformaltsiga mellett egy masik hasonléan jelents tanitdsmodszertani aspektus
az input kérdése. HOEY megemliti KRASHEN (1985) input hipotézisét, amely szerint a nyelvtanul6knak a nyel-
velsajatitashoz nagy nyelvi inputra van sziikségiik, de ami még ennél is fontosabb, hogy az értheté input
(comprehensive input) legyen. Vagyis csak egy 1épéssel legyen a nyelvtanuld aktudlis nyelvi szintje f6lott.
Hogy ezzel kapcsolatban azt emliti meg, hogy 4j priming kapcsolatok is csak ebben az esetben alakulnak
ki. Hiszen, ha az input nyelvi szintje til alacsony a nyelvtanulé ,egyszertien kikapcsol”. Ha pontosan azon a
nyelvi szinten van, akkor az hasznos a mar ismert primingok megerGsitésében, de ebben az esetben i kap-
csolatok nem alakulnak ki (HOEY 2005: 187).

Hoky lexikai joslas elmélete magyarazattal szolgal arra a jelenségre, hogy mi alapjan itéliink meg egy nyelv-
hasznalé kommunikacidja sordn hasznalt nyelvi szerkezetet természetesnek. Nyelvhasznalati tapasztalata-
inkbdl tudjuk, hogy az adott sz6val vagy szerkezettel mindig hasonl6 szavak tarsasigdban, hasonlé helyze-
tekben és ugyanazzal a grammatikai jelenséggel egyiitt talalkozhatunk. Az els6 nyelviinkon a lexikai jéslas
észrevétlendl alakul ki a nyelvelsajititas sordn. Ha azonban egy masodik nyelven tanulunk ezt a képességet
a masodik nyelven is el kell sajatitanunk. A nyelvoktatds, igy a magyar mint idegen nyelv oktatdsa soran is
emiatt elengedhetetlen, hogy megfogadjuk HoEy tandcsait: készitstink korpuszinformalt autentikus adato-
kon alapuld tananyagokat, tandrként pedig nydjtsunk megfelel$ inputot a nyelvtanuléink szdmara, valamint
a lexikai joslas képességének fejlesztése érdekében kindljunk minél tobb lehetGséget a képesség gyakorldsara
és jelenség észrevételére.
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Csak Eva
BGE-KVIK

Angloneologismen in der Geschaftskommunikation —
AKtueller Stand im Lichte deutscher
Worterbuchprojekte

Im Laufe der Vermittlung der deutschen Geschdftssprache ist man mit der zunehmenden Anzahl der Fremdwérter
anglo-amerikanischer Herkunft konfrontiert. Der vorliegende Beitrag gibt zundchst einen Einblick in die lexikogra-
phischen Projektarbeiten. Das Thema wird angeschnitten, wie Angloneologismen von deutschen lexikographischen
Forschungsgruppen bearbeitet werden. Danach wird recherchiert, ob die in das Standardwdérterbuch Duden auf-
genommenen Angloneologismen geschdftssprachlichen Charakters in zwei andere bekannte Online-Worterbiicher
Eingang gefunden haben. Anschlieflend wird erliiutert, welche Ahnlichkeiten und Unterschiede die Beschreibungen
der jeweiligen Lexeme und Mehrwortlexeme in den drei Warterbiichern aufweisen. Zum Schluss wird der Versuch
unternommen, die Griinde fiir die Unterschiede zu erschliefien und praktische Ratschlige zwecks Vermittlung der
Angloneologismen in der Deutschstunde zu geben.

Geschdftssprache, Angloneologismen, Lexikographie, Lexikologie, Worterbuchanalyse

In der letzten Zeit prasseln die unterschiedlichsten Fachbegriffe anglo-amerikanischer Herkunft im Laufe
der Vermittlung der Fachtextsorten auf uns Deutschlehrende ein. Es stellt sich die Frage, inwieweit wir von
den Deutschlernenden erwarten sollen, diese Begriffe auf den ersten Blick zu verstehen, oder gar sie am
Ende des Kurses richtig zu verwenden. Es bleibt uns nichts anderes {ibrig, als im Zweifelsfall zum Standard-
worterbuch Duden zu greifen.

Die 2020 erschienene 28. Auflage des einsprachigen Universalworterbuchs Duden wurde aber nicht nur
wegen ihres genderpolitischen Ansatzes kritisiert, sondern auch wegen der Aufnahme vieler neuer, unbe-
wiesen verbreiteter Worter fremder Herkunft, von denen die iiberwiegende Mehrheit Angloneologismen'
sind. Die Schriftstellerin Monika Maron forderte die Duden-Redaktion auf, kiinftig sensibler und sorgsamer
mit der deutschen Sprache umzugehen und ihren urspriinglichen Zielen zu folgen. Laut Sabine Krome, Ge-
schiftsfithrerin des Rats fiir deutsche Rechtschreibung (RdR), liegt einer der Griinde fiir viele Unregelma-
Rigkeiten in der Presse darin, dass der Duden in vielen Fillen von den in Sprachkreisen akzeptierten Recht-
schreibregeln des Anglizismenworterbuchs von Carstensen-Busse abweicht (KROME 2018). Das genannte
Anglizismen-Worterbuch verzeichnet die etwa 3500 im gegenwirtigen Deutsch am hiufigsten vorkommen-
den Anglizismen (CARSTENSEN / BUSSE 1993-1990).

Wire Duden wirklich so freizligig? Kénnen wir uns wirklich nicht sicher sein, ob ein bestimmtes neues
Lexem und seine Varianten in der Sprachgemeinschaft akzeptiert werden?

1 Der Begriff Angloneologismus wurde von Dieter Herberg, dem Leiter der Forschungsgruppe Neologismen des
Instituts fiir Deutsche Sprache eingefiihrt (HERBERG 2002: 190).
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1.1 Universalworterbuch Duden

In der Duden-Redaktion des Bibliographischen Instituts GmbH in Berlin wird von einer Forschungsgruppe
wissenschaftlicher Mitarbeiter/innen der Wortschatz der deutschen Sprache und seine Verinderungen mit
modernster Datenbanktechnologie dokumentiert. Die Worterbiicher der Redaktion umfassen ein breites
Spektrum der heutigen deutschen Sprache, das auf dem stindig wachsenden elektronischen Textkorpus
von mittlerweile rund 6 Milliarden Wortern und Wortformen basiert. Dariiber hinaus werden von der For-
schungsgruppe verschiedene Wirtschaftsdatenbanken und andere elektronische Textsammlungen als Ar-
beitsmittel verwendet. Im Korpus wird jedes Wort bzw. jede Wortform annotiert. Auf diese Weise konnen
einzelne Wortformen abgefragt werden, z. B. die 1000 hiufigsten deutschen Verben oder alle femininen
Substantive im Plural.

Die Sprachdatenbank ermdoglicht die Dokumentation des Sprachwandels anhand von authentischen
Materialien. Verarbeitet und ausgewertet werden verschiedenste Textsorten — von literarischen Texten iiber
Pressetexte bis hin zu Gebrauchsanweisungen - aus dem gesamten Bereich des deutschsprachigen Gebiets.
Die genauen grammatischen Informationen zu jeder der Millionen Wortformen spielen bei der Dokumen-
tation auch eine zentrale Rolle. In allen Fillen, in denen die neuen Rechtschreibregeln mehrere Schreib-
weisen des Wortes zulassen, listet die neueste Ausgabe des Worterbuchs alle Rechtschreibvariationen auf
und empfiehlt eine davon. Die von der Duden-Redaktion empfohlene Rechtschreibweise wird deutlich mit
gelbem Hintergrund dargestellt.

Mit jeder Neuauflage kommen nicht nur viele Worter ins Worterbuch, sondern werden nach einigen
Jahren oder Jahrzehnten auch wieder daraus entfernt. Sie sind mit ,veraltend®, ,veraltet” oder ,frither” ge-
kennzeichnet und die weggefallenen Schlagworter sind in einer separaten Liste dokumentiert. Auf diese
Weise spiegeln sich die Ergebnisse quantitativer und qualitativer Analyseverfahren direkt im Duden wider.

1.2 DWDS - Digitales Worterbuch der deutschen Sprache

Ziel des an der Berlin-Brandenburgischen Akademie der Wissenschaften ins Leben gerufenen Projekts ist
es, ein umfassendes Wortinformationssystem zu schaffen, das allen Nutzern {iber das Internet zuginglich
ist, und Einblicke in Geschichte und Gegenwart des deutschen Wortschatzes gewihrt. Hierbei entstand das
DWDS-Kernkorpus, das erste nach Textsorten ausgewogene Textkorpus der deutschen Sprache des 20. Jahr-
hunderts. Seitdem wurde eine Reihe weiterer Korpora in die DWDS-Abfrageplattform eingebunden.

Das DWDS-System wird unter der Leitung von Professor Dr. Wolfgang Klein stindig aktualisiert und
erweitert. Es beruht auf den digitalisierten Versionen des Worterbuchs der deutschen Gegenwartssprache
und des Grofien Worterbuch der deutschen Sprache. Letzteres bietet Zugriff auf andere digitalisierte Retro-
Worterbiicher, darunter auch auf das Grimm-Worterbuch, aber auch auf andere umfassende Sammlungen
zeitgenOssischer und historischer Texte, sowie verschiedene Wortschatzstatistiken.

Eine Ubersicht iiber die neusten Worter findet der Nutzer direkt im Bereich ,Neueste Artikel“ auf der
Startseite. Obwohl der Neologismus als Begriff von der Redaktion nicht akzeptiert wird, werden Artikel
auch fiir Worter aufbereitet, die nicht in den Worterbiichern erscheinen, aber in den DWDS-Korpora hiufig
vorkommen.

1.3 OWID - Online-Wortschatz-Informationssystem-Deutsch
Das elektronische Referenzkorpus, auf dem die empirischen Forschungen des Leibniz-Instituts fiir Deut-
sche Sprache basieren, bildet mit 53 Milliarden Wortern (Stand 08.03.2022) die weltweit grofite linguistisch

motivierte Sammlung elektronischer Korpora mit geschriebenen deutschsprachigen Texten aus der Gegen-
wart und der jiingeren Vergangenheit. Die Daten sind tiber die Anwendungen Cosmas 11 und KorAp kosten-
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los abfragbar. Die Forschungsgruppe des Instituts lidt kontinuierlich neue Lexeme auf das korpusbasierte
Worterbuchportal Online-Wortschatz-Informationssystem-Deutsch (frither: ,elexiko: Wissen iiber Wor-
ter”) hoch. Das Korpus deckt den gesamten deutschsprachigen Raum ab. Hierbei handelt es sich um eine
gemeinsam genutzte Online-Plattform fiir verschiedene in der Abteilung Lexik erarbeitete Worterbiicher.
Als Ergebnis intensiver lexikographischer Arbeit werden die neuen Stichworter zusammen mit den Worter-
buchartikeln nun in elektronischer Form in das Neologismenworterbuch aufgenommen. Die Neologismus-
kandidaten werden von den Mitarbeiter/innen der Forschungsgruppe jahrelang gepriift und erst bei Er-
filllung bestimmter Kriterien zu eigenstindigen Schliisselwortern erklért. CLosa-KUCKELHAUS (2019) macht
darauf aufmerksam, dass es moglich ist, Worter nach thematischen Gruppen, d.h. nach onomasiologischen
Ansitzen, z.B. Gesellschaft, Wirtschaft, Handel, Banken und Finanzen usw. zu recherchieren.

Aber selbst diese sorgfiltig erstellten Worterbiicher bleiben von kritischen Bemerkungen nicht ver-
schont. Neologismusforscherin Hilke ELSEN (2021) hilt die vom Leibniz-Institut fiir Germanistische Lin-
guistik formulierten Kriterien, anhand derer die analysierten Lexeme in das Worterbuch aufgenommen
werden, fiir nicht ausreichend. Sie untermauert ihre Ansicht, indem sie iiber die Ergebnisse einer Frage-
bogenerhebung berichtet. Bei der Befragung mussten die Befragten entscheiden, ob sie die Bedeutungen
von bestimmten Lexemen, die aus dem 2004 veroffentlichten Neologismenworterbuch ausgewihlt wurden,
wiedererkennen. 76,6 % der 25 ausgewidhlten Neologismen erwiesen sich als unbekannt, lediglich 3,8 % der
Befragten konnten die Bedeutungen richtig beschreiben.

»Es stellt sich somit die Frage, ob die Datengrundlage nicht ausgeweitet und der Neologismusbegriff
nicht revidiert werden sollte, wenn er de facto Worter umfasst, die nach zehn Jahren nicht allgemein
akzeptiert sind.“ (ELSEN 2021:120).

Allerdings wire man sicherlich zu einem anderen Ergebnis gekommen, fihrt Elsen fort, wenn man auch
die Unterschiede zwischen Presseleser/innen und Nicht-Presseleser/innen genau dargestellt hitte.

Trotz der kritischen Anmerkungen ldsst sich feststellen, dass alle drei untersuchten Datenbanken den
Gebrauch der deutschen Sprache mit modernsten Methoden, stindig aktualisierten Daten, grofier Sorgfalt
und griindlicher Analyse dokumentieren.

Einige im Bereich Wirtschaft und Tourismus hiufig aufkommende Angloneologismen, die neu in die 28.
Ausgabe des Worterbuchs Duden aufgenommen wurden, sollten nun unter die Lupe genommen werden.
Der Beitrag sucht Antworten auf die folgenden Fragen:

» Ist das jeweilige Lexem bereits in den Worterbiichern DWDS und OWID kodifiziert?
» Stimmen die Bedeutungsbeschreibung und die Wortfrequenz in den drei Worterbiichern iiberein?
» Gibt es Unterschiede in den grammatischen Beschreibungen?

2.1 cloudbasiert

Duden: ,Auf Cloud-Computing aufbauend; Internetdienst, der Rechen- oder Speicherkapazitit anbietet,
auf die tiber ein Netzwerk zugegriffen wird.” Wortart: Adjektiv.

DWDS: Das Lexem cloudbasiert ist nicht abrufbar, zumal nicht geniigend Daten in der DWDS-Text-
basis vorhanden sind. Bemerkenswert ist es aber, dass die Cloud/ die Clouds hinsichtlich der Worthdufig-
keit auf der Skala von 1-7 die 4. Stelle einnimmt. Der Wortverlaufskurve kann man entnehmen, dass sich
die Wortfrequenz Anfang der 10er-Jahre besonders stark erh6hte. Wenn ein Wort noch nicht allgemein
akzeptiert wird, wird es hidufig mit Distanzmarkern gebraucht. Die Sprecher/innen oder Schreiber/innen
signalisieren, dass sie dieses Wort zwar verwenden, es aber als Teil der deutschen Sprache noch nicht
wirklich akzeptiert haben. Beispiele hierfiir sind Anfithrungszeichen, Heckenworter, z.B. sogenannt/sog.
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und weitere distanzierende Floskeln, z.B. wie man heute sagt (LEMNITZER 2010). Anhand der Belege kann
festgestellt werden, dass im Falle des Lexems ,Cloud” die Anfithrungszeichen allméahlich verschwinden, d.
h. allgemein akzeptiert wird.

OWID: Das Lexem wurde nicht als Stichwort aufgenommen. Die Suchmaschine fiithrt zum Begriff
Cloudcomputing, der als Neologismus der 2000er-Jahre gilt.

2.2 Craftbeer/ Craft-Beer /Craftbier/Craft-Bier, das

Duden: ,In einer kleineren Brauerei handwerklich gebrautes Bier im Gegensatz zu industriell hergestellten
Bieren.“ Wortart: Substantiv, Neutrum.

DWDS: Das Lexem Craftbeer wurde nicht aufgenommen, nur die Hybridbildung: Craftbier (Alterna-
tive Schreibweise: Craft-Bier). Die Redaktion hat bereits unterstrichen, dass eines der Kriterien fiir die
Einbiirgerung von Fremdwortern in der deutschen Sprache die Kombinationsméglichkeit mit mutter-
sprachlichen Wortbestandteilen ist. Craftbier gilt als ein seltenes Wort, es rangiert auf einer Skala von
1-7 an 6. Stelle. Anhand der Wortverlaufskurve lisst sich feststellen, dass es in den frithen 2000er-Jahren
auftauchte.

OWID: Hier ist auch nur die Hybidbildung Craftbier vorzufinden. Die Bedeutungsbeschreibung ist eben-
falls dhnlich: ,Auf traditionelle Weise gebrautes Bier mit speziellem Geschmack, das meist in einer kleinen
Brauerei produziert wird." Das Wort wurde in den 2000er-Jahren 6fter gebraucht, kann aber laut Haufig-
keitsindikatoren als Neologismus der 1990er-Jahre angesehen werden. Auch die Schreibweise mit Binde-
strich (Craft-Bier) wird als Rechtschreibnorm akzeptiert.

2.3 downcyceln/-cyclen; upcyceln/-cyclen

Duden: ,Geringwertige Rohstoffe aus Abfallstoffen gewinnen Die alternative Rechtschreibvariante down-
cyclen ist akzeptiert, die Perfektform wird mit ,haben” gebildet.

DWDS: ,Durch Recycling zu einem Produkt minderer Qualitit verarbeiten Konjugation: downcycelt, downc-
yeelte, hat downgecycelt. Es gilt als sehr seltenes Wort, das haufige Aufkommen ist erst ab 2015 zu beobachten.

OWID: ,,Oft minderwertige bzw. erneut nutzbare Produkte aus altem bzw. kaputtem Material herstellen®
Der Gegensatz ist upcyceln: ,Hochwertige bzw. alternativ (erneut) nutzbare Produkte aus altem bzw. kaputtem
Material herstellen.” Das Verb ist spiter als das Substantiv Upcycling in das Neologismenworterbuch eingegan-
gen. In der ersten Phase der Integration des englischen Verbs upcycle in das deutsche Sprachsystem wurde in
den Textkorpora die Schreibvariante upcyclen beobachtet, inzwischen sind aber die Varianten aufgetaucht, die
dem Konjugationsparadigma deutscher Verben entsprechen. Upcyceln kann als Neologismus der 2010er-Jahre
angesehen werden, da alle Belege des Textwortes aus den Jahren nach 2010 stammen. Insgesamt lisst sich sa-
gen, dass die niher an der englischen Schreibweise liegenden Versionen von Angloneologismen im deutschen
Kontext von der fritheren Stufe des Integrationsprozesses zeugen (PARK 2020, LEMNITZER 2010).

2.4 Fridays for Future

Duden: ,Internationale Bewegung fiir eine nachhaltige Klimapolitik, hervorgegangen aus freitdglichen
Schulstreiks”. Es sind keine grammatischen Angaben zu finden, aber die Grofischreibung weist bereits auf
den Assimilationsprozess in der deutschen Sprache hin.

DWDS: Das Mehrwortlexem wurde nicht erfasst.

OWID: Das Mehrwortlexem hat es nicht einmal auf die Liste der zu beobachtenden Neologismen ge-
schafft.
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2.5 Hatespeech, der / die

Duden: Bedeutungsbeschreibungen sind nur bei der nativen Bezeichnung Hassrede zu finden: 1. ,Hassbot-
schaften enthaltende 6ffentliche Rede”. 2. ,Hass verbreitende Art des Sprechens oder Schreibens.“ Substan-
tiv, hdufiger feminin, seltener maskulin.

DWDS: Das Lexem ist zwar aufgezeichnet, aber es konnte keine Bedeutungsbeschreibung gefunden wer-
den. Substantiv, feminin. Alternative Schreibweise: Hate-Speech. Es wird als selten eingestuft, und steht auf
einer Skala von 1-7 an 6. Stelle. Seine Verbreitung ist bis Ende der 2000er-Jahre zu beobachten. Die zeitgleich
mit dem Anglizismus verbreitete einheimische Version Hassrede ist etwas hiufiger und belegt den 5. Platz.

OWID: ,Offentliche Aussagen, die starken Hass gegeniiber einer Person oder Personengruppe z.B. auf-
grund ihrer Nationalitit, Hautfarbe, Religion oder sexuellen 1dentitit ausdriicken und die teilweise zu Ge-
walt gegen die genannten Personen aufrufen. Das Wort kann bereits als Neologismus der 1990er-Jahre gel-
ten, obwohl es im Belegmaterial meist einer Erlduterung bedarf.

2.6 Influencer/-in, der / die

Duden: ,Eine [mannliche / weibliche] Person, die in sozialen Netzwerken besonders bekannt, einflussreich
ist und bestimmte Werbebotschaften, Auffassungen vermittelt”. Substantiv: maskulin und feminin. Beide
Wortformen werden in separaten Worterbuchartikeln kodifiziert.

DWDS: Bedeutung im Internetmarketing: ,Person, die in sozialen Netzwerken viele Kontakte oder Abon-
nenten hat, sich an diese regelmiflig mit informierenden Beitrigen wendet und ihren Einfluss dafiir nutzt,
um Werbung fiir bestimmte Produkte, Dienstleistungen zu machen.” Weniger gebrauchliche allgemeine Be-
deutung: ,Person, die einen grofleren Einfluss, insbesondere auf die Meinungsbildung, ausiibt.“ Die substan-
tivische Version kann mit der Endung -s pluralisiert werden. Vor allem frithe Belege zeigen im Plural Influen-
cers noch die englische Flexionsendung. Von der Hiufigkeit her gilt das Wort als eher selten, es rangiert auf der
Skala auf Platz 5. An der Wortverlaufskurve lsst sich ablesen, dass es seit den 2010er-Jahren verwendet wird.

OWID: ,Jemand, der vor allem durch Nutzung neuer Medien die Meinung von anderen z.B. in Bezug
auf bestimmte Produkte beeinflusst”. Das Worterbuch hat die substantivische Form als Artikelwort gewahlt
und betont neben der Erwidhnung des hiufigen Vorkommens in Werbe- und Marketingkontexten eher die
allgemeine Bedeutung des Lexems. Das Wort kann als Neologismus der 10er-Jahre angesehen werden.

2.7 nice
Duden: ,,cool, schon”, Wortart: Adjektiv. Das Wort kommt vor allem im Sprachgebrauch der Jugendlichen vor.
DWDS: ,nett, schon, angenehm”. Die Vermeidung weiterer Anglizismen macht sich in den Erlduterun-
gen bemerkbar. Die Wortart des Lexems ist Adjektiv, die Komparation erfolgt bereits nach dem deutschen
Paradigma: nice, nicer, am nicesten. Basierend auf der Hiufigkeit des Wortes rangiert es auf Platz 3. Die Wort-
verlaufskurve zeigt, dass das Lexem seit den 1950er-Jahren prisent ist, aber seine schnelle Verbreitung auf
die 2000er-Jahre zuriickgefithrt werden kann.
OWID: ,gut, nett, schon”, das Wort kann als Neologismus der 10-er angesehen werden, wir finden aber
Hinweise darauf, dass es hauptsichlich in der gesprochenen Sprache vorkommt.
2.8 Repaircafé, das
Duden: Eine Bedeutungsbeschreibung des Wortes findet sich nur bei dem deutschen Synonym Reparatur-

café: ,Kombination aus einem Café und einer Werkstatt, in der verschiedene kleinere Reparaturen selbst
ausgefiihrt werden konnen.” Substantiv, Neutrum.
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DWDS: Weder das Lexem Repaircafé noch die die Hybridbildung Reparaturcafé wurden aufgezeichnet.

OWID: ,Raumlichkeit bzw. Veranstaltung, wo Besucher in gemiitlicher Runde bestimmte Gegenstinde
reparieren konnen”. Sowohl das Repaircafé als auch das Reparaturcafé konnen als Neologismen der 2010er-
Jahre angesehen werden.

2.9 ressourceneffizient

Duden: ,Die vorhandenen Rohstoffe, Arbeitskrifte, Geldmittel o. A. optimal nutzend, sie nicht verschwen-
dend.” Wortart: Adjektiv.

DWDS: Es ist nicht im Worterbuch enthalten, aber dem Wortinformationssystem kann entnommen
werden, dass es in den 2000er-Jahren in der Schriftsprache auftauchte, aber seine Verwendung in den
2010er-Jahren deutlich zurtickging.

OWID: Das Wort wurde nicht in das Woérterbuch aufgenommen.

2.10 Social Distancing, das

Duden: ,Die der Infektionsverhiitung dienende Wahrung eines physischen Abstands zu anderen Personen
im gesellschaftlichen Umgang.” Wortart: Neutrum. Vorerst weisen nur Grof3buchstaben auf den ersten Grad
der Integration in das Regelwerk der deutschen Rechtschreibung hin.

DWDS: Es gibt zwei Bedeutungsbeschreibungen: ,Das Vermeiden eines direkten Korperkontakts und
das Abstandhalten zu anderen Personen als Mafinahme zur Verringerung der Infektionsrate und der Aus-
breitung einer Epidemie”; ,Das Einschridnken sozialer Kontakte zur Risikominderung bei einer sich ausbrei-
tenden Epidemie.” Wortart: Neutrum. Eine Pluralform kann nicht gebildet werden. Die Wortfrequenz kann
aufgrund der unzureichenden Daten noch nicht bestimmt werden.

OWID: Das Worterbuch navigiert zur Sammlung der unter Beobachtung stehenden ,Neologismuskandi-
daten®, wo die Bedeutungsbeschreibung zu finden ist: , Bewusst herbeigefiihrtes riumliches bzw. physisches
Abstandhalten der Menschen voneinander zur Pravention der Ausbreitung von Infektionskrankheiten.” Es
ist noch nicht bekannt, inwieweit und auf welche Weise sich diese Wortstruktur in der deutschen Sprache
einbiirgern wird. CLOSA-KUCKELHAUS (2020) betont, dass das Social Distancing vorerst nicht als Stichwort in
das Neologismus-Worterbuch aufgenommen wurde. Es kann im Worterbuch kodifiziert werden, wenn es in
der Sprache nicht nur in Bezug auf die Coronavirus-Epidemie 2020, sondern auch isoliert davon verwendet
wird. ZIFONUN (2021) hebt die Tatsache hervor, dass Anglizismen im Wortschatz der Pandemie eine Selbst-
verstindlichkeit oder gar ein ,Must-have” sind. Der Umgang mit Angloneologismen stellt aber in vielen
Fillen doch eine Herausforderung dar.

2.11 Workation

Duden: ,Kombination aus ortsunabhingiger Erwerbsarbeit und Urlaubl[sreise]. Die Wortart ist Substan-
tiv, feminin. Es ist durch Kontamination der englischen Worter work +vacation entstanden. Die Pluralform
ist die Workations.

DWDS: Das Wort ist nicht vorzufinden.

OWID: ,Aufenthalt an einem touristisch interessanten Ort, wobei man Urlaubszeiten mit Distanzarbeit

verbindet.“ Das Wort ist unter Beobachtung und befindet sich auf der Liste unter dem Titel ,Neuer Wort-
schatz rund um die Corona-Pandemie®
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Online-Wortschatzinformationssysteme verbessern in hohem Mafle die Effektivitit der Forschungsarbeiten
im Bereich Neologismenlexikographie. Langzeitbeobachtungen dokumentieren zwar Schwankungen in der
Verwendungsnorm neuer Worter, aber aus Haufigkeitsindikatoren lassen sich zahlreiche verlissliche Daten
tiber Verbreitung, Bedeutung und Integration eines neuen Wortes in das grammatische System der Empfin-
gersprache gewinnen.

Die drei Worterbuchprojekte beschreiben die untersuchten Angloneologismen in nahezu gleicher Wei-
se. Es lasst sich feststellen, dass die Mitarbeiter/innen der Duden-Redaktion tatséichlich kulanter vorgehen,
wenn es darum geht, neue Worter in das Worterbuch aufzunehmen. Das dargestellte Lexem oder Mehr-
wortlexem ist aber in den meisten Fillen bereits in den anderen beiden Worterbiichern zu finden, wenn-
gleich nicht als eigenstindiges Schlagwort, sondern als verstecktes Wort im Worterbuchartikel oder als Neo-
logismuskandidat auf einer Beobachtungsliste. Unterschiede lassen sich erst in dem Fall entdecken, wenn
die allgemeine oder die fachspezifische Bedeutung des jeweiligen Wortes in den Vordergrund geriickt wird.
Die Abweichungen in den Beschreibungen sind hauptséchlich auf die unterschiedliche Zusammensetzung
der verwendeten Korpora zuriickzufiihren.

In Zukunft wird es einen groflen Bedarf geben, die Worterbucharbeit zu koordinieren und umfassende
Worterbuchnetzwerke aufzubauen. Die Vernetzung konnte mit Hilfe eines gemeinsamen Datenmodells ver-
wirklicht werden, indem die Neologismussammlungen in ein einheitliches Worterbuchnetzwerk integriert
wiirden. Das Netzwerk konnte die Mikrostruktur der Artikel aller Worterbiicher transparent machen. Bis
dieses Desiderat erfiillt wird, lohnt es sich, den Status der gesuchten Angloneologismen sowohl als Sprach-
lehrende als auch als Sprachlernende aus mehreren Quellen zu priifen.
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Kertes Patricia
(ELTE-BTK)

Vorschlige zur sprachlichen Uberarbeitung
der Texte in einem prozessorientierten
textproduktionsdidaktischen Ansatz

Im Beitrag wird die prozessorientierte Forderung der einzelnen Arbeitsschritte der fremdsprachlichen schriftlichen
Textproduktion in den Mittelpunkt gestellt, der Fokus liegt dabei auf einer bestimmten Phase, auf der Textiiber-
arbeitung. Nach einer theoretischen Verortung der zentralen Begriffe der Arbeit wird ein Uberblick dariiber gelie-
fert, welche Méglichkeiten Lehrenden und Lernenden zur Verfiigung stehen, die Phase der Textiiberarbeitung am
effektivsten durchfiihren und dadurch einen erfolgversprechenden Weg bei der Textproduktion finden zu kdnnen.
Im weiteren Verlauf des Beitrags wird auf einen wichtigen Schritt der Textiiberarbeitung, die sprachliche Uberarbei-
tung, vor allem auf den Umgang mit Verstdfsen gegen die Norm ndher eingegangen. AbschliefSend wird vorgestellt,
wie die sprachlichen Fehler bearbeitet werden kénnen und wie Lernende von Fehlern profitieren kénnen.

Prozessorientierung, Textproduktion, Textiiberarbeitung, Fehler

Im vorliegenden Beitrag wird der Frage nachgegangen, welche Moglichkeiten Lehrenden und Lernenden
zur Verfiigung stehen, im Prozess der fremdsprachlichen schriftlichen Textproduktion mit der sprachlichen
Uberarbeitung der Texte von Lernenden effektiv umgehen zu kénnen. Im Beitrag wird zunichst vorgestellt,
von welchen Merkmalen der fremdsprachliche Textproduktionsprozess gekennzeichnet ist und welche die-
ser Merkmale zu Schwierigkeiten bei der sprachlichen Gestaltung der Texte fithren kdnnen. Des Weiteren
wird die Prozessorientierung als textproduktionsdidaktischer Ansatz mit Hilfe von den drei Grundverfah-
ren, von den drei Phasen Planen - Formulieren - Uberarbeiten, von der Reflexion und vom Textfeedback
beschrieben. Eine besondere Aufmerksamkeit wird dabei der Textiiberarbeitungsphase gewidmet: Es wird
auch darauf eingegangen, wie die sprachliche Uberarbeitung der Texte effektiv abliuft. Im Anschluss daran
erfolgt eine tiefgehende Auseinandersetzung mit einer positiven Fehlerkultur, in der die Fehler und die sich
in Fehlern zeigenden Lernschwierigkeiten als Chance fiir das Weiterlernen und gleichzeitig als Anlass zur
Forderung autonomen, bewussten und reflexiven Lernverhaltens verstanden werden.

1.1 Schriftliche Textproduktion in der Fremdsprache

Den vorliegenden Uberlegungen zur Textproduktion liegt das kognitionspsychologisch ausgerichtete Mo-
dell von Haygs / FLOWER (1980) zugrunde. Dieses Ur-Modell setzt den Textproduktionsprozess mit einem
Problemléseprozess gleich (Ziele, Probleme, Sequenz von Operatoren und Mechanismus zur Analyse und
Bewertung der Losung), in dem drei Komponenten, das Aufgabenumfeld (Situation, Absicht, Motivation,
Thema usw.), das Langzeitgedichtnis der Textproduzierenden (Welt- und Sprachwissen, Kenntnisse der
Textsorten und Textbaupline, Kenntnisse iiber Adressaten, Pline zur Textproduktion usw.) und schlief3-
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lich der Textproduktionsprozess vorhanden sind. Der Textproduktionsprozess wird auf drei Phasen, auf das
Planen, Formulieren und Uberarbeiten gegliedert, die parallel und rekursiv ablaufen. Die Bedeutung dieses
Modells fiir den Sprachunterricht besteht v. a. darin, dass es den hochst komplexen, grofle mentale Aktivitit
verlangenden Vorgang der Textproduktion (ToLcsval NaGy 2001: 339f) durch die Zerlegung des Prozesses
in Teilprozesse zuginglich macht und dadurch die kognitive Beanspruchung der Textgestaltung reduziert.
Das Modell von HaYEes / FLOWER wurde von WOLFGANG BORNER (1989) auf die fremdsprachliche Textpro-
duktion tibertragen und in einigen Punkten ergidnzt. Bei seiner Adaptation hebt er hervor, welche Merkmale
fiir den Textproduktionsprozess im Hinblick auf den Kommunikationsrahmen, die Lehrsituation, die Text-
produzierenden, den Textproduktionsprozess und die Aufgabenstellung typisch sind. Wie aus der Tabelle
ersichtlich ist, konnen ausgehend vom Modell von BORNER spezifische, auf die Fremdsprachlichkeit zurtick-
zufithrende Merkmale in Bezug auf die drei Phasen des Textproduktionsprozesses festgestellt werden.

Beim Planen konnen... Beim Formulieren entsteht... Beim Uberarbeiten wird...

» Unterbrechungen bei der » eine ,Spannung zwischen » den sprachlichen,
Aktivierung des Vorwissens differenziertem Gedanken lexikalischen und
vorkommen, wenn das und mangelnder grammatikalischen Mitteln
deklarative Sprach- und Ausdruckskraft“ (Borner des fremdsprachlichen Textes
Weltwissen des Text- 1989: 352); groBere Aufmerksamkeit
produzierenden nicht » die Schwierigkeit, geschenkt als bei dem
ausreichend ausgebildet ist aufgrund des fehlenden sprachlichen Revidieren eines
(Mohr 2010: 993); schriftsprachlich gepragten muttersprachlichen Textes;

» die Andersartigkeit und lexikalischen und » der Umgang mit der
unterschiedliche kulturelle grammatischen Wissens sprachlichen Korrektur mit
Prdagung von Textsorten die erworbenen Routinen Hilfe von differenzierteren
Probleme verursachen, in der Textproduktion nicht Strategien, die bei
besonders im akademischen einsetzen zu konnen (Mohr der Korrektur eines
Bereich (Neuland / Peschel 2010: 993); muttersprachlichen Textes
2013:114). » die muttersprachlich nicht eingesetzt wiirden,

gewohnte Leichtigkeit und verwirklicht.

Komplexitat des Ausdrucks
nicht (Portmann 1991: 384),
was zur Frustration und zu
Hemmungen fiihren kann.

Tabelle 1: Merkmale der Fremdsprachlichkeit in den drei Phasen des Textproduktionsprozesses (KERTES
2022: 94f)

1.2 Grundverfahren bei der prozessorientierten Forderung der Textproduktion

In einem prozessorientierten Ansatz wird auf den Textproduktionsprozess statt auf den Endprodukt fo-
kussiert. Die Textproduktion wird auch als komplexer Problemloseprozess verstanden: Textproduzierende
beschiftigen sich mit inhaltlichen, kommunikativen, textstrukturellen, textsortenspezifischen und sprach-
lichen Problemen und treffen diesbeziiglich Entscheidungen (RUHMANN / KRUSE 20006: 14). Des Weiteren
wird durch die Prozessorientierung ermoglicht, Lernende darin zu unterstiitzen, Probleme und die fiir ihre
Losung zur Verfiigung stehenden Mittel bewusst wahrzunehmen, anzunehmen und produktiv zu bearbei-
ten (RUHMANN / KRUSE 2014: 17), die Verschiedenheit der Lernenden zu beriicksichtigen sowie den Lernen-
den beim Erkennen ihrer Stirken und bei der Erweiterung ihrer Selbstkompetenz zu helfen (SARVARI 2015:
121). Die Prozessorientierung als textproduktionsdidaktischer Ansatz ,sucht nach dem individuellen Weg
zum Erfolg und respektiert, dass es dabei unterschiedliche Denk- und Arbeitsstile gibt“ (RUHMANN / KRUSE
2014: 17).

Die prozessorientierte Forderung der Textproduktion umfasst drei Grundverfahren: die Zerlegung des

Textproduktionsprozesses in drei Teilprozesse (in das Planen, in das Formulieren und in das Uberarbeiten),
die Reflexion und das Feedback (RUHMANN / KRUSE 2014: 24ff). Auf eine Beschreibung der wichtigsten Merk-
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male der drei Teilprozesse wird an dieser Stelle verzichtet (ein ausfiihrlicher Uberblick iiber die einzelnen
Arbeitsschritte sind u. a. bei KERTES 2015 und 2018 zu finden), in der folgenden Tabelle wird aber verdeut-
licht, wie Lehrende und Lernende sich mit der sprachlichen Gestaltung der Texte bei den einzelnen Arbeits-
schritten auseinandersetzen konnen (KERTES 2022: 94f):

» Sprachliche Vorentlastung » Umgang mit der » Vermittlung von Strategien
v. a. durch die textrezipie- Schwierigkeit: zum bewussten Umgang:
renden Tatigkeiten (Borner » dass der Fokus hiufig nicht » mit den sprachlichen, vor
1989: 355f): nur auf den Inhalt, wie allem lexikalischen und

» Diskussion uber die sprachli- es bei der Formulierung grammatikalischen Mitteln
che Gestaltung der Ausgang- der Erstfassung tblich des fremd-sprachlichen
stexte; ist, sondern auch auf die Textes;

» Besprechung relevanter Fra- Fremdsprache fallt; » mit der sprachlichen Kor-
gen sprachlicher Art (z. B.: » dass,die Transformation der rektur, die bei der Korrektur
Fragen in Bezug auf die inneren Sprache in die duBere eines mutter-sprachlichen
Wortschatzarbeit (Kertes Fremdsprache meistens Textes nicht eingesetzt wiir-
2019) oder auf Mehrsprachig- auf einem Umweg Uber den;
keitsressource (siehe dazu die duBere Muttersprache” » mit Textfeedback: wie man
Perge 2018; Marki 2022); (Zuchewicz 2001: 17) erfolgt; auf Texte von Mitlernenden

» Zusammenstellung von For- » dass die Unsicherheit Ruck-meldung gibt bzw. wie
mulierungs-hilfen anhand von bei der Verwendung der man die Ruckmeldungen auf
Ausgangstexten; Fremdsprache haufig den eigenen Text konstruktiv

» Besprechung textsortenspe- Hemmungen verursachen verwendet.
zifischer sprachlicher Mittel und den Inhalt des Textes

~ in Bezug auf den Wort- beeintrachtigen kann.

schatz (thematische
Wortlisten z. B.: sprachli-
che Mittel der Argumen-
tation, textsorten-spe-
zifische Ausdriicke),

- in Bezug auf die Gramma-
tik (Fragetypen bei einem
Interview oder text-gram-
matische Kohdsionsmittel
wie Tempusgebrauch,

z. B.:in den Nachrichten).

Tabelle 2: Moglichkeiten fiir die Auseinandersetzung mit der sprachlichen Gestaltung der Texte in den drei
Teilprozessen der Textproduktion

Ein weiteres Grundverfahren der prozessorientierten Forderung der Textproduktion ist die Reflexion, die
»das Nachdenken, Explorieren, Auswerten, Verarbeiten von Erfahrungen, insbesondere auch von Lernerfah-
rungen beinhaltet” (RUHMANN / KRUSE 2014: 29). Bei jeder Textproduktionsphase kommt der Reflexion eine
bedeutsame Rolle zu, aber es zeigt sich besonders bei der Textiiberarbeitung, wie unerlisslich diese Tatigkeit
fiir die Optimierung und Effektivierung der Textproduktion ist. Zur Bedeutung der Reflexion in der Text-
arbeit dufSert sich FELD-KNAPP (2010: 2006) wie folgt:

Uber Texte zu reden macht das implizit vorhandene Sprachwissen iiber Texte fiir Lehrende und Lernende
transparent. Metakognitives Wissen, d. h. deklaratives Wissen um das eigene Wissen, also Selbsteinschdtzung
der eigenen mentalen Schwéichen und Stirken und die prozedurale Fihigkeit der Kontrolle und Steuerung
kognitiver Aktivititen, muss im schulischen Rahmen oder in der Gruppe bewusst gemacht werden.

Das Textfeedback, das dritte Grundverfahren, gilt als eine Hilfe beim Textproduktionsprozess, es ist
eine Riickmeldung dariiber, wie der Text und dessen Teile wahrgenommen wurden. Es kann das fachli-
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che Denken und die fachliche Kommunikation férdern, da die Riickmeldung eine gedanklich tiefere Aus-
einandersetzung voraussetzt (RUHMANN / KRUSE 2014: 26ff). Das Textfeedback sollte umsetzbar und bei der
Uberarbeitung einsetzbar sein und in sachlich gebotener Klarheit formuliert werden. Dariiber hinaus ist es
immer wertschitzend, nicht verletzend, entmutigend oder {iberfordernd, es hebt die Stirken des untersuch-
ten Textes hervor (RUHMANN / KRUSE 2014: 26fF). Das Feedback kann grundsitzlich in drei unterschiedlichen
Formen realisiert werden, wie der folgenden Tabelle zu entnehmen ist (RUHMANN / KRUSE 2014: 26ff):

Das kollegiale Feedback Das Feedback von Lehrenden Feedback von Beratenden an
(Peer-Feedback) an Lernende Ratsuchende

» Eine gegenseitige » Esistvon einer bestimmten » Eine freiwillige
Zusammenarbeit mit

Rickmeldung von Lernenden
des gleichen oder dhnlichen
Status (Fischer / Hanze
2016: 68) auf die (Zwischen-)
Ergebnisse einer bestimmten
Phase der Textproduktion

Abhéangigkeit gepragt;

die Ruckmeldung kann nicht
nur beschreibend, sondern
auch bewertend sein;

die Uberarbeitung der Texte

einer beschreibenden
Rickmeldung in einer
asymmetrischen Beziehung,
die darauf zurtickzufiihren
ist, dass die Beratenden als

wird erwartet.

(Brauer 2014: 270); Expertinnen und Experten

» die Rickmeldung ist freiwillig; angesprochen sind.

» die Rickmeldung ist
nur beschreibend, nicht
bewertend;

» die Berlcksichtigung der
Rickmeldung ist nicht zu
verlangen.

Tabelle 3: Die drei unterschiedlichen Formen der Realisierung von Textfeedbackverfahren

2.1 Sprachliche Uberarbeitung als wesentlicher Bestandteil der Prozessorientierung

Das viel zitierte Motto von MURRAY (1968:11), ,Writing is rewriting“ gilt fiir den ganzen Textproduktions-
prozess, es hat aber fiir die Phase Textiiberarbeitung eine besondere Bedeutung. Daher umfasst das Uber-
arbeiten nicht einfach eine inhaltliche und formale Bearbeitung der Erstfassung oder eine Korrektur von
Fehlern jeglicher Art. Dieser Schritt ist ein wesentlicher und konstruierender Bestandteil der Textproduk-
tion, das Uberarbeiten ist als systematische Produktionsstrategie zu verstehen und einzusetzen. ,Was das
Uberarbeiten so schwer, so anspruchsvoll macht, ist v. a. der hohe Grad der erforderlichen Bewusstheit fiir
das eigene Schreibprodukt und dessen prinzipielle Verdnderbarkeit sowie fiir die Anforderungen, auf die es
den Text auszurichten gilt* - darin sieht STEINHOFF (2007: 66) die grofite Schwierigkeit des Uberarbeitungs-
verfahrens. Um dieser Herausforderung gerecht werden zu knnen, sollte die komplexe Phase in Teilschritte
zerlegt werden, was dazu fiihren kann, dass die Uberarbeitungsphase die zeitintensivste Phase des Text-
produktionsprozesses darstellt (SCHULTZ 2015: 194). Daher werden die Uberarbeitungsverfahren als eine
systematische Reihe von Arbeitsschritten in Bezug auf die fiir die jeweilige Textproduktionsphase relevan-
ten Texteigenschaften durchgefiihrt (RUHMANN / KRUSE 2014: 25) und die Uberarbeitungsschritte kénnen in
Form von Leitfragen unterstiitzt werden (KERTES 2015: 116fT).

Die sprachliche Uberpriifung der Texte kann nach mehreren Aspekten erfolgen, aus denen zwei Analyse-
aspekte besonders mafigebend sind: Erstens die textsortenspezifischen Merkmale, zweitens die sprachsyste-
matische Richtigkeit (Grammatik, Wortschatz, Rechtschreibung). Im Anschluss an die Frage, nach welchen
Aspekten Erstfassungen iiberarbeitet werden, sollte sofort die Frage gestellt werden, wie diese Uberarbei-
tung effektiv erfolgen kann. Fiir die effektive Behandlung der sprachlichen Phanomene der Erstfassung sind
die schon genannten Grundverfahren des prozessorientierten textproduktionsdidaktischen Ansatzes hilf-
reich, die Reflexion und das Textfeedback.
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Durch die Reflexion kann das bewusste Lernverhalten und ,,der hohe Grad der erforderlichen Bewusst-
heit fiir das eigene Schreibprodukt (STEINHOFF 2007: 66) gefordert werden, sie gilt als

ein relevantes Werkzeug, das zur Verarbeitung des Sprachmaterials, des Lernprozesses und der Er-
fahrungen beitragen kann. Das Nachdenken auf metakognitiver Ebene ermdglicht Lernenden eine
tiefgehende Auseinandersetzung mit dem Sprachmaterial sowie Erkenntnisse iiber den eigenen
Lernfortschritt. Daher erscheint regelméifiige Reflexion allerlei Lernerhandlungen im Lernprozess als
duflerst notwendig. (BoOCz-BARNA 2013: 109)

Das Textfeedback tragt zur Nachhaltigkeit und Effektivitit von Korrekturen bei, was besonders bei der
sprachlichen Uberarbeitung von hoher Relevanz ist. Immer wieder taucht die Frage auf, wie es moglich
wire, das Korrekturverfahren optimalisieren und dadurch den Lernerfolg entscheidend beeinflussen zu
konnen, im Feedback bietet sich auch dafiir eine Moglichkeit (KLEPPIN 2019: 190ff).

2.2 Sprachliche Uberarbeitung in einer positiven Fehlerkultur

Im Fokus der sprachlichen Uberarbeitung der Texte stehen die Fehler als ,Abweichungen von geltenden
Normen und/oder VerstRe gegen die sprachliche Richtigkeit und Angemessenheit” (KLEPPIN 2010a: 79). Bei
ihrer 1dentifizierung kdnnen neben der sprachlichen Korrektheit noch weitere unterschiedliche Kriterien,
wie die Verstindlichkeit, die (kulturelle) Situationsangemessenheit, flexible, lernerbezogene Kriterien und
verschiedene unterrichtsabhingige Kriterien hineinbezogen werden (KLEPPIN 2010b: 1060f).

Die sprachliche Uberarbeitung der Erstfassung sollte vor dem Hintergrund einer Fehlerauffassung er-
folgen, in dem die Fehler nicht mehr als Stinden des Fremdsprachenlernenden betrachtet werden und auch
nicht der kommunikativen Absichten halber weitgehend toleriert werden (ein Uberblick iiber weitere Feh-
lerauffassungen in der Forschungsgeschichte ist bei KLEPPIN (2010b: 1060f) zu lesen). Sie werden in der
einschligigen Fachliteratur vielmehr als integrative Bestandteile des Lernprozesses und als Lernhilfen, lern-
fordernde Moglichkeiten angesehen, indem... (KLEPPIN 2010¢: 81):

v

Lernenden der positive Stellenwert von Fehlern im Lernprozess bewusst wird;
» Lernende die bei ihnen gehiuft auftretenden Fehler und Fehlertypen erkennen konnen;

» Lernende Fehlerursachen (z.B. Inferenzen, Ubergeneralisierungen) erkennen, ihren eigenen Lernpro-
zess durchschauen und Sprach- bzw. Fehlerbewusstheit entwickeln kénnen;

» Lernende ihre Kommunikations- und Lernstrategien daraufhin ausrichten kdnnen, Fehler als Lern-
anlass zu nutzen.

In einer positiven Fehlerkultur wird die erwerbsférdernde Dimension von Fehlern betont, wie es Boocz-
BARNA (2015: 53f) hervorhebt: Fehler weisen einerseits immer auf den jeweiligen Lernfortschritt der Ler-
nenden, andererseits auf Lernprobleme hin, die zur angemessenen sprachlichen Férderung der Lernenden
aufzudecken und zu erkliren sind. Dieser Perspektivenwechsel sollte sich auch beim Korrekturverfahren
zeigen: Eine positive Fehlerkorrektur ist von Riickmeldungen auf die Schwichen und gleichzeitig auf die
Stirken der Lernenden und ihrer Texte gekennzeichnet. Durch den Einsatz der Positiv-Korrektur kénnen
Demotivation, Uberforderung und Unverstindnis vorgebeugt werden, dariiber hinaus ruft die Hervorhe-
bung gelungener Schreibleistungen das Erkennen und die Einschitzung der eigenen Leistungsmoglichkei-
ten hervor und sie fordert den Lernfortschritt (DEPNER 2019: 145). An dieser Stelle soll festgehalten werden:
Die positive, fordernde Riickmeldung

verlangt von den Lehrenden eine hochgradige Sensibilitit und Empathie ihren Lernenden, wie auch
ihren Gedanken gegentiber. [...] Das ist ein wichtiges Lehr- und Lernziel, das nur in einer partner-
schaftlichen Zusammenarbeit und bei gegenseitiger Wertschitzung im Unterricht erreicht und ver-
wirklicht werden kann. (FELD-KNAPP 2019: 23)



2.3 Vorgehensweise bei der sprachlichen Uberarbeitung

Fiir das Feedback bei Selbst-Evaluation ist der Einsatz eines Formulars eine effektive Losung, um den ersten
Schritt in Richtung Sprach- und Sprachlernbewusstheit machen zu kénnen:

Mein Vorgehen beim Schreiben: Besonders geachtet habe ich dieses Mal...

Schwierigkeiten hat mich noch bereitet...

Besonders stolz bin ich auf...
Noch nicht so gelungen ist mir...
Eine Rickmeldung hatte ich gern zu...

Zu meiner Leistung:

Tabelle 4: Bewertungsraster in einer Selbst-Evaluation (KLEPPIN 2019: 203)

Wie bereits angedeutet wurde, erfolgt das Feedback in einer Peer-Evaluation durch eine gegenseitige
Riickmeldung von Lernenden des gleichen oder dhnlichen Status. Um diese Art der Riickmeldung effektiv
gestalten zu konnen, konnen Bewertungsraster eingesetzt werden, wenn die Lernenden vor der Textarbeit
mit den Bewertungsrastern vertraut gemacht werden.

Besonders gefallen hat mir bei deinem Text:
Empfehlen mochte ich dir:

Tabelle 5: Bewertungsraster in einer Peer-Evaluation (KLEPPIN 2019: 204)

Durch diesen Arbeitsschritt konnen die Beurteilungskompetenz sowie sprachliche Kompetenzen von
Lernenden gefordert werden. Die Bewertung sollte wertschitzend und ermutigend sein, sie beginnt mit
positiven Bemerkungen und setzt sich mit konstruktiven Vorschligen fort.

Fiir das Feedback von Lehrenden an Lernenden werden in der vorliegenden Tabelle zahlreiche Beispiele
genannt. Es wird ein Uberblick dariiber geliefert, welche Moglichkeiten Lehrende haben, ihre Lernenden bei
der sprachlichen Uberarbeitung der Texte fordern zu konnen:

Hilfen zur Unterstiitzung einer Uberarbeitung

Beispiele fiir Typen und Konkretisierungen

\II

Nur die Anzahl von Fehlern in bestimmten
Passagen angeben

Nur die Fehler kennzeichnen, bei denen eine
Selbstkorrektur zu vermuten ist

Fehler kennzeichnen bzw. unterstreichen

Fehlertypen kennzeichnen » farblich typisieren z. B.: inhaltliche Fehler rot,
grammatische Fehler grin

» metasprachlich typisieren z. B.: GR fur
Grammatik

» einfache Signalworter wie ,Vergangenheit”

Am Ende der Arbeit Hinweise auf haufige oder » Hast du auf die Endungen geachtet?

Lieblingsfehler geben » Schau dir noch mal an, ob du gut gegliedert
hast.

» Vergangenheit!

Auf mogliche Fehlerursachen hinweisen, wie zum
Beispiel:

grammatikalischer oder lexikalischer Transfer

Arbeiten mit Signalwdrtern, die bekannt und mit
den Lernern abgesprochen sein mussen:

Welche Sprache?
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Hilfen zur Unterstiitzung einer Uberarbeitung

Beispiele fiir Typen und Konkretisierungen

soziokultureller oder pragmatischer Transfer Hoflich?

Ubertragung innerhalb des Deutschen, wo dies RegelmaBig oder unregelmaBig?
unzulassig ist (Ubergeneralisierung)

Einfluss personlicher Storfaktoren (z. B.: Mude?
Unkonzentriertheit, Gedachtnisprobleme)

Auf inhaltliche, pragmatische oder logische Logik?

Zusammenhdnge verweisen Tempus?

Auf individuelle oder auch gruppenspezifische Lieblingsfehler?

typische Fehler verweisen

Daran erinnern, dass man sich schon einmal Denk an die letzte Stunde!
mit dem sprachlichen Phdnomen im Unterricht

beschaftigt hat

Tabelle 6: Textfeedbackverfahren von Lehrenden an Lernenden (KLEPPIN 2019: 198)

Der vorliegende Beitrag befasste sich mit der sprachlichen Uberarbeitung der Texte in einem prozessorien-
tierten textproduktionsdidaktischen Ansatz. Im ersten Teil des Beitrags wurde der fremdsprachliche Text-
produktionsprozess kurz vorgestellt und die Merkmale der Fremdsprachlichkeit, denen eine besonders
wichtige Rolle bei der sprachlichen Uberarbeitung zukommt, wurden erlidutert. Des Weiteren wurden die
drei Grundverfahren bei der prozessorientierten Férderung der Textproduktion, die Phasen Planen - For-
mulieren - Uberarbeiten, die Reflexion und das Textfeedback beschrieben, wobei die Textiiberarbeitungs-
phase in den Mittelpunkt gestellt wurde. Im zweiten Teil der Arbeit wurde auf die Herausforderungen der
sprachlichen Uberarbeitung niher eingegangen. Um diesen Herausforderungen gerecht werden zu kénnen,
wurde zum einen fiir eine positive Fehlerkultur plidiert, zum anderen wurden Vorschlége fiir die Vorge-
hensweisen der sprachlichen Uberarbeitung formuliert. Ausgehend von konkreten Beispielen fiir Lehr- und
Lernhandlungen wurde veranschaulicht, wie das sprachliche Uberarbeiten der Texte nachhaltig und effektiv
zu gestalten ist und wie es dazu beitragen kann, dass Lernende in der Lage sind, das eigene Lernen planen,
iiberwachen, das Erreichen der Lernziele auswerten, Schliisse fiir zukiinftiges Lernen ziehen und Selbstein-
schitzung durchfithren zu konnen.

Die in der Arbeit gewihlte médnnliche Form bezieht sich immer zugleich auf weibliche und méinnliche Per-
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Universita per Stranieri di Siena

L'italiano in Ungheria: una prima indagine

Questo studio, in collaborazione con I'Universita per Stranieri di Siena e il Ministero degli Affari Esteri, nasce con
l'obiettivo di porre le basi per una prima indagine sulla diffusione dell’italiano in Ungheria.

Uno degli obiettivi di questa ricerca é quello di individuare a grandi linee il profilo dellapprendente ungherese
che decide di scegliere l'italiano come lingua LS, distribuendo per ogni struttura un questionario sulle motivazioni
della scelta dellitaliano come lingua straniera.

Nel momento della stesura del seguente articolo la ricerca é attualmente in corso, ma si possono gia presentare
i dati relativi al questionario sulle motivazioni di studenti liceali (risposte ricevute al momento della stesura: 359).

Verra spiegata la scelta di essere partiti con la diffusione dei questionari proprio dal profilo di apprendente lice-
ale e inoltre, verranno esposti i primi risultati ottenuti nello specifico dalle quattro domande sulla motivazione per
cui gli studenti iniziano ad apprendere la lingua italiana come LS al liceo.

italiano LS - Ungheria - analisi qualitativa - analisi quantitativa - studenti - motivazioni

La ricerca che si andra ad esporre in questo articolo riguarda la situazione dell'insegnamento della lingua e
cultura italiana in Ungheria (¢ una ricerca attualmente in corso durante la stesura dell’articolo, iniziata nel
settembre 2021 e che finird a novembre 2024).

Partiamo dal presentare i due grandi obiettivi di questa ricerca: con il primo si vuole andare a monitorare
il sistema di italiano L2 in Ungheria attraverso una mappatura di tutte le strutture per la diffusione della
lingua italiana, andando nello specifico a identificare la tipologia di struttura, un referente o contatto per
ognuna di esse, il numero di studenti e altre informazioni. Invece, con il secondo obiettivo si vuole andare
ad indagare sulla preparazione specifica di insegnanti ungheresi in ambito linguistico e glottodidattico di
italiano L2, sul metodo o approccio che applicano nelle istituzioni scolastiche in cui si insegna italiano ed
infine sulle eventuali problematiche legate a questi due temi.

Questi due obiettivi hanno caratteristiche diverse, a partire dai metodi e tecniche di ricerca con cui ven-

gono perseguiti: ci sembra opportuno quindi prima di presentare dei dati concreti riguardanti uno dei due
obiettivi, capire quali metodologie di ricerca sono state adottate e perché.

1.1 Ricerca quantitativa: primo obiettivo

Per il primo tipo di indagine, si & scelto di utilizzare un’indagine di tipo quantitativo: innanzitutto, perché
puo essere condotta su larga scala e raggiungere molti soggetti, di fatti I'obiettivo, come gia accennato, &
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quello di realizzare una mappatura di tutte le strutture su suolo ungherese: innanzitutto, verra utilizzato,
insieme alla collaborazione dell’'Ufficio Statistico del Ministero degli Affari Esteri Italiani, un protocollo di
rilevazione da applicare a tutte esse.

Di fatti, il MAECI ha gia raccolto dei dati sulla situazione dell'italiano in Ungheria nell’a. S. 2019/20
attraverso due documenti: un documento Excel, in cui & stata applicata una ricerca di tipo quantitativo
per indagare sul numero di studenti per struttura, numeri di corsi, numeri di iscrizioni e altri dati e un
documento Word, che vedeva l'applicazione di un tipo di ricerca piu qualitativo, in cui si chiedeva, ad
esempio, di descrivere la situazione generale dell'insegnamento in Ungheria o ancora eventuali criticita
legate a questo tema.

Inoltre, il MAECI ha raccolto i dati attraverso le istituzioni in Ungheria che hanno un legame diretto con
essi, tra cui I'Istituto Italiano di Cultura di Budapest, le Universita o '’Ambasciata italiana che trasmette i dati
relativi alle scuole pubbliche: altro obiettivo della ricerca sara quindi andare ad integrare i dati gia presenti
con quelli relativi a tutti gli altri contesti di apprendimento di italiano L2 in Ungheria (come, ad esempio le
scuole private, centri linguistici, collegi o anche corsi di italiano impartiti dalle aziende). Gli ultimi dati rac-
colti dal Ministero degli Esteri Italiano per quanto riguarda le scuole locali e le Universita risalgono all'anno
scolastico 2019/20, in questa ricerca si raccoglieranno i dati relativi all'ultimo anno scolastico ovvero 2021/22
per ogni struttura presa in considerazione.

Infine, le tabelle Excel, condivise direttamente dal MAEC] alla ricercatrice, sono state integrate con i dati
relativi ad un documento realizzato dal MAECI stesso nel 2017/18 sulle sezioni e scuole nel mondo , nel quale
si & configurata una nuova “mappa mentale” con cui affrontare la sfida della promozione della lingua italiana
nei sistemi scolastici stranieri: non solo attraverso scuole che rilascino un diploma di studio italiano (dunque
o gestite direttamente dallo Stato italiano o da esso riconosciute come paritarie), ma anche e soprattutto
attraverso esperienze diversificate, sotto forma di sezioni di italiano o scuole bilingui.

Per concludere questo primo obiettivo, ingloba in esso un ulteriore sotto obiettivo: un’indagine sulle mo-
tivazioni per cui gli studenti ungheresi (di qualunque istituzione) scelgono di apprendere la lingua e cultura
italiana. Per questo obiettivo si e scelto un altro strumento tipico dell'indagine quantitativa: il questionario.
Una decisione che ¢ stata presa per poter estendere lo strumento di indagine ad un ampio raggio di persone,
visto che si prendono in considerazione tutte le strutture per la diffusione della lingua e cultura italiana in
Ungheria, e inoltre, perché su questo argomento abbiamo una certa bibliografia alla spalla su cui poter fare
un confronto e in questo caso avere dei dati specifici permettero di fare un paragone.

Alcuni dei risultati di questo obiettivo saranno oggetto del seguente articolo.

1.2 Ricerca qualitativa: secondo obiettivo

Continuando, per il secondo obiettivo si & deciso di scegliere un tipo di indagine qualitativo, innanzitutto
perché discende dal paradigma interpretativo, in cui la relazione fra teoria e ricerca € aperta, interattiva,
in cui si respinge volutamente la formulazione di teorie prima di cominciare il lavoro sul campo, per
evitare un condizionamento che potrebbe sviare la capacita di comprendere il punto di vista del soggetto
studiato.

Inoltre, la ricercatrice si collochera il piti possibile internamente all'oggetto d’analisi, nella prospettiva di
vedere la realta sociale con gli occhi dei soggetti studiati e per questo non rimarra mai neutrale e indifferen-
te, ma tendera a sviluppare con i soggetti una relazione di empatia: condizione necessaria ai fini di approfon-
dire le domande della ricerca in cui 'incontro fra studioso e studiato & precondizione per la comprensione.
Loggetto dell'analisi non & piti rappresentato dalla variabile, ma dall'individuo nella sua interezza, essendo
un’indagine per questo punto di tipo case-based e non variable-based, in cui obiettivo dell’analisi & quello di
comprendere le persone e di interpretare il punto di vista dell'attore sociale (= cf. Corbetta 2014).

Un ulteriore motivo per cui si & scelto di adottare la ricerca qualitativa & che il disegno della ricerca &
destrutturato, aperto, modellato nel corso della rilevazione e idoneo a captare I'imprevisto: la ricerca qualita-
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tiva & totalmente libera da vincoli. Questa per la ricerca € una precondizione necessaria, soprattutto visto che
questo secondo obiettivo & quello di esplorare un’area poco conosciuta e di cui la comprensione scientifica
appare inadeguata; la ricerca, dunque, cerchera di ottenere una comprensione e spiegazione del fenomeno a
partire dai dati piuttosto che da una conoscenza a priori o una teoria.

Di fatti, tutti i metodi qualitativi condividono lo scopo di fare un’astrazione e un’analisi, non solo una
descrizione, e un progetto di ricerca di questo tipo solitamente non serve a testare una teoria esistente: & pitt
probabile che una teoria o una nuova spiegazione del fenomeno studiato vengano create a partire dai dati (=
cf. Richards, Morse 2009).

La ricercatrice scegliera i casi da approfondire, non per la loro tipicita o comunque diffusione nella po-
polazione, ma per l'interesse che gli sembrano esprimere, che peraltro puo modificarsi nel corso della ricerca
stessa: di fatti, la disomogeneita delle informazioni & un fatto costitutivo della ricerca qualitativa e il ricerca-
tore deve assumere informazioni diverse a seconda dei casi (= cf. Corbetta 2014).

1.3 Analisi qualitativa e metodo etnografico

Continuando a delineare le tecniche proprie dell’analisi qualitativa, il metodo che si sceglie di adottare &
di tipo etnografico e le fonti da cui si trarranno i dati probabili, e relative tecniche, si differenzieranno in
base momenti di cui si compone questo obiettivo, i quali possono vedere una tale suddivisione: indagare
sulla preparazione specifica di insegnanti ungheresi in ambito linguistico e glottodidattico di italiano L2, sul
metodo o approccio che applicano nelle istituzioni scolastiche in cui si insegna italiano e in un successivo
momento, indagare sulle eventuali problematiche legate a questi due temi.

Ribadiamo ancora il concetto: si sceglie un progetto di ricerca qualitativo perché per rispondere a tali
quesiti non andremo a testare una teoria esistente, ma la teoria o la conseguente spiegazione dei fenomeni
studiati verranno creati a partire dai dati.

Come accennato prima il metodo che si sceglie di adottare & principalmente di tipo etnografico, innan-
zitutto perché piu facilmente applicabile quando il ricercatore non appartiene al gruppo oggetto di studio
ed inoltre, & possibile applicarlo quando la ricerca, come in questo caso, sara condotta nel contesto natu-
rale, sul campo, cosi da poter osservare direttamente il modo in cui vivono i membri di un determinato
gruppo culturale. La ricercatrice di fatti sara un'osservatrice attenta della cultura del gruppo, la studiera e
la imparera, capendo quali sono le caratteristiche che rendono un membro di un determinato gruppo un
buon partecipante (= cf. Richards, Morse 2009). Da quest’'ultimo punto di fatti verranno scelti i cosiddetti
testimoni privilegiati o informatori chiave (d'ora in poi li chiameremo con la prima dicitura), che serviranno
per indagare su quel punto della ricerca riguardante il sistema formativo di italiano L2 ed eventuali proble-
matiche. Di fatti, i ricercatori qualitativi devono poter selezionare deliberatamente i partecipanti per le loro
ricerche e non usare un campionamento casuale; nel nostro caso verranno utilizzati principalmente due tipi
di campionamento ((= cf. Richards, Morse 2009): il campionamento intenzionale, in cui il ricercatore sceglie
i soggetti in base alle loro caratteristiche e il campionamento a palla di neve, in cui i soggetti coinvolti nella
ricerca raccomandano altre persone da coinvolgere nella ricerca;

Per indagare sulla preparazione specifica di insegnanti ungheresi in ambito linguistico e glottodidattico
di italiano L2, sul metodo o approccio che applicano nelle istituzioni scolastiche in cui si insegna italiano
verranno utilizzate delle interviste semi strutturate : in questo modo sara possibile indagare un numero di
temi relativamente pitt numerosi, per un tempo pitt ampio, dato che la durata media dell'intervista e di circa
un’ora e permette di avere un maggior grado di dettaglio di analisi.

Dopo questa breve presentazione sulle caratteristiche delle varie indagini di ricerca, necessarie per capire

come & stata strutturata questa ricerca, passiamo ora a presentare alcuni dati riguardanti il questionario sulle
motivazioni a studenti liceali.
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Come detto nelle righe precedenti, & un questionario che é stato diffuso a tutte le strutture in cui si insegna
italiano in Ungheria (Dipartimenti di Italianistica, Istituto Italiano di Cultura e Scuole di Lingua), ma il pri-
mo ad esser stato inviato ¢ stato al profilo di apprendente liceale.

Questa scelta ha una motivazione: si ¢ scelto di partire dai liceali perché secondo i dati statistici, su cui
ora non ci soffermeremo perché non & tema di questo articolo, ma di cui alleghiamo le fonti (= cf. Rapporto
diffusione italiano nel mondo 2019, MAECI e Kiozponti Statisztikai Hivatal), il liceo € l'unica struttura in cui
il numero di alunni che apprendono la lingua italiana sta crescendo, a discapito delle altre strutture in cui
invece & in netto calo.

La curiosita di capire la motivazione di tale fenomeno ha portato la ricercatrice a partire proprio da que-
sto profilo di apprendente.

Nel momento della stesura dell’'articolo il questionario & attualmente aperto e si continuano a raccogliere
dati: & per questo che di seguito non mostreremmo nel dettaglio ogni risultato ottenuto, ma andremo a de-
lineare una panoramica della situazione secondo i dati ottenuti fino a questo momento, visto che comunque
la quantita di risposte ricevute e valida per trarre delle prime somme (nel momento della stesura di questo
articolo, in data 12 gennaio 2023, il numero di informanti & il seguente: 359).

2.1 Composizione del questionario
1l questionario &€ composto da dieci domande:

Nome della scuola media che hai frequentato prima del liceo?

Quanti anni hai?

1 tuoi genitori sono:

Quando hai iniziato a studiare I'italiano?

Quando hai iniziato a studiare la lingua italiana I’hai trovata:

Ho scelto questo Liceo (puoi sceglierne anche piu di una!):

Indicare le motivazioni generali per cui hai scelto di studiare la lingua italiana in questa scuola/Uni-

versita/istituzione (puoi sceglierne anche piu di unal)

8. Fai una crocetta sulle motivazioni specifiche per cui hai scelto di studiare italiano (puoi sceglierne
anche piu di unal):

9. Se hai una motivazione ancora piu specifica o personale per cui hai scelto di studiare italiano, ripor-
tala qui sotto:

10. Utilizzi I'italiano oltre alla scuola? Se non lo utilizzi, lascia in bianco la risposta.

R AN o A

Queste domande possono essere raggruppate in quattro gruppi di indagine: con le prime tre (1-3) si vuole
delineare il profilo di apprendente ungherese, con le domande 4-5 si vuole indagare su come viene percepita
la lingua italiana dagli ungheresi, le domande che seguono (6-9) sono incentrate tutte sulla motivazione, e
infine l'ultima domanda (10) ha l'obiettivo di capire se I'italiano viene utilizzato anche fuori dall’aula scola-
stica e in che modo.

In questo articolo andremo ad esporre una panoramica per quanto riguarda le domande sulla motivazio-
ne (7-9); prima di presentare i dati bisogna fare una premessa necessaria per poter comprendere le percen-
tuali che verranno esposte: gli informanti potevano selezionare pit di una risposta per domanda e avevano
anche la possibilita di inserire, grazie alla dicitura “Altro”, ulteriori motivazioni.

2.2 Entriamo nel dettaglio: percentuali emerse dal questionario

Iniziamo dalla domanda sette riguardante le motivazioni generali, le quali si dividono in quattro catego-
rie: culturale, professionale/strumentale, di studio e professionale. Secondo i dati ottenuti la motivazione
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generale & la motivazione predominante con un 76,2%, seguita poi da quella personale con un 25,5% di
risposte, dopodiché con un 20,9% risulta la motivazione professionale ed infine con un 8,1% la motivazi-
one di studio.

Ci sembra interessante riportare anche alcune delle motivazioni personali che sono state riportate diret-
tamente dagli informanti:

[Inf.1, “Litaliano era obbligatorio per noi, ma lo avrei scelto lo stesso perché ¢ una lingua amabile e non noiosa”

[Inf.2, “Perché mi piace molto la lingua italiana, la trovo molto bella e ho pensato che questa ¢ la lingua che
vorrei imparare”

[Inf3, “L'ho trovato pit. facile rispetto alle altre lingue opzionali. (francese e tedesco)”

[Inf.4, “Litaliano mi piaceva di pit: tra le lingue che si potevano scegliere.”

[Inf.5s. “Il gruppo spagnolo non é partito per mancanza di insegnanti, e questa ¢ stata la cosa pitl simile”
) 1t gruppo spag p p g q p

[Inf.6, “Volevo imparare lo spagnolo, ma non era nella mia scuola; quindi, ho scelto l'italiano perché sono si-
mili.”

[Inf.7, “Perché nessuna delle altre lingue tra cui scegliere mi interessava, e anche i miei amici hanno scelto l'ita-
liano come seconda lingua.”

[Inf.8, “Perché non avevo scelta”

Come avrete gia notato, queste motivazioni personali sono facilmente categorizzabili in quattro gruppi:
musicalita della lingua italiana, lingua piu facile e interessante, assenza dell'insegnamento dello spagnolo
nella scuola ed infine, perché non cera altra scelta.

Passiamo ora alla domanda otto sulle motivazioni specifiche (di seguito le risposte, tra cui potevano
scegliere):

Per lo stile di vita italiano (cibo, moda...)

Per la cultura italiana (arte, musica, letteratura...)

Per altri aspetti della societa e cultura moderna italiana (cinema, canzoni...)
Per viaggiare in Italia

Per partecipare ai programmi di scambio in Italia del Liceo

Per continuare gli studi in Italia

Per continuare gli studi in un Dipartimento di Italianistica in Ungheria
Perché vorrei studiare spagnolo in futuro

Perché non c'era altra scelta nella mia scuola

Per diventare insegnanti

Per diventare interprete o traduttore

Per lavorare con ditte italiane

Per lavorare con aziende ungheresi che hanno rapporti con I'ltalia

Per la famiglia di origine italiana

Altro ...

vV vV VvV vV VvV VvV VvV VvV VvYVvYvyy

2.3 1 dati che ne sono fuoriusciti sono i seguenti:

191 - 67,3%: Per lo stile di vita italiano (cibo, moda...)

181 - 63,7%: Per viaggiare in Italia

148 - 53,1%: Per la cultura italiana (arte, musica, letteratura...)
70 - 24,6%: Per poter continuare i miei studi in Italia

v v VvyYy
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69 - 24,3%: Per altri aspetti della societa e cultura moderna italiana (cinema, canzoni...)

51 - 18%: Per poter partecipare alle relazioni di scambio della mia scuola in Italia

48 - 16,9%: Per poter lavorare con aziende italiane

46 - 16,2%: In modo da poter lavorare per aziende ungheresi che hanno connessioni italiane

43 - 15,1%: Perché voglio imparare lo spagnolo in futuro

22 - 7,7%: Per poter continuare i miei studi presso il dipartimento di italiano di un'universita ungherese
19 - 6,7%: Perché non c'era altra scelta nella mia scuola

18 - 6,3%: Essere interprete e traduttore

7 - 2,5%: Per diventare un insegnante di lingue

5 - 1,8%: Perché la mia famiglia & di origine italiana

vV vV Vv Vv Vv Vv VvYvyy

Come potete vedere in questo modo si riconfermano i dati che abbiamo ottenuto nella domanda prece-
dente sulle motivazioni generali, come predominante abbiamo sempre la motivazione culturale (“Per lo stile
di vita italiano (cibo, moda...)”, “Per la cultura italiana (arte, musica, letteratura...)”, “Per altri aspetti della societa
e cultura moderna italiana (cinema, canzoni...)”), seguita poi subito dalla motivazione personale (“Per viaggiare

” o«

in Italia”, “Perché voglio imparare lo spagnolo in futuro”...) e cosi via.

Per concludere e andare ancora pil in profondita nell’argomento, riportiamo direttamente dalla doman-
da nove (“se hai altri motivi personali per cui hai scelto la lingua italiana, puoi spiegarlo qui sotto:”), le rispo-
ste degli informanti:

[Inf. 9, “Anche mio nonno conosceva l'italiano e me I'ha insegnato quando ero piccolo”

[Inf.10, “Mio zio si ¢ trasferito in Italia e li si & sposato; quindi, mia zia ¢ italiana e anche i miei cugini”

[Inf.11, “Ho scelto la lingua italiana perché ci va anche mio fratello e ho visto quanto gli é piaciuta e ha stuzzi-
cato anche il mio interesse”

[Inf.12, “Anche mia madre lo imparava e lo parlava spesso a casa, e quando sono cresciuto mi piaceva e volevo
impararlo anch’io”

[Inf.13, “Grazie al grande interesse di mio padre, ho imparato qualcosa quando ero giovane”

[Inf.14, “No, ma negli anni mi sono completamente innamorato della lingua e della cultura italiana. All'inizio
non avevo davvero alcun obiettivo con litaliano, ma ora voglio continuare i miei studi a Bologna”

[Inf.15] “Film italiani (Bud Spencer)”
[Inf.16, “Mi piace I'insegnante e in questo modo sono pit motivato in classe”

[Inf.17, “A causa della Ferrari”

Dunque, la motivazione per ora che preponderante sulle altre, come ci si poteva aspettare in base anche alle
altre ricerche sull'italiano nel mondo, & la motivazione di tipo culturale; ma come emerso dai dati, cé un
risultato da non trascurare, ovvero quelli riguardanti la motivazione allo studio dell'italiano per motivi stru-
mentali, che risulta terza su quattro, con un 20.9%. E un dato che non spesso si trova nelle ricerce sull’itali-
ano e di certo ci si bisogna soffermare.

Per concludere, come accennato all'inizio, questa ricerca & ancora aperta e ci saranno ovviamente degli
sviluppi, ma si pensa che queste siano gia delle informazioni di grande interesse per gli studiosi e le persone
del mestiere: conoscere la motivazione che spinge gli studenti ad apprendere una lingua ¢ molto importante
per continuare a tenere alta 'attenzione di essi e non far alzare il loro filtro affettivo.
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Dulin Krisztina
Toldy Ferenc Gimnazium

L'approccio organico

Lapproccio organico nasce dalla sinergia di un grande input di elementi spontanei e strategie consapevolmente
pianificate, nel rispetto delle pecularieta contrastanti dellapprendimento e acquisizione linguistica. Il pilastro cen-
trale di questo sistema di lavoro, che si basa sulla costruzione del sistema linguistico della L2 piuttosto che sull’in-
segnamento di essa, & la creazione di testi da parte degli studenti con il reimpiego ciclico del lessico sottoposto al
controllo di ambedue le parti, e delle strutture grammaticali somministrate. La costante creazione di testi avviene
mediante la tecnica del cosidetto discorso lento (lassitott beszéd) che consiste nello scrivere frasi concatenate, non
necessariamente aventi un contenuto reale, ma che scaturiscano da meccanismi di associazione e abbinamenti tra
gli elementi lessicali e grammaticali. Un principio fondamentale alla base di questo know-how & che alle lezioni si
da spazio solo a delle attivita che non possono essere svolte senza la guida e lassistenza del docente.

lapproccio organico, apprendimento e acquisizione linguistica, la costruzione del sistema lingui-
stico, la creazione di testi, discorso lento, meccanismi di associazione

Mi sto per cimentare nell'impresa di farvi conoscere la sintesi della mia pratica di insegnamento maturata
per pilt di 33 anni contrapponendola ai precetti dominanti dell'insegnamento linguistico odierno. La mia
aspirazione minima e quella di offrirvi degli spunti per la riflessione, ma qualora la vostra apertura mentale
lo consentisse, non nego che vorrei farvi uscire dalla vostra zona di confort inducendovi a mettere in dubbio
certi presupposti che sono alla base della prassi predominante nelle scuole medie superiori.

1 termine ,,organico” non viene da me. E stata una mia collega di educazione fisica a coniarlo ad effetto di
tutto quello che vedeva e sentiva da me. Questo termine le & uscito spontaneamente, con la stessa naturalez-
za con la quale avevo insegnato io prima che, nel corso degli anni, tutto cio che rappresento ora, diventasse
sempre pil elaborato, fino a quando, con il cristallizzarsi della mia metodologia, & diventato un know-how
descrivibile. Per limiti di tempo ora, di questo mio scritto di 74 pagine, ve ne presentero solo un estratto.

L'impostazione delle mie lezioni in aula si rifa a questa mia concezione spero innovativa, ma comunque
inusuale, che sfata dei miti che alimentano tuttora molte convinzioni profondamente radicate nelle coscien-
ze a tale punto di essere diventate fossilizzate e, le quali, a mio parere, costituiscono un ostacolo all’efficacia
dell'insegnamento della lingua target. Pero se vi aspettate da me un insieme di tecniche all'avanguardia, uno
sfoggio di contenuti strepitosi e attivita glitterate all'insegna di un modernismo ostentato, rimarrete delusi
gia in partenza.

Per quelli che hanno i nervi poco saldi vi & un avvertimento: potrebbero seguire delle affermazioni inquie-
tanti volte ad esorcizzare convinzioni dogmatiche che ci vengono inculcate da decenni ormai. Queste con-
vinzioni, pur essendo basate su teorie inconfutabili come quelle dell’approccio comunicativo, all'atto pratico
risultano spesso poco efficenti, forse per un’interpretazione sbagliata o forse perché, non essendo riusciti ad
integrarle nella propria metodologia, non si & stati capaci di rappresentarli in modo attendibile e coerente.
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1.1 | risultati

Per una sorta di certificato di garanzia del successo dell'apprendimento devo ,sciorinarvi” i miei risultati che
sono garantiti dalla calcolabilita dei livelli linguistici raggiungibili entro termini di tempo ben definiti. In 4
ore settimanali in due anni si arriva al livello B2, alla fine del terzo anno, in 5 ore settimanali si pu0 arrivare a
C1, indipendentemente dal numero degli studenti presenti nei gruppi di studio, i quali nel mio caso specifico
sono parecchio numerosi (19 persone). Nell'anno scolastico precedente, 8 dei miei studenti la cui meta era
della terza classe, sono arrivati tra i finalisti del’OKTV.

1.2 L’adattabilita

Lapproccio & adattabile all'insegnamento di altre lingue straniere ed & presumibilmente scindibile dalla mia
persona. La verifica di quest’ultimo dato & in corso grazie alla collaborazione con una collega che sta adope-
rando gli stessi materiali, le stesse strategie e tecniche di insegnamento proprie dell’approccio organico in
un gruppo di studio con connotati diversi da quelli che caratterizzano il gruppo in cui li sto adoperando io.

Prima ancora di passare ad attuare le regole, le attivita e attitudini giuste, che garantiscono tale efficacia,
bisogna fare piazza pulita, cioé rimuovere tutte le attivita, tecniche e procedimenti che costituiscono un
ostacolo al progresso, rubando del tempo prezioso a quelle attivitd che mirano invece allo sviluppo delle
competenze, ed estirpare dalla coscienza degli studenti tutte quelle attitudini (tanto per dirne una: la paura
di fare domande) che gli impediscono di fare progressi. La regola fondamentale per economizzare il tempo &
che alle lezioni si fa solo cid che non puo essere fatto altrove.

1.3 Sgrombriamo il campo

Quindi bisogna eliminare tutte le attivita che non richiedono la presenza incisiva del docente per delegarle
allo spazio autonomo dello studente, allo scopo di guadagnare tempo e spazio per quelle che invece necessita-
no il suo indispensabile contributo e intervento.

Liberando il campo potrete sbarazzarvi di tutta una serie di zavorre riconducibili a vecchi retaggi della
predisposizone mentale prussiana, le quali gia in partenza compromettono il raggiungimento di qualunque
obbiettivo linguistico di un certo spessore.

Ed é qui che potrebbero seguire delle dichiarazioni atte a destare inquietudine in coloro che sono ancora
troppo attaccati alle tradizioni, a prescindere dal fatto che esse non portano all’esito auspicato.

lo dico che & ora di fare una cernita per poter mettere allo sbando certe consuetudini finora considerate
incontestabili. In primo luogo la prassi compulsiva di far scrivere le famose verifiche sul lessico che conten-
gono una quantita considerevole di parole da dover memorizzare da un giorno all’altro, le quali, pero, molto
spesso vengono abbandonate a sé stesse, senza il dovuto controllo che dovrebbe garantire la loro fissazione
nella memoria a lungo termine.

E ora di liberarci dall'ansia di riuscire a ritagliare abbastanza tempo dalla durata della lezione per dare
spazio sufficiente ad ogni studente. E ora di liberarsi dall'ansia di ricorrere in misura eccessiva al lavoro a
coppie, in particolare al role play, che nelle fasi iniziali dell'apprendimento porta pil a episodi di comicita,
creando dei momenti penosi, che servono solo a incrinare la disciplina con la conseguente perdita dei ritmi
della lezione, piuttosto che allo sviluppo delle competenze. E liberiamoci pure dall'ansia di dover insistere
con l'uso indiscriminato dell’italiano a cui molti di noi ci tengono anche quando la non comprensione da
parte degli studenti rischia di mandare a monte tutta la lezione. Questo atteggiamento, oltre ad essere un
tipico esempio dell'ostentazione di una particolarieta dell’apprendimento spontaneo, rischia addirittura di
demolire la disciplina.

La disciplina non & importante solo perché & presupposto dello svolgimento proficuo delle lezioni, ma
primariamente perché & la conseguenza della capacita di tenere viva e concentrata l'attenzione, una capacita,
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per0, che deve essere interiorizzata dallo studente, anziché essere una conquista del docente, cioé un’attenzio-
ne che il docente cerca di imporre a furor di attivita ideate all'insegna di catturare l'attenzione dello studen-
te, anche al costo di puntare piu a farlo divertire piuttosto che a finalizzare tali attivita alla costruzione del
sistema linguistico.

1.4 Una zavorra
Attenzione: segue la parte pilt scandalizzante! Mettere allo sbando il manuale usato in classe!

Non ho mai visto colleghi soddisfatti del libro usato in classe. Eppure non & colpa del libro in questione.
1l problema sta nel genere. Da una parte perché da nessun autore possiamo aspettarci di rispettare la nostra
logica di trasmissione degli argomenti grammaticali, men che meno se egli ha una madrelingua diversa dalla
nostra. Dall’altra nessun manuale vuole focalizzarsi sulla presentazione degli argomenti grammaticali, i quali
infatti devono essere intersecati da attivita miranti allo sviluppo delle 4 abilita comunicative. La moltitudine
di testi, dialoghi, immagini e di tabelle illustrative, non consente la disposizione ottimale dei temi gramma-
ticali in modo tale da poterli presentare in modo ciclico e trasparente. Eppure & risaputo che I'insegnamento
di argomenti grammaticali in momenti inappropriati e isolati I'uno dall’altro & la causa pitt comune di uno
sviluppo linguistico stentato.

Le manchevolezze inerenti al genere del manuale inducono il docente a cercare materiali di supporto le
quali non fanno che diluire il libro, disorientando ancor di piti i discenti, che si perdono tra tutte quelle pile
di fotocopie. Questo vale soprattutto per il lessico. Se il manuale & capace di una rappresentazione ciclica del
lessico, i materiali di supporto implicano un afflusso lessicale incontrollato, il che & uno dei fattori principali
a compromettere 'acquisizione del lessico.

Quindi la somministrazione degli elementi lessicali e grammaticali non dovrebbe essere scandita dalle
unita di un libro di classe. L'uso pedissequo di un qualsiasi libro, infatti, mette il processo dell'insegnamento
su una pista predeterminata e forzata sviando I'insegnante dal percorso dettato dalla sua concezione e spin-
gendola al semplice atto di trasmettere agli studenti le conoscenze contenute nel libro. Ed & proprio questo
comportamento a ridurre 'insegnamento in una mera trasmissione di conoscenze.

1.5 La lingua target

Tornando al discorso che si & restii ad affrontare: 'uso esclusivo della lingua target in classe. Ma perché que-
sta ostinazione a usare sempre e solo la lingua target, ovvero perché rinunciare alle potenzialita della madre
lingua? Per fare da modello per la pronuncia corretta? Ma con tutte le possibilita di ascolto che si trovano su
internet! Ci siamo mai chiesti che cosa sta succedendo agli studenti mentre noi ci impegnamo a mostrargli
'esempio del linguaggio? Ci stanno ad ascoltare incantati e speranzosi che un bel giorno si ritroveranno, ad
opera di qualche strana trasfusione linguistica, con la capacita di parlare, semplicemente abbandonandosi
ad ascoltare I'insegnante? Ma questo & un atteggiamento valido solo nel contesto linguistico reale! Al limite
diventeremmo piu bravi a parlare noi docenti, visto che a parlare si impara parlando. Quindi questo tipo di
impostazione io la considero una partita persa in partenza. Non a caso ho relegato l'attivita dell’ascolto all’a-
rea di studio autonomo dello studente.

E da troppi anni che continuo a sentire le stesse frasi da studenti che arrivano da me con alle spalle 4
anni di studio della lingua, con una conoscenza linguistica fatiscente, consistente in tanti frammenti del
sapere, con la richiesta di ricostruire la lingua sulle macerie. Tanto per citare un esempio, ascoltiamo cosa
dice Gergd Zaldnki, uno dei pallanuotisti ungheresi di fama mondiale che sta giocando nella squadra italia-
na piu forte del mondo. ,Conclusi i miei studi al liceo TV2 (2021. 11. 10: Tények plusz) non riesco a spiccicare
una parola in italiano”. E la frase che io mi auguro di non sentire mai! Tradotto letteralmente dall'unghere-
se: l'italiano non mi si & appiccicato addosso. La traduzione alla lettera forse rende meglio I'idea del tipico
atteggiamento passivo da cui traspare la forte influenza della modalita dell'apprendimento spontaneo. Mi
sentirei professionalmente annientata se il mio lavoro venisse vanificato in questo modo. Per me non & una
spiegazione accettabile la mancanza di motivazione da parte del discente. Se io come docente sono motivata,
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perche forte del mio know-how, e per la gratificazione continua per i risultati quotidianamente raggiunti,
non posso non trasmettere la mia di motivazione ai miei studenti per i quali il mio entusiasmo ¢é solo una
delle fonti motivazionali in aggiunta a quella pitt importante, che deriva appunto dal lavoro comune svolto
con visibile efficacia.

1.6 Le potenzialita della madre lingua

Quanto alle potenzialita della madre lingua, io la considero un punto di riferimento essenziale. E infatti uno
strumento preziosissimo della contrastivita a cui ricorro per metterlo al servizio della costruzione del siste-
ma linguistico. La riluttanza a riconoscere il ruolo fondamentale della madre lingua nel processo dell’ac-
quisizione & un altro indizio dell'attaccamento alle pecularieta dellapprendimento spontaneo. Dev'essere
proprio questo il motivo per cui si tende a ignorare le sue potenzialita, le quali invece vanno sfruttate per far
diventare il regolare ricorso alla madre lingua il catalizzatore della fermentazione dei processi di integrazio-
ne sia degli elementi grammaticali che quelli lessicali della lingua target.

1l mio approccio, che io chiamo organico in quanto nasce dalla sinergia di un grande input di elementi
spontanei da una parte e, attivita e strategie consapevolmente pianificate dall’altra, parte dall'idea che ap-
prendimento e acquisizione linguistica sono due processi mentali aventi ognuno pecularieta tra di loro del tutto
contrastanti. Partendo da questo presupposto ci si deve rendere conto che pit si adottano attivita e tecniche
aventi lo scopo di riprodurre in aula scolastica la realta della lingua target, piu ci si allontana dagli obbiettivi
prefissati per il semplice fatto di aver tolto spazio alle attivita che sono congrue alle specificita dell’acquisi-
zione in classe.

1l pilastro centrale di questo sistema di lavoro, che si basa sulla costruzione del sistema linguistico della L2
piuttosto che sull'insegnamento (inteso nel senso stretto della parola) di essa, & la creazione di testi da parte
degli studenti con il reimpiego ciclico del lessico sottoposto al controllo di ambedue le parti, e delle strutture
grammaticali somministrate. La costante creazione di testi avviene mediante la tecnica del cosidetto discorso
lento (lassitott beszéd) che consiste nello scivere frasi concatenate, non necessariamente aventi un contenu-
to reale, ma le quali, tramite meccanismi di associazione, scaturiscano da abbinamenti tra elementi lessicali
e grammaticali.

Lapproccio organico & una sorta di equilibrio tra momenti pianificati e spontanei, all'interno del quale gli
input linguistici intensivi si integrano e diventano un insieme organico attraverso una costruzione lingui-
stica comune. Una strategia di insegnamento della lingua che, mentre costruisce le strutture grammaticali
fino a un livello di competenza, tiene sotto costante controllo il vocabolario in continua espansione e che,
attraverso la produzione libera o guidata di testi mette sotto costante pressione sia la competenza gramma-
ticale che quella lessicale.

2.1 La produzione testuale

Questo tipo di produzione testuale, strutturalmente pili vicina al parlato che ai generi scritti, diventa un’at-
tivita di fondo del gruppo di lingua e viene supportata dalla soluzione e dal controllo eseguito in modo auto-
nomo degli esercizi di una cosidetta Grammatica pedagogica corredata di una chiave di soluzione e dall'im-
piego dei flaschcards, nonché dall'uso di uno strumento chiamato tabella di generazione delle frasi che facilita
la creazione di frasi offrendo uno spunto per le catene associative.

1 compiti a casa, intesi come attivita di fondo sono il motore principale dello sviluppo linguistico. Con-
sistono per lo piu nella produzione di testi liberi o guidati che garantiscono [acquisizione del vocabolario e
lassimilazione delle strutture grammaticali. La loro quantita e qualita, fatta salva una certa soglia minima, &
responsabilita dell’allievo, che in questo modo ha la possibilita di differenziarsi in relazione al resto del grup-
po linguistico e ai propri obiettivi linguistici autodefiniti.
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2.2 Gliinput

L’input spontaneo in classe ¢ fornito dalle riflessioni, e domande degli studenti, mentre l'input pianifica-
to prende la forma di letture facilitate, testi autentici scritti e ascoltati. Nel gestire tutti gli input spetta
all'insegnante incanalare gli avvenimenti della lezione, mettendo alla disposizione dei discenti tutto il suo
sapere enciclopedico e adeguandosi alle loro esigenze e richieste, garantendo loro un percorso personaliz-
zato a seconda dell’attuale stato di costruzione del proprio interlingua. Prima di tutto, infatti, si devono
rispettare i tempi di maturazione delle conoscenze dei singoli studenti conciliandoli con quelli dei propri
compagni. 1l docente deve avere la sensibilita che gli permetta di indirizzare gli studenti verso le gram-
matiche da assimilare intervenendo nel momento giusto per riuscire a far combaciare il momento pil
propizio della loro assimilazione con l'apertura mentale da parte degli apprendenti a integrarle nel loro
sistema linguistico. Uno dei principi regolatori di questo procedimento & la contrapposizione della lingua
madre con la lingua di arrivo.

2.3 Gli indicatori

Le lezioni sono essenzialmente frontali e vengono sempre avviate da una consultazione nel corso del quale
avviene il controllo dello spazio di apprendimento autonomo. Gli alunni possono, in larga misura, in-
fluenzare e persino controllare la lezione con le loro domande e i loro errori, il che implica che il docen-
te, invece di attuare rigorosamente la scaletta della lezione, deve adattarsi alle esigenze degli alunni. Agli
studenti viene chiesto di riflettere sugli errori grammaticali emersi nel corso della correzione dei compiti
presentati individualmente. Gli errori che vengono segnalati dall'insegnante fungono da indicatori. In
questa veste, forniscono importanti informazioni sul corso dello sviluppo del linguaggio. Gli errori infatti
vengono interpretati nel loro significato originale solo quando vengono presi in considerazione allo scopo
di valutazione. Nel processo di sviluppo della lingua, invece essi hanno solo una funzione orientativa e
indicativa. Questi importanti indicatori forniscono agli apprendenti le coordinate del percorso pill breve
per raggiungere i loro obiettivi, evidenziano gli elementi grammaticali e lessicali da esercitare per progre-
dire in modo efficace, cioé aiutano lo studente ad integrare I'input linguistico affinché possa adattarlo al
proprio sviluppo personale, piuttosto che si veda costretto a ,imparare” la lingua alla cieca (acquisendo
conoscenze in modo disorganizzato).

2.4 La grammatica pedagogica

In questa fase vengono affrontate anche le domande sul curriculum, cioe sui contenuti didattici, in partico-
lare sugli esercizi della Grammatica pedagogica, che tratta i diversi argomenti grammaticali in un sistema e in
una sequenza che ne facilita l'integrazione e ne consente l'uso autonomo. Una volta che gli studenti si sono
confrontati con la correttezza o l'erroneita delle loro soluzioni, verificate a casa con la chiave delle soluzioni,
possono chiedere un feedback sul motivo delle loro soluzioni errate o una correzione del loro ragionamento
che ha portato a una soluzione errata. Ogni domanda puo anche innescare una catena di associazioni, in cui
si creano nuove connessioni per integrare nuove informazioni.

2.5 Il ,discorso lento”

11 , discorso lento” & una pietra miliare del mio metodo di lavoro. La sua applicazione coerente e continua
consente un uso attivo e costante della lingua, accelerando cosi il processo di apprendimento linguistico
indipendentemente dal numero di partecipanti al gruppo, garantendo in questo modo la possibilita di un
ritmo di apprendimento individuale. La sua unicita sta nel fatto che consente di far procedere di pari passo lo
sviluppo della correttezza e della fluenza. E un’area essenziale per il controllo del vocabolario. A volte ricordo
ai miei studenti il mio motto preferito: ,Lascia che le parole insegnino sé stesse da sole”. Per farlo, l'allievo
deve solo proferire o scrivere le stesse parole, a determinati intervalli, in associazioni e contesti diversi, il
numero di volte necessario per farle entrare nella sua memoria a lungo termine. E I'insegnante deve fornire
le condizioni per creare la possibilita di un richiamo ciclico delle parole.
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2.6 Il controllo del vocabolario

Ed & appunto questa possibilita produttiva dell'uso ciclico del vocabolario che impedisce il fenomeno della
stagnazione nell’acquisizione delle parole, che é il pericolo maggiore per lo sviluppo del linguaggio. Questa
sensazione di inerzia puo sorgere molto spesso quando 'apprendente & ,circondato” da un mare di parole,
ma non ¢ in grado di incorporarle nel suo linguaggio. Non a caso Kato Lomb afferma che ,I'acquisizione del
vocabolario LOMB (1995:51) € lo scoglio su cui arena la maggior parte delle intenzioni di apprendimento”.
Ecco perché io presto particolare attenzione a questo aspetto dell'insegnamento delle lingue e cerco di tene-
re sotto stretto controllo il processo di insegnamento del vocabolario.

Lo strumento indispensabile a cui lo studente deve fare ricorso per esercitare il sovraddetto controllo &
i flash cards. L'idea di usare queste schede di vocabolario & nata in me dopo che mi ero resa conto che la ripe-
tizione e il riutilizzo ciclico delle parole richiede un'organizzazione e una delimitazione molto pil1 precisa di
prima.

Tuttavia ogni parola ha bisogno di un numero diverso di ripetizioni per essere memorizzata e questo
cambia da uno studente all’altro, per cui & necessaria una ciclicita rigorosa per garantire che le parole da im-
parare non vengano memorizzate solo passivamente, cioé solo a livello di riconoscimento, ma che diventino,
una volta memorizzate definitivamente, parte integrante del vocabolario attivo e quindi dell'apprendimento
della lingua.

1l riutilizzo delle parole da parte dell’'allievo non puo limitarsi a reinserirle in esercizi di tipo cloze. 1l po-
tere della fissazione deriva dal fatto che gli studenti la riproducono pitt volte in un testo di loro creazione.
Dato che il solito quadernetto del vocabolario non si presta bene a questa attivita, chiedo agli studenti di
scrivere ogni nuova parola su una scheda, per ottenere il controllo del vocabolario. 1l mazzo di carte deve
essere costantemente aggiornato in modo che sia sempre composto dalle 50 parole che non sono ancora
state trasferite nella memoria a lungo termine. Lo scopo di questa procedura ¢ garantire che, alla fine, ogni
studente abbia acquisito la padronanza di ogni parola, proprio per la specificita di consentire una frequenza
d’uso diversa per ogni studente e parola.

1l riassunto dei principi, tecniche e procedimenti alla base dell'approccio organico

la consapevolezza della diversita tra apprendimento e acquisizione

l'uso predominante della lingua madre durante il processo della costruzione della lingua

la contrastivita, la considerazione degli errori come indicatori

la divisione delle responsabilita: le lezioni in classe si basano sulla produzione dell’area di studio au-
tonomo

la costante creazione di testi mediante il discorso lento

il reimpiego ciclico delle strutture linguistiche e delle parole con flash cards

v vy v

v v
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Kendeh-Kirchknopfné dr. Farkis Timea
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Dipartimento d'Italianistica

La Competenza Interculturale Nell'insegnamento
Della Lingua Italiana Nelle Scuole Medie Superiori

L'insegnamento della lingua, della cultura e della letteratura italiana indubbiamente ormai é una tradizione in
Ungheria grazie alla legge introdotta da Kund Klebelsberg nel 1924. La didattica della lingua italiana come lingua
seconda in Ungheria nel corso della sua storia di insegnamento scolastico di quasi 100 anni, ha sempre avuto i suoi
problemi derivanti dallo status della lingua, dai fattori culturali, spesso ideologici e politici. Linsegnante d'italiano
di oggi, nel 2022 deve adeguarsi alle novita offerte dal mondo virtuale, nel quale viviamo, quindi oltre ai metodi
didattici tradizionli usati quotidianamente prima della pandemia COVID, bisogna usare nuovi mezzi, nuove ap-
plicazioni tenendo presente pero Il Curriculum Pedagogico Nazionale (NAT2020)

Nel mio artivolo mi focalizzo sullo status particolare della lingua italiana fra le altre materie, sulle possibilita della
comunicazione interculturale il che puo influenzare la motivazione degli studenti nell apprendimento dell’italiano.

l'insegnamento della lingua italiana, 1l Curriculum Pedagogico Nazionale (NATz2020), comuni-
cazione interculturale.

In Ungheria oggi I'insegnamento delle lingue straniere nelle scuole medie superiori si svolge secondo il re-
golamento (5/2020. (1. 31.) pubblicato sul sito ufficiale del governo ungherese (

) intitolato Curriculum Nazionale 2020. L'insegnamento della lingua, della
cultura e della letteratura italiana indubbiamente ormai ha una lunghissima tradizione in Ungheria grazie
alla legge introdotta da Kuné Klebelsberg nel 1924. ,Dobbiamo mirare ad una meta ben pil alta: dobbia-
mo fare in modo che lo scolaro impari a conoscere quello che vi & di essenziale nella cultura di un popolo.”
(KLEBELSBERG 1927: 12) - scrisse Klebelsberg ancora nel 1927, sottolineando non soltanto I'importanza della
grammatica, ma anche I'importanza dell'insegnamento della letteratura e della cultura italiana. La didattica
della lingua italiana come lingua seconda in Ungheria nel corso della sua storia di insegnamento scolastico di
quasi 100 anni, ha sempre avuto i suoi problemi derivanti dallo status speciale della lingua, dai fattori cultura-
li, spesso ideologici e politici di cui ora non ho l'intenzione di scrivere a lungo, ma comunque va sottolineata
I'importanza degli storici, degli italianisti ungheresi dei decenni passati che si sono dedicati alla collaborazione
secolare dei rapporti italo-ungheresi. (ANTAL 1979, JOZSA-PELLES 1999, KOLLAR 2022, TOMBI 2018, HU-
SZTHY 2018, TEKULICS 2005) L'importanza della legge del 1924 & indiscutibile in quanto mise in evidenza
I'insegnamento della lingua, della letteratura e della cultura italiana nella realta ungherese. “Ho fatto votare
recentemente dall’Assemblea Nazionale Ungherese una legge che riforma la scuola media maschile e femmini-
le. E questa legge dispone che lalingua e la letteratura italiana debbano figurare come materie d’'insegnamento
obbligatorie nel programma didattico della scuola media.” (KLEBELSBERG 1927: 12)

L'insegnante d’italiano di oggi, nel 2022 deve adeguarsi pero alle novita offerte dal mondo virtuale, nel quale
viviamo, quindi oltre ai metodi didattici tradizionli usati quotidianamente prima della pandemia COVID,
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bisogna usare nuovi mezzi, nuove applicazioni tenendo presente pero 1l Curriculum Pedagogico Nazionale
(NAT2020).

Nella mia analisi mi focalizzo sullo status particolare della lingua italiana fra le altre materie, sulle pos-
sibilita della comunicazione interculturale il che puo, potrebbe influenzare la motivazione degli studenti
nell'apprendimento dell’italiano durante i quattro anni della scuola media superiore.

1l paragrafo XI. della Legge del 1924 prescrive quindi non soltanto l'insegnamento delle lingue moder-
ne (inglese, francese, italiano), ma sottolinea il fatto anche che lo studio delle lingue moderne deve essere
accompagnato dallo studio della cultura e della letteratura di quei paesi. La concezione della legge del 1924
¢ modernissima ancora oggi, tenendo presente che nel testo ufficiale (

) della Raccomandazione del Parlamento Europeo e del Consiglio del
18 dicembre 2000, svolge un ruolo importantissimo la comunicazione interculturale La prima competizione
¢ la comunicazione nella madrelingua (capacita di esprimere e interpretare concetti, pensieri, emozioni,
fatti e opinioni sia oralmente che per iscritto) che ¢ seguita dalla seconda, dalla comunicazione nelle lingue
straniere, che comprende abilita di mediazione ciog, sapere riassumere, parafrasare, interpretare o tradurre,
e qui possiamo leggere della competenza di comprensioni interculturali. Vengono quindi dettagliatamente
spiegati i termini, le competenze, le abilita, le attitudini che sono indispensabili per lo studio delle lingue,
delle culture diverse, per la comunicazione interculturale.

In Ungheria la legge del 2020, II Curriculum Nazionale (

) regola la posizione dell'insegnamento delle lingue straniere nelle scuole medie superiori.
Linsegnamento della seconda lingua straniera comincia - nella maggior parte dei casi- nell'9® classe e lo
studente deve ottenere alla fine dei suoi studi il livello B2, ma almeno il livello B, cioé facendo la maturita
di livello medio. In Ungheria la lingua inglese, come prima lingua nelle scuole medie superiori, occupa una
posizione assolutamente dominante per cui le lingue cosidette seconde come anche litaliano, secondo il
regolamento della legge ricevono meno spazio, meno tempo (numero delle ore). Secondo una ricerca recente
(in corso di pubblicazione) del collega Zoltdn Horvéth che analizza le date delle statistiche che riguardano
il numero degli studenti che hanno fatto l'esame di maturita di livello medio e superiore dal punto di vista
della mobilita sociale, tra 2017 e 2021 il numero degli studenti che hanno studiato I'italiano si aggira intorno
a12.000 e 16.000 ( XLSX - Kozponti Statisztikai Hi-
vatal) ma il numero degli studenti cha hanno fatto I'esame di maturita di livello superiore non arriva al 2000.
Le date precise sono le seguenti (1. tabella): Nel 2017 304 studenti, nel 2018 252 studenti, nel 2019 304 studen-
ti, nel 2020 390 studenti, nel 2021 342 studenti. La tendenza & estremamente tragica da diversi punti di vista.

2017/2018 451 237
2018/2019 457 285
2019/2020 291 348
2020/2021 377 307

1. tabella L'insegnamento della lingua italiana in Ungheria. Nuove sfide, nuove possibilita—conferenza all'U-
niversita di Pécs, Presente e futuro della lingua italiana e dell'italianistica in Ungheria, Pécs, 25 novembre
2022. Horvith Zoltidn PTE Scuola di Dottorato in Scienze dell’Educazione e della Formazione SZTE Dipar-
timento d’Italianistica)

Vediamo che lo status della lingua e della cultura italiana nel programma pedagogico di oggi non ¢ pa-
ragonabile a quello elaborato dalla legge del 1924 di Klebelsberg. Si pone la domanda, ma perche si & for-
mata questa situazione triste? Per poter rispondere a questo problema del sistema ci vogliono ancora delle
ricerche, delle analisi molto approfondite, ma comunque uno dei fattori che praticamente ostacola anche
la mobilita sociale, ostacola il successo dell'insegnamento dell’italiano come L2 in Ungheria & il numero in-
sufficiente delle ore a disposizione degli studenti, degli insegnanti regolato dal Curriculum Nazionale 2020.
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Mentre La Commissione europea (2006) contribuisce agli sforzi nazionali per lo sviluppo dei sistemi di istru-
zione e formazione; usa le otto competenze chiave per incoraggiare I'apprendimento fra pari e lo scambio di
buone pratiche ( ), fra cui l'ottava
competenza precisa che sono fondamentali la consapevolezza ed espressione culturale: capacita di apprez-
zare I'importanza creativa di idee, esperienze ed emozioni espresse tramite una varieta di mezzi quali la
musica, la letteratura e le arti visive e dello spettacolo. Come si potrebbe risolvere questo problema, questa
contraddizzione se I'insegnante d’italiano in Ungheria, nella maggior parte dei casi, seguendo il Curriculum
Nazionale 2020, ha soltanto 3 ore alla settimana nella nona e decima classe? 3 lezioni alla settimana+2 ore
dall'11? classe= 5 alla settimana (36 e nell'ultimo anno 32 settimane/anno scolastico). Tutto sommato, se lo
studente ¢ motivato e nell'undicesima classe sceglie I'italiano, come materia facoltativa, allora il numero
delle lezioni d’italiano arriva al 556 ore durante i quattro anni degli studi. Se non & motivato e non sceglie
I'italiano nel terzo anno del liceo, allora rimangono tre ore alla settimane per quattro anni, cioé 420 ore.
(OVEGES CSIZER 2018: 223)

Come si potrebbe mantenere la motivazione con la quale gli studenti cominciano a studiare la lingua
italiana? Come si potrebbe attivare la 8* competenza, la consapevolezza ed espressione culturale, la capacita
di apprezzare I'importanza creativa di idee, esperienze ed emozioni espresse tramite una varieta di mezzi
quali la musica, la letteratura e le arti visive e dello spettacolo? Come si potrebbere continuare la concezione
pedagogica di Klebelsberg che corrisponde perfettamente al documento del Consiglio Europeo?

Possiamo leggere la definizione chiara della consapevolezza ed espressione culturali:

»La conoscenza culturale presuppone una consapevolezza del retaggio culturale locale, nazionale ed
europeo e della sua collocazione nel mondo. Essa riguarda una conoscenza di base delle principali
opere culturali, comprese quelle della cultura popolare contemporanea. E essenziale cogliere la diver-
sita culturale e linguistica in Europa e in altre parti del mondo, la necessita di preservarla e 'impor-
tanza dei fattori estetici nella vita quotidiana.

Le abilita hanno a che fare sia con la valutazione sia con I'espressione: la valutazione e l'apprezzamen-
to delle opere d’arte e delle esibizioni artistiche nonché l'autoespressione mediante un’ampia gamma
di mezzi di comunicazione facendo uso delle capacita innate degli individui. Tra le abilita vi & anche
la capacita di correlare i propri punti di vista creativi ed espressivi ai pareri degli altri e di identificare
e realizzare opportunita sociali ed economiche nel contesto dellattivita culturale. Lespressione cul-
turale & essenziale nello sviluppo delle abilita creative, che possono essere trasferite in molti contesti
professionali. Una solida comprensione della propria cultura e un senso di identita possono costituire
la base di un atteggiamento aperto verso la diversita dell’espressione culturale e del rispetto della stes-
sa. Un atteggiamento positivo € legato anche alla creativita e alla disponibilita a coltivare la capacita
estetica tramite Pautoespressione artistica e la partecipazione alla vita culturale.”

(Gazzetta ufficiale dell'Unione europea,
1 14)

Klebelsberg nel 1924, quando decise di appoggiare 'introduzione dell'insegnamento della lingua e della
cultura italiana nelle scuole superiori ungheresei, sottolined 'importanza della comunicazione intercultura-
le, dicendo che senza la cultura italiana, praticamente non si puo capire la civilta europea. (KLEBELSBERG

1927: 239)

Oggi pero l'insegnante d’italiano, appunto per la legge 2020, per il Curriculum Nazionale ha alla sua
disposizione poco spazio e pochissimo tempo per poter portare gli studenti allesame di maturita a livello
superiore in lingua italiana. Comunque, grazie all’attivita, all'entusiasmo, allla motivazione degli insegnanti
d’italiano che portano avanti le idee di Klebelsberg, I'insegnamento della lingua e della cultura italiana con-
tinua ad essere punto di riferimento per tutti noi.
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La comunicazione fra le materie delle scuole superiori e la comunicazione interculturale puo essere consi-
derata una possibilita con l'aiuto delle quali si potrebbe mantenere viva la motivazione degli studenti, prima
di tutto delle classi 9* e 10%. Abbiamo a nostra disposizione una serie di studi, di analisi che si occupano
appunto di questo problema (KOLLAR 2022).

Gli aggiornamenti, le conferenze organizzati dai Dipartimenti d’Italianistica in Ungheria delle universita
di Szeged, Budapest, Pécs e Debrecen, con 'appoggio morale ed economico dell’Istituto Italiano di Cultura
servono appunto che le informazioni siano aggiornate, le ricerche, le buone esperienze siano raggiungibili e
che ci sia una collaborazione viva e attiva fra gli insegnanti d’italiano in Ungheria.

Linsegnante d’italiano di oggi, seguendo i criteri del Curriculum Nazionale 2020, tenendo presente il
programma obbligatorio della materia Lingua e letteratura ungherese, in cui si analizza ,,La Bibbia, come co-
dice culturale” (

) puo fare riferimenti, durante la lezione d’italiano, alle opere degli artisti seguenti: Maestro M.S. Miche-
langelo Buonarroti, Tintoretto, Albrecht Diirer, Caravaggio.

Quando, durante la lezione di letteratura ungherese e mondiale dedicata alle opere medievali si parla di
Jacopone da Todi, di Dante Alighieri, che sono argomenti obbligatori, 'insegnante d’italiano puo/potreb-
be seguire i discorsi degli insegnanti di letteratura, potrebbe contribuire alla collaborazione interculturale
usando le opere degli scrittori italiani anche durante la lezione d’italiano. La letteratura italiana ¢ fortemente
presente anche nelle materie cosidette facoltative delle lezioni di letteratura ungherese e mondiale in quanto
il Curriculum Nazionale 2020 offre una vasta possibilita per approfondirsi nelle letture dei testi di Umberto
Eco, Il nome della rosa, Le leggende di Santa Elisabetta, di Santa Margherita o Dies irae di Tommaso da Celano.
La letteratura del’'Umanesimo del del Rinascimento fa parte del programma obbligatorio delle lezioni di
letteratura della 92 classe: Vanno lette ed esaminate le opere di Petrarca, Po, ben puo’ tu portartene la scorza,
di Janus Pannonius, De amygdalo in Pannonia nata, e inoltre & obbligatoria la lettura della terza novella della
prima giornata del Decameron. L'insegnante della lingua italiana durante i suoi studi si occupa molto detta-
gliatamente di queste opere sovramenzionate, quindi le lezioni di lingua italliana posssono ,accompagnare”
lo studente nella sua attivita scolastica.

Se I'insegnante d’italiano ha tre ore alla settimana anche durante gli ultimi due anni, cioé nell'11?, e nella
122 classe, e gli studenti che studiano l'italiano, non vogliono fare 'esame di maturita in italiano né a livello
medio né a livello superiore potrebbe essere una buona pratica seguire il programma obbligatorio del Curri-
culum Nazionale 2020 di letteratura e fargli vedere i film consigliati di Zeffirelli.

1l documento fondamentale per gli studenti della 9® classe per le lezioni di letteratura ungherese e mon-
diale consiglia/prescrive che siano sviluppate le competenze dell’apprendimento dei testi letterari, e le stra-
tegie d’analisi testuale. (Szines irodalom 9.OH-MIRo9TB,Tanmenetjavaslat.

) Inoltre il documento appoggia la
liberta didattica dell'insegnante, le forme interattive e ludiche dell'insegnamento. La lingua italiana, come
L2, nella maggior parte dei casi, viene insegnata nella 9? classe, generalmente con tre ore alla settimana.

Nel programma obbligatorio per le scuole medie superiori La Divina Commedia di Dante é I'argomento
della lezione nr. 56, 57* e 572, il Decameron ¢ l'argomento della lezione nr. 67 e 68®. Nel programma ob-
bligatoria della storia mondiale la cultura rinascimentale viene insegnata alla lezione nr. 31* e 32? e anche il
periodo del re ungherese Mattia Corvino & ovviamente presente (lezioni nr.55. e 56.). Durante la pandemia
del 2020 il Decameron di Boccaccio é diventato estremamente attuale, quindi con il metodo ludico con I'a-
iuto del social media si puo/si potrebbe giocare, elaborare le esperienze vissute. (Rendhagyé irodaloméra az
idegen nyelvi tagozaton

)

Nel Curriculum Nazionale 2020 il periodo degli ultimi due anni, cioé la 11* e la 122 classe & molto com-
plesso, in quanto non deve offrire soltanto nuove conoscenze, ma deve preparare gli studenti per uno scopo
molto pili complicato. Gli studenti maturandi devono conoscere i periodi della letteratura ungherese e do-
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vrebbero inserirli in un quadro molto pitt complesso, in quello europeo. (

)

In questo periodo gli studenti ungheresi devono occuparsi della letteratura moderna europea, devono
leggere le opere degli autori russi del XX° secolo, ma purtroppo la letteratura italiana contemporanea non
ha ricevuto spazio e tempo nel Curriculum Nazionale 2020. Comunque, siccome fra le opere obbligatorie
troviamo il romanzo intitolato La porta di Magda Szabo, in questo caso I'insegnante d’italiano potrebbe
parlare durante le lezioni d’italiano della ricezione delle opere di Magda Szabé in ltalia, di quel successo che
il romanzo aveva ottenuto in Italia, dell'importanza della traduzione, cioé dell'importanza della comunica-
zione interculturale. (D.SASSO, 2017) Nel programma nazionale della letteratura (NAT2020) c’¢ un capitolo
intitolato La storia del Novecento nella letteratura, in cui come materia obbligatoria si analizzano le opere di
Sandor Mérai Angelo dal cielo e il Discosrso funebre. Nel 2010, in Italia, all'Universita di Napoli & stata organiz-
zata una conferenza col titolo: Mdrai e Napoli. Negli atti del convegno si trovano diversi saggi che riguardano
appunto l'attivita letteraria e la vita di Mdrai, fra i quali ce ne uno dedicato all’analisi, alla comparazione delle
due opere, Due ,Discorsi funebri” del Novecento ungherese: Kosztoldnyi e Mdrai (MATYAS 2013). Ovviamente
quest’analisi non & applicabile durante una lezione d’italiano, non puo essere elaborata dagli studenti della
122 classe, ma I'insegnante d’italiano puo/potrebbe sceglierne un brano breve, come compito di comprensio-
ne del testo, di traduzione etc., anche perché gli studenti universitari, i futuri insegnanti durante i loro corsi
di didattica, di letteratura se ne occupano.

Oggi, purtroppo non si parla del’aumento del numero delle lezioni delle lingue seconde nelle scuole medie
superiori, anche se sarebbe auspicabile se ci fosse una decisione da parte della politica dell'istruzione pubblica
simile a quella di Kuné Klebelsberg per mantenere vivo I'insegnamento della lingua e della cultura italiana in
Ungheria. Intanto rimangono le strategie della creativita, la speranza, la motivazione degli insegnanti d’italiano
ungheresi che conoscono benissimo la concezione espressa, la convinzione di Klebelsberg, cioé ,Sono creazioni
italiane 'umanesimo col suo fratello gemello: il Rinascimento; poi il barocco che ne & la continuazione, ed il
classicismo che ultimo venne. E sono creazioni italiane la poesia lirica e la poesia epica dell'eta moderna, l'opera
e la sinfonia, il ginnasio ed il teatro dell'opera, I'accademia di musicae quella delle belle arti. (sic)”
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Huszthy Alma
ELTE BTK Olasz Nyelv és Irodalom Tanszék

L'educazione Bilingue Per La Promozione

Del Talento Linguistico

Il Caso Delle Scuole Superiori Con Sezione Italo-
Ungherese

In questo articolo intendo presentare un’indagine in corso sulla promozione del talento linguistico, con focus
sull'insegnamento dell’italiano LS nei licei ungheresi con sezione bilingue italo-ungherese. Tramite interviste
qualitative semi-strutturate fatte ai docenti che hanno contribuito all'elaborazione dei programmi scolastici
bilingui italo-ungheresi di questi licei, e questionari rivolti agli studenti partecipanti ai programmi, vorrei indi-
viduare modelli organizzativi a livello delle scuole e concrete scelte metodologiche a livello del singolo insegnante
al servizio della promozione del talento linguistico. Vorrei anche chiarire se in tali esperienze didattiche di in-
segnamento intensivo ci siano punti forti che possano rivelarsi utili per chiunque insegni o apprenda l'italiano
LS entro limiti temporali e contenutistici piu ristretti, ovvero nel quadro di un normale percorso didattico in
contesto scolastico.

educazione bilingue, sezione bilingue italo-ungherese, CLIL, apprendimento intensivo, docenti
nativi, docenti non nativi

In Ungheria, da ormai 35 anni, esiste un programma scolastico orientato allo sviluppo intensivo della co-
noscenza linguistica che tuttora si puo considerare sperimentale: la metodologia applicata non & mai stata
descritta in modo trasparente e coerente e la realizzazione dipende essenzialmente dal personale scolastico
dei singoli istituti che accolgono il programma. Eppure questa forma di educazione linguistica si rivela molto
efficace e, allo stesso tempo, attrattiva: con l'avvio, nel 1987, dei primi programmi di educazione bilingue &
iniziata una vera e propria storia di successo senza precedenti a seguito della quale il numero di questi pro-
grammi & aumentato fino a circa 300 nel 2018 (KOVACS 2020: 8). Il punto di forza del programma bilingue
consiste, senza dubbio, nell'intensita delleducazione linguistica, soprattutto durante 'anno zero, che e dedi-
cato quasi esclusivamente allo sviluppo della abilita linguistiche nella lingua target, ma 'educazione bilingue
vuole raggiungere anche altri scopi, tra cui lo sviluppo di competenze non linguistiche nella lingua target.
Leducazione bilingue &, quindi, molto piu di un semplice percorso intensivo di apprendimento linguistico;
non a caso, dai primi anni del 2000, il percorso didattico incentrato sull'uso veicolare delle lingue straniere
¢ diventata una strategia promossa a livello europeo con il nome CLIL (Content and Language Integrated
Learning) (MADRID / CANADO 2018: 241).

In questo articolo vorrei individuare i punti forti dell’educazione bilingue italo-ungherese basando-
mi sulle opinioni dei partecipanti, ovvero le aspirazioni dei docenti creatori di questi programmi e le
impressioni dei loro studenti, e mettendole a confronto con gli obiettivi previsti dai programmi stessi.
Vorrei, quindi, scoprire in che modo I'educazione bilingue possa favorire la promozione del talento
linguistico.
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Nei seguenti paragrafi intendo esaminare il quadro generale e le realizzazioni locali del programma bilingue
italo-ungherese al fine di descrivere il contesto di apprendimento, i destinatari, cioe gli studenti partecipan-
ti, e le scelte metodologiche operate dai cinque docenti intervistati. Proseguo, percio, con la presentazione
dei dati ricavati dai questionari - compilati in totale da 204 intervistati - le cui sezioni rivelano informazioni
significative riguardanti il programma bilingue italo-ungherese che in Ugheria ¢ attualmente attivo nei se-
guenti quattro licei: Liceo Szent Laszl6 di K6banya, Liceo Bilingue Xdntus Janos di Budapest, Liceo Csokonai
Vitéz Mihdly di Debrecen e Liceo Kodaly Zoltan di Pécs.

1.1 Il profilo dello studente

Il primo blocco di domande del questionario intendeva raccogliere informazioni sul profilo dello studente:
quale liceo frequenta, a quale anno & iscritto, quante lezioni settimanali d’italiano segue, quali sono le mate-
rie non linguistiche che studia in italiano e quali sono le sue esperienze di apprendimento di lingue straniere
nella scuola elementare. Dai dati si e riusciti a ricavare le seguenti informazioni rilevanti:

I. quasila meta degli informant frequenta il 9° anno del liceo, e ha, quindi, appena iniziato il programma
bilingue;

2. gli studenti del 9° anno, o - se lo chiamiamo in un altro modo - dell'anno zero, frequentano in tutte
e quattro le scuole 18 ore d’italiano a settimana; questo numero diminuisce progressivamente negli
anni successivi e si aggira intorno a 5-10 ore di lezione a settimana nelle varie scuole;

3. le materie non linguistiche insegnate in italiano nei vari licei sono le seguenti:

Szent Laszlé di storia civilta geografia matematica storia

Kébdnya mondiale d’ltalia dell’arte

Xdantus Janos di storia civilta geografia educazione
Budapest mondiale d’ltalia civica
Csokonai Vitéz storia civilta geografia matematica

Mihaly di Debrecen  mondiale d’ltalia

Kodaly Zoltan di storia civilta matematica
Pécs mondiale d’ltalia

I. tabella. Le materie non linguistiche insegnate in italiano

Da cio si evince che in tutti e quattro i licei almeno tre materie non linguistiche vengono insegnate nella
lingua target, quindi in italiano.

Quanto alle esperienze di apprendimento di lingue straniere nelle scuole elementari, attraverso i grafici
riusciamo ad interpretare informazioni interessanti.
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Esperienze di apprendimento linguisitico nelle scuole elementari
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2. tabella. Esperienze di apprendimento linguistico nelle scuole elementari

Nell’analisi su scala Likert sono stati utilizzati due aggettivi qualificativi negativi (difficile e noioso), e tre
aggettivi chiaramente positivi (piacevole, utile, interessante). Nei confronti delle qualita negative, gli studen-
ti mostrano in media un atteggiamento piuttosto negativo: il 51,5% esprime disaccordo, il 29,5% si mostra
neutrale e solo il 19% concorda. Nel caso delle qualita positive, gli studenti mostrano invece un atteggiamen-
to piuttosto positivo: il 56% ritiene che I'educazione linguistica alle elementari sia stata piacevole, contro il
15% che pensa che non lo sia stata, mentre il 29% si rivela neutrale. 11 66% degli informant pensa che l'educa-
zione linguistica sia stata utile, il 18% pensa che non lo sia stata e il 16% rimane neutrale. Infine, il 49% pensa
che I'insegnamento sia stato interessante, contro il 24% che pensa che non lo sia stato e il 27% degli studenti
esprime un’opinione neutrale. Dalle risposte risulta, quindi, che dalle scuole elementari arrivano in misura
maggiore studenti che provano sentimenti alquanto positivi nei confronti dell’apprendimento linguistico,
attitudini positive che durante gli anni del liceo sarebbe molto importante mantenere.

1.2 Motivazioni ed esigenze degli studenti

1l secondo blocco del questionario € finalizzato ad individuare le motivazioni che hanno spinto gli studenti a
scegliere il programma bilingue italo-ungherese. Partendo dai risultati, che vengono posti a confronto con gli
scopi di questi programmi rivelati grazie alle interviste condotte con i docenti, si ha intenzione di chiarire se il
programma possa soddisfare le esigenze degli studenti, poiché l'efficacia della formazione dipende - con tutta
probabilita - anche da questo. Le informazioni ottenute sono utili anche perché le motivazioni preliminari degli
studenti destinatari potrebbero essere prese in considerazione nel futuro durante i processi di progettazione.

In questo blocco del questionario gli studenti hanno determinato su una scala di valutazione Likert a
5 punti il livello di importanza di 12 fattori nella scelta del programma bilingue: 1. vorrei studiare/vivere/
lavorare in Italia; 2. vorrei fare viaggi in Italia; 3. vorrei fare amicizia con italiani; 4. vorrei capire film, libri,
canzoni in lingua italiana; 5. vorrei superare 'esame di lingua/l'esame di maturita di livello avanzato; 6. mi
piace studiare lingue straniere; 7. vorrei migliorare nell'apprendimento linguistico; 8. mi hanno incoraggia-
to i miei insegnanti di lingua delle elementari; 9. mi hanno incoraggiato i miei genitori; 10. anche un mio
amico ha scelto questo programma; 11. vorrei parlare piu lingue straniere; 12. non ho ancora progetti a lungo
termine, ma imparare lingue & comunque utile.

Lanalisi ha rilevato 6 dimensioni, cioé gruppi di affermazioni che nel loro contenuto condividono simili-

tudini. Con l'aiuto di queste dimensioni (rapporti con il paese target [1-3]; cultura target [4]; riconoscimenti
[5]; amore per le lingue [6, 11, 12]; recupero linguistico [7]; influenza di altri [8-10]) cerco non solo di cataloga-

163



re le motivazioni degli studenti, ma anche di elaborarne una graduatoria, scoprendo configurazioni nascoste
nelle risposte ricevute.
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3. tabella. Motivazioni ed esigenze degli studenti

Dalle valutazioni notiamo che la maggioranza degli studenti ritiene che la prospettiva del superamento
dell'esame di lingua o dell'esame di maturita di livello avanzato sia stato un fattore di primaria importanza
nello scegliere il programma, cio¢ gli informant si sono espressi unanimamente a favore del fattore ricono-
scimenti. Vediamo ora cosa pensano i docenti intervistati riguardo agli scopi e ai risultati del programma in
relazione agli esami finali [1-3]:

I.

Tutti superano l'esame di maturita di livello avanzato e la maggioranza con un risultato superiore
all'80%. 1l segreto di questo ¢ l'intensita del programma, l'ambiente, la presenza dell'insegnante ma-
drelingua, che fornisce agli studenti un italiano autentico e con cui ci sono punti di connessione an-
che al di fuori delle lezioni. [...] Anche lo studente meno motivato riceve una tale quantita di italiano
che puo servirgli da base, percio supera 'esame di maturita di livello avanzato, anche se non ¢ stato
veramente toccato dallo stile di vita mediterraneo.

Nei primi 2-3 mesi lo sviluppo & lento, ma ne vale la pena. Entro la fine del decimo anno tutti superano
lesame di lingua di livello medio. Al termine della formazione superano anche l'esame di maturita di livel-
lo avanzato; oltre a questo, sostengono l'esame di maturita in due materie non linguistiche in italiano, e
questo per loro equivale ad un esame di lingua di livello C1. Lo scopo & quello di arrivare ad un livello quasi
madrelingua, in modo che frequentare un’universita italiana non causi problemi a questi studenti.

Gli esami di lingua di fine anno prestabiliti dal nostro programma pedagogico vengono organizzati
sin dall'anno zero in base alla struttura degli esami di maturita in lingua. Quando gli studenti arrivano
allesame di maturita, la media dei risultati si aggira sull’85%, da molti anni. 1l 72% é stato il risultato
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peggiore degli ultimi anni. Per noi, comunque, il vero successo non & questo, ma quando lo studente
sa usare queste conoscenze nella vita quotidiana.

Dai resoconti dei docenti, ma anche da saggi che trattano 'educazione bilingue in generale, apprendiamo
che la sezione bilingue delle scuole si impegna a portare gli studenti al livello linguistico superiore entro la
fine del percorso di formazione: lo studente & chiamato a superare I'esame di maturita di livello avanzato
nella lingua target (livello B2) e a sostenere 'esame di maturita in due materie non linguistiche nella lingua
target per ottenere il certificato linguistico di livello C1 (VAMOS 2007).

Nel presente caso, fortunatamente, esigenze e obiettivi sembrano essere in perfetta sintonia.

Al secondo posto della graduatoria troviamo il fattore amore per le lingue, che conferma lattitudine po-
sitiva nei confronti dell'apprendimento delle lingue misurata nel primo blocco del questionario. Al terzo e
quarto posto si posizionano i fattori rapporti con il paese target e cultura target, che di nuovo risultano coe-
renti con le previsioni e proposte dei docenti [4-6].

4. Gli elementi principali di questo programma sono il numero elevato di lezioni di lingua, 'insegnante
madrelingua, e I'insegnamento della civilta target. [...] Nelle normali classi di lingua, con poche ore
di lezione, gli studenti hanno spesso paura di parlare. In questo ambiente si rompe la barriera psi-
cologica iniziale grazie agli scambi scolastici, al fare teatro in italiano, al cineclub italiano, alle gite
scolastiche, programmi extra spesso organizzati dagli insegnanti madrelingua.

5. 1l successo dipende dalla motivazione degli studenti: questa viene alimentata da ogni soggiorno in
Italia, dalle gite in Italia, dal programma di scambio scolastico, dai contatti vivi con gli italiani, amici
e conoscenti. La lingua italiana & qualcosa che puoi amare. Agli studenti piacciono lo stile di vita ita-
liano e I'ltalia stessa.

6. Ogni anno portiamo gli studenti dell'anno zero a Venezia. Organizziamo regolarmente scambi scola-
stici. Andiamo al cinema insieme, se ¢ qualche film italiano da vedere. Andiamo spesso a mangiare
la pizza e a volte ci invitiamo anche i genitori degli studenti. In questo modo vedono come ¢ il nostro
ambiente italiano. Quando facciamo delle gite in Italia, gli studenti ricevono compiti: per esempio
devono ordinare al ristorante, intervistare gente italiana, chiedere informazioni.

Aggiungiamo infine che risultano ultimi nella graduatoria i fattori relativi alla dimensione influenza di
altri e recupero linguistico. Questo potrebbe significare che gli studenti che accedono a questi programmi
hanno gia una visione pitt 0 meno chiara del proprio futuro e non hanno scelto questo programma per re-
cuperare pregresse lacune linguistiche. Un risultato opposto contraddirebbe pure la loro attitudine positiva
misurata precedentemente.

1.3 Da quali fattori dipende l'efficacia del programma

Nel quadro del terzo blocco di domande, gli studenti dapprima sono chiamati a valutare su una scala Likert
a 5 punti, quanto - secondo loro - i seguenti fattori

presenza di docenti nativi; sfruttamento ideale del tempo in classe; libro di corso usato in classe;
materiali didattici proposti dall'insegnante; potenziamento della competenza grammaticale; sviluppo
intensivo della produzione orale; produzione scritta abbondante; consolidamento continuo del les-
sico; personalita dell'insegnante; comunicazione dell'insegnante in classe; differenziazione in classe;
gare; sistema dei requisiti; obiettivi a breve e lungo termine; attivitd e programmi extrascolastici;
studiare materie non linguistiche nella lingua target

possano influenzare l'efficacia dell'insegnamento linguistico svolto nel contesto del programma bilingue,
mentre ['ultima domanda della sezione invita gli studenti a scegliere nella medesima lista i tre fattori pitt

importanti per loro.

La prima graduatoria si ¢ formata in base alle valutazioni degli studenti: il 97% ¢ d’accordo sul fatto che
lefficacia dell'insegnamento linguistico nella formazione bilingue dipende considerevolmente dallo sviluppo
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intensivo della produzione orale, 'opinione del 96% concorda sul fatto che il successo dipende fortemente an-
che dal consolidamento continuo del lessico e piu del 90% degli studenti pensa, infine, che l'efficacia dipenda
molto dalla comunicazione dell'insegnante in classe, dai materiali didattici proposti dall'insegnante, dal poten-
ziamento della competenza grammaticale e dalla presenza di docenti nativi. Dall’altro lato solo il 46% pensa che
lefficacia dell'insegnamento linguistico abbia a che fare con il sistema dei requisiti, il 39% che sia legato alla
differenziazione in classe, e il 22% che il successo possa risalire alla partecipazione a delle gare.

Quando gli studenti hanno dovuto scegliere i fattori che risultavano pitt importanti per loro si & creata una
graduatoria leggermente diversa. Ai primi posti troviamo: 1. lo sviluppo intensivo della produzione orale, se-
guito da: 2. il potenziamento della competenza grammaticale; 3. la presenza di docenti nativi; 4. la personalita
dell'insegnante; 5. il consolidamento continuo del lessico; 6. 1a comunicazione dell'insegnante in classe. Si sono
classificati ultimi, ovvero meno di 10 studenti su 204 hanno scelto dalla lista: la differenziazione in classe, il
sistema dei requisiti e le gare. Questo rispecchia fedelmente la parte finale della graduatoria precedente.

Nonostante le due graduatorie non coincidano perfettamente, i dati ricavati ci permettono di indivi-
duare i punti forti di questi programmi dal punto di vista degli studenti, e rilevare - prima di tutto - come,
a loro avviso, l'accento posto sullo sviluppo intensivo dell’abilita della produzione orale abbia un’influenza
significativa sulla promozione del loro talento linguistico. Anche i docenti intervistati menzionano I'im-
portanza dello sviluppo accentuato di questa abilita: il programma scolastico di una delle quattro scuole
prevede lezioni di lingua tenute da docenti madrelingua sin dall’anno zero e pone enfasi sulla preparazione
sistematica degli studenti alla prova orale in italiano delle materie non linguistiche oggetto dell'esame di
maturita, come la storia, la geografia o la matematica: gli studenti, quindi, da una parte, sono esposti alla lin-
gua target appena varcano la soglia della scuola, dall’altra negli anni successivi sono regolarmente invitati a
preparare a casa video integrali in cui espongono in italiano un tema concordato, parlando addirittura per 10
minuti consecutivi [7]. In un’altra scuola prevalgono invece le soluzioni didattiche dei singoli docenti che si
prefiggono come scopo primario quello di abbassare i filtri affettivi negli studenti che, all'inizio del percorso
di formazione, ostacolano l'espressione orale in italiano, anzi 'espressione orale in generale. Molti docenti
hanno notato che nell’era della comunicazione digitale, che si svolge sui cellulari sopprattutto in forma scrit-
ta, molti studenti hanno paura addirittura di aprire bocca, anche quando si tratterebbe di parlare nella loro
madrelingua. Partendo dalle esigenze degli apprendenti i docenti di lingua progettano attivita di produzione
orale che prendono spunto da input soprattutto visivi e altre attivita che cercano di rompere la routine della
lezione convenzionale e permettono all'apprendente di comunicare, socializzare in italiano in un ambiente
di apprendimento divertente e, a volte, extrascolastico [8].

7. Danoiidocenti madrelingua fanno lezione dall'anno zero: 4 ore di lezione a settimana accompagnate
dalle 3 ore di lezione di conversazione con un insegnante non nativo. Oltre alla grammatica, poniamo
la massima enfasi sul parlato. Questo anche perché nel caso delle materie di maturita non linguistiche
in italiano, c’¢ anche la prova orale e noi prepariamo consapevolmente gli studenti a questo. Devono
fare molte presentazioni video a casa; alla fine, parlare autonomamente per 10 minuti in italiano non
causa problemi a nessuno. L'abilita di interazione si sviluppa invece in classe: hanno lezioni di civilta
e di conversazione, in cui parlando sviluppano la loro competenza argomentativa, il loro pensiero
critico. E con noi insegnanti parlano in italiano anche sul corridoio, quando entrano nel nostro studio
si parla solo italiano, ovviamente, perché qui ci sono anche italiani.

8. Quilalingua delle lezioni & esclusivamente l'italiano ed & molto importante che in ogni lezione ci sia
molta comunicazione orale. In poco tempo, gli studenti raggiungono un tale livello, per cui parlare
italiano gli fa piacere e diventa per loro anche una forma di autoespressione. Tuttavia, negli studenti
ci sono tantissimi blocchi che li ostacolano nel parlare, all'inizio hanno difficolta pure ad aprire bocca.
Noi cerchiamo di sciogliere queste paure proponendo molto lavoro in gruppi; a volte devono andare a
fare la spesa in italiano e registrare tutto su video. Durante 'anno zero, con 18 ore di lezione settima-
nali, abbiamo la possibilita di tenere lezioni molto svariate, abbiamo tutto il tempo.

1.4 Le domande aperte

Nella sezione di chiusura del questionario gli studenti hanno risposto a delle domande aperte relative ai
fattori di successo che ritengono essere quelli piti importanti per loro.
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In questo articolo mi limito a presentare le risposte degli studenti a tre domande, che ho scelto in base
alle loro preferenze.

1.4.1 Con quali attivita sviluppate la produzione orale in classe?

La domanda vorrebbe porre in luce quali sono le tecniche didattiche, le forme di lavoro e le attivita didatti-
che specifiche grazie a cui gli studenti hanno la possibilita di sviluppare in modo intensivo la loro produzione
orale in italiano. Partendo dalle risposte degli studenti si ¢ riusciti ad evidenziare che la tecnica didattica
maggiormente usata (24 menzioni in totale) nella classe d’italiano per sviluppare la produzione orale & la
conversazione in plenum. A proposito di questa tecnica didattica gli studenti menzionano inoltre: esprimere
un'opinione, esprimere i propri pensieri, parlare di vari temi che gli interessano, dibattiti, argomentazione.

Con 18 menzioni ¢ risultato secondo l'esame orale e/o interrogazione orale, cioé una prova orale che con-
siste in una conversazione faccia a faccia con l'insegnante su un argomento predeterminato. Si posiziona
terza (con 17 menzioni) la tecnica del rispondere alle domande dell'insegnante (anche nativo) poste al singolo
studente durante il lavoro frontale. Molti studenti menzionano infine il dialogo. La meta (12 menzioni) si ri-
ferisce probabilmente alla forma di lavoro, cioé al lavoro in coppia, in cui si possono per esempio controllare
i compiti per casa, o i compiti svolti in classe e 'altra meta (12 menzioni) alla tecnica didattica, quando gli
studenti devono o ripetere un dialogo imparato a memoria, o interagire in modo piti creativo. Sono state infine
menzionate varie volte le seguenti tecniche didattiche: memorizzare testi di vario tipo, fare presentazioni,
produrre testi a casa e presentarli in classe, registrare video a casa in cui bisogna parlare autonomamente per
vari minuti, attivita ludiche, role-play (solo 4 menzioni!), lettura ad alta voce, riassunto e lavoro per progetti.

1.4.2 Ci sono esercizi di grammatica in ogni lezione? In che modo imparate la grammatica?

Dalle risposte si evince che la grammatica in qualche forma (introduzione di un nuovo elemento gramma-
ticale, consolidamento, riproduzione) si presenta in ogni lezione d’italiano, indipendentemente dal livello
linguistico degli studenti. Molti menzionano il libro come strumento principale, ma ancora pil persone
scrivono di schede con compiti extra preparate dagli insegnanti con cui possono consolidare le loro cono-
scenze grammaticali (cloze, drill, completamento). Meno studenti menzionano lesercitazione online (Kahoot,
Quizlet), e ancora meno le attivita ludiche, infine pochi la riproduzione guidata e/o libera degli elementi gram-
maticali appresi (menzionano soprattutto: produrre frasi e dialoghi). E un dato interessante, infine, che gli
apprendenti, quando alludono in qualche modo al metodo con cui imparano la grammatica, scrivono cose
che fanno pensare al metodo deduttivo [9].

(9) Ci spiegano le regole con l'aiuto di esempi.; Risolviamo compiti, dopo che I'insegnante ha spiegato
'elemento grammaticale.; Cominciamo ad imparare un nuovo elemento grammaticale con la spiega-
zione delle regole e il loro studio.; Cominciamo ad imparare un nuovo elemento grammaticale con la
spiegazione e dopo ci esercitiamo.; Impariamo la teoria, e dopo facciamo molti compiti di consolida-
mento.; Prima ci spiegano sempre i nuovi elementi grammaticali, dopo li scriviamo e ci esercitiamo
con i compiti.; Prima l'insegnante spiega la grammatica e dopo ci esercitiamo con compiti e giochi.

1.4.3 Quali sono i vantaggi della presenza di docenti nativi alle lezioni?

Ho ricevuto risposte significative, infine, per la terza domanda che voleva scoprire i vantaggi della presenza
dei docenti nativi nel programma. Per poter riassumere le risposte, ho ripartito le informazioni ricavate se-
condo varie categorie, elaborando anche una graduatoria. Tra i vantaggi menzionati si ¢ classificato primo
quello di avere la possibilita di imparare la pronuncia, 'intonazione corretta (25 menzioni); 2. essere costretti
a parlare nella lingua target (21); 3. imparare parole, modi di dire usati nell'italiano parlato (17); 4. essere espo-
sti alla lingua autentica (15); 5. conoscere le abitudini, le tradizioni, la cultura degli italiani (14); 6. conoscere
le varieta parlate, i dialetti dell’italiano (7); 7. conoscere la mimica e i gesti degli italiani (4).

Alcuni hanno menzionato infine la migliore conoscenza della lingua target da parte dei docenti nativi
rispetto ai non nativi, la naturalezza con cui i nativi parlano la lingua target, 'avvicinamento grazie a loro alla
lingua target, e la diminuzione della paura di parlare nella lingua target.



Vorrei ora riassumere i punti forti di queste esperienze di apprendimento linguistico che sia studenti sia
insegnanti sembrano confermare. 1l segreto del programma sta sicuramente nell'intensita del programma:
le molte ore di lezione che permettono al singolo studente di esprimersi in LS in classe e fuori dalla classe,
di approfondire con calma le conoscenze grammaticali, di relazionarsi con gli italiani e I'ltalia. Non si rive-
la poi meno importante I'ambiente “all'italiana” creato da ciascun corpo docente composto da insegnanti
madrelingua e non madrelingua all'interno degli istituti ospitanti. Si tratta di piccoli mondi italiani che
accolgono studenti dotati di capacita linguistiche molto varie, e che offrono una formazione che, grazie alla
sua intensita, porta anche lo studente meno bravo ad un livello linguistico molto alto. 1 creatori di questi
programmi bilingui hanno giustamente notato che lo studente, in questa fase della vita molto ricettiva, ha
veramente bisogno di una formazione intensa che lo carica di lavoro mentale significativo, perché di queste
esperienze di carico mentale avra bisogno anche nella vita lavorativa da adulto. Mentre la domanda rimane
questa: nel quadro di un normale percorso didattico con 3-4 ore settimanali d’italiano come potremmo assicurare
lintensita della formazione linguistica, mi sembra molto importante mettere in luce che - secondo i fonda-
tori del programma - la formazione bilingue non é e non & mai stata una formazione d’élite, ma si tratta
di un percorso di istruzione che rende accessibile la buona conoscenza di lingue straniere ad una pitt ampia
gamma di studenti (MADRID / CANADO 2018: 242), indipendentemente dalla posizione sociale oppure dai
risultati delle precedenti esperienze di apprendimento linguistico. I docenti che insegnano italiano nelle 3
ore di lezione previste dal Piano Nazionali di Studi (NAT2020) fanno veramente fatica a far pervenire i loro
migliori studenti al livello B2, che ¢ quello dell'esame di maturita di livello avanzato in lingua, ricorrendo
a soluzioni integrative come la comunicazione interdisciplinare e lo sviluppo accentuato della competenza
interculturale per rafforzare e tenere viva la motivazione negli apprendenti (KENDEH-KIRCHKNOPFNE
FARKIS 2022: 10). Nel quadro del percorso didattico bilingue tutto & sottoposto al miglioramento continuo
della conoscenza linguistica: non solo le moltissime lezioni d’italiano, ma anche il progresso in numerose
materie non linguistiche, la vita sociale, e addirittura una parte del tempo libero di tutti. 1 docenti nativi e
non nativi che insegnano materie linguistiche e non linguistiche lavorano in stretta collaborazione per ren-
dere la formazione alla portata di tutti, anche di quegli studenti con bisogni educativi speciali che devono
poter beneficiare di metodi innovativi e di team, cio¢ di vere e proprie officine pedagogiche pronte a lavorare
sulla loro inclusione.

KENDEH-KIRCHKNOPFNE FARKIS, T. (2022): Az interkulturélis kompetencia fejlesztése az olasz nyelv
és irodalom kozépiskolai oktatdsdban, Magyar reformdtus nevelés: reformatus pedagdgiai szaklap, 2022/3.,
6-14.

KOVACS, J. (2020): A kéttannyelvii oktatas hazai megvalésitisa és fenntartasa, Neveléstudomdny, Emlékezd
irdsok és tisztelgd tanulmdnyok, 2020/4.

MADRID, D.; CANADO, M,, L., P. (2018): Innovations and Challenges in Attending to Diversity through
CLIL, Theory into Practice, 57., 241-249.

VAMOS, A. (2007): Kétszint(i érettségi vizsga a két tanitasi nyelvti kozépiskoldkban, Uj pedagdgia szemle,
2007/3-4.

MKM Rendelet a két tanitasi nyelv iskolai oktatds irdnyelvének kiadasardl

168


http://nevelestudomany.elte.hu/downloads/2020/nevelestudomany_2020_4_8-11.pdf
https://folyoiratok.oh.gov.hu/uj-pedagogiai-szemle/ketszintu-erettsegi-vizsga-a-ket-tanitasi-nyelvu-kozepiskolakban
https://folyoiratok.oh.gov.hu/uj-pedagogiai-szemle/ketszintu-erettsegi-vizsga-a-ket-tanitasi-nyelvu-kozepiskolakban
http://kettannyelvu.com/public/26-1997_iranyelv.pdf

Szokacs Kinga

»-Ora lo Sono Il Professore” Un Esempio Di
Apprendimento Regolato (Self-Directed Learning)

L'obiettivo del progetto riguardante lapprendimento regolato, svoltosi nel semestre primaverile dellanno acca-
demico 2021-2022 presso I'Universita BGE-KVIK, era quello di sviluppare la comprensione della lettura, la con-
sapevolezza degli elementi linguistici, la capacita di riflessione, le caratteristiche specifiche del lavoro a coppie,
nonché rafforzare l'uso consapevole di strategie di studio e la cooperazione nel lavoro. Lapprendimento autonomo
si riferisce alla maturita decisionale, allimpegno individuale, alla responsabilita e all autocontrollo. Se gli studenti
si impegnano in modo proattivo nell apprendimento, il problema della motivazione é per definizione risolto. In
un'epoca del tutto “sociale” lautonomia é una costruzione sociale che implica interdipendenza sia fra gli studenti
che fra gli studenti e i docenti.

apprendimento regolato, studio autonomo, responsabilita, partecipazione proattiva

Il progetto cui ci si riferisce nel titolo di questo articolo si & svolto nel semestre primaverile dell'anno accade-
mico 2021-2022 alla Facolta di Commercio, Servizi alberghieri e Turismo dell’'Universita di Economia di Bu-
dapest (BGE KVIK). 11 contesto & stato quello del progetto internazionale CORALL (Risorse online orientate
al coaching per l'apprendimento autonomo delle lingue per scopi specifici - LSP)

Nel presente contributo ritengo necessario accennare alle caratteristiche e agli obiettivi dell'apprendi-
mento autonomo e ai suoi benefici in relazione al metodo di apprendimento degli studenti; successivamente
presento il progetto, la sua preparazione e introduzione nel curricolo del semestre, il suo svolgimento e le
conseguenze derivate. Ritengo inoltre utile rilevare le mancanze e - in quanto maggior beneficio di questo
articolo - le possibili modifiche e i suggerimenti che derivano dalle esperienze di lavoro degli studenti.

1l termine ,autonomia” a prima vista sembra essere completamente estraneo ai modelli metodologico-didat-
tici cui si fa riferimento nei contesti di apprendimento e insegnamento. Questa affermazione risulta ancor
pit valida se applicata al contesto ungherese, dove nell'istruzione pubblica e in quella universitaria mancano
gli elementi che fanno riferimento a qualsiasi tipo di autonomia o al termine spesso associato allautonomia

stessa, ovvero la ,libertd”. La liberta puo apparire principalmente nella scelta di alcune materie specifiche in
diversi contesti universitari.

Il termine ,autonomia” & un termine di origine greca che deriva da ,autonomos” composto da auto +
nomos (che significa legge), ovvero che si da legge da se. Significa disporre delle proprie leggi, essere all’al-
tezza di regolarsi a livello sociale, di decidere individualmente, di conoscere i propri obiettivi. Lautonomia
si riferisce quindi alla maturita decisionale, all'impegno individuale, alla responsabilita e all’ autocontrollo.
(LANDOLFI1 2002)

Laddove nella didattica si parla di autonomia, si fa riferimento al concetto formulato da Holec secondo il
quale gli studenti prendono sempre di piut il controllo sul processo del loro apprendimento (HoLEc 1981). Fra

169


mailto:Szokacs.Kinga%40uni-bge.hu?subject=

i ricercatori sullautonomia & comunque un ampio consenso sul fatto che gli studenti autonomi compren-
dano lo scopo del loro programma di apprendimento, accettino esplicitamente la responsabilita, condivida-
no la definizione degli obiettivi, prendano iniziative nella pianificazione e nell'esecuzione delle attivita volte
allapprendimento, le rivedano regolarmente e ne valutino l'efficacia. (LITTLE:LEARNER AUTONOMY)

Ci sono due argomenti generali a favore del tentativo di rendere autonomi gli studenti. In primo luogo,
se gli studenti sono impegnati in modo riflessivo nel loro apprendimento, & probabile che questo risulti pit
efficace, perché pil1 personale e mirato, che in caso contrario: & pill probabile che cid che viene appreso nei
contesti educativi serva agli studenti anche in contesti pitt ampi. In altre parole: fra I'apprendimento auto-
nomo e l'uso autonomo di una lingua straniera c¢ un’interdipendenza: lo studente che ha imparato ad as-
sumersi la responsabilita del proprio apprendimento linguistico nelle aule delle scuole sara capace di anche
usare la lingua straniera in modo autonomo. (LITTLE 1996) In secondo luogo, se gli studenti si impegnano in
modo proattivo nell'apprendimento, il problema della motivazione ¢ per definizione risolto; anche se il loro
approccio non sempre ¢ del tutto positivo riguardo a tutti gli aspetti del loro apprendimento, gli studenti
autonomi dispongono delle risorse riflessive e attitudinali per superare temporanee battute d’arresto moti-
vazionali. (LITTLE: LEARNER AUTONOMY)

Nelle definizioni e nell'interpretazione dellapprendimento autonomo viene sempre pill enfatizzata la
posizione dell'apprendente come nucleo centrale del processo. Viene descritto come agente attivo e respon-
sabile del proprio percorso d’apprendimento che & cosciente della possibilita di scegliere modalita di studio,
obiettivi e risorse educative che possano risultare efficaci per il proprio studio ed apprendimento. (Boa-
TO-SALVADOR 2019)

Bisogna tuttavia ammettere che imparare una lingua straniera da soli, operare una riflessione continua
sulle caratteristiche delle strutture linguistiche, talvolta sfruttare coscientemente analogie con altre lingue,
ricercare nuove fonti e risorse (per I'avanzamento), insomma avere la responsabilita del proprio apprendi-
mento richiede una maturita di cui non molti studenti dispongono. Va comunque chiarito che lavorare e
apprendere in modo autonomo non significa apprendere da soli. Dato che le circostanze e le condizioni dello
studio e dell'apprendimento - e soprattutto la tecnologia digitale - si sono notevolmente modificate, il ruolo
dell'insegnante & cambiato molto negli ultimi decenni. Di conseguenza, egli non e pitt 'unico depositario del
sapere, piuttosto assume in se il ruolo del facilitatore, o guida. (BOATO-SALVADOR 2019)

Dalle ricerche e dagli articoli che tendono a presentare una sintesi sull'autonomia nell'apprendimento
delle lingue straniere si rileva che la definizione costante dell'autonomia ovvero l'assunzione di un maggiore
controllo sullo studio da parte dello studente) & molto spesso associata all'idea filosofica dell'autonomia per-
sonale. Allo stesso tempo si riconosce che 'autonomia ¢ multidimensionale e assume molte forme diverse a
seconda della persona, al contesto e a molteplici fattori contestuali e microcontestuali. (BENSON 2011)

Secondo le ricerche degli ultimi anni nell'ambito dell'apprendimento delle lingue straniere I'autonomia
¢ un costrutto sociale. Nel campo dell'educazione linguistica lo sviluppo pill importante & stato forse lo
spostamento dell'apprendimento e dell'uso delle lingue verso modalita pitt sociali. Questo cambiamento ha
comportato 'importazione di nuovi approcci (in particolare la teoria “socioculturale” vygotskyana e la teoria
dellapprendimento situato), la concettualizzazione delle aule e di altre modalita di insegnamento e appren-
dimento in termini di contesto sociale e la messa in discussione dei modi in cui la teoria dell'acquisizione
di una seconda lingua ha separato la cognizione dal contesto sociale. In un’epoca in cui viviamo in modo
del tutto “sociale”, sono sempre piti coloro che sostengono che 'autonomia sia una costruzione sociale che
implica interdipendenza piuttosto che indipendenza. Anche I'idea di autonomia degli insegnanti & legata alla
svolta sociale dell'educazione linguistica, che ha comportato una rivalutazione del ruolo degli insegnanti e
dell'insegnamento nell'apprendimento delle lingue, in quanto si rifa all'idea di autonomia come interdipen-
denza (in questo caso l'interdipendenza tra gli insegnanti e gli studenti). (BENSON 2011)

Il progetto si ¢ svolto fra il 2019 e 2023 insieme ad altre cinque universita di diversi Paesi europei (Finlandia,
Germania, Portogallo, Repubblica Ceca e Slovacchia). Lo scopo & migliorare l'efficacia dei corsi di lingua
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fornendo strumenti di supporto adeguati e sviluppando la responsabilita e la consapevolezza degli studen-
ti. Anche l'orientamento linguistico individuale o il coaching contribuiscono a promuovere un approccio
allinsegnamento delle lingue basato sullautonomia del discente. L'obiettivo del progetto di ricerca ¢ quello
di tradurre i risultati della ricerca in pratica didattica. 1l progetto fornisce i seguenti prodotti intellettuali: un
quadro concettuale per I'apprendimento autonomo delle lingue e il coaching linguistico nel contesto dell'in-
segnamento delle lingue professionali (sintesi della letteratura e delle buone pratiche, piano d’azione, stu-
dio); toolkit per I'insegnamento delle lingue professionali accessibile online (in inglese, tedesco e spagnolo);
curricula e moduli per supportare l'apprendimento autonomo nell'insegnamento delle lingue o in progetti
legati alle lingue; casi di studio; materiale di formazione per insegnanti di lingue.

La descrizione del progetto in lingua inglese e ungherese & accessibile sul sito del progetto nella rubrica Tips
and Strategies / Creating reading comprehension and vocabulary building tasks.

Lobiettivo del progetto & sviluppare la comprensione della lettura, la consapevolezza degli elementi lin-
guistici, la riflessione e le caratteristiche specifiche del lavoro a coppie. 1l progetto comprende la prepara-
zione di una serie di esercizi di comprensione e di vocabolario relativi agli argomenti professionali trattati
durante il semestre. 11 lavoro dura tre settimane e prevede le seguenti fasi:

1. decisione sulla modalita di lavoro: lavoro individuale o in coppia

2. scelta di un argomento tratto da un elenco dato

3. ricerca di un testo sull'argomento scelto (raccolta di link / internet / libri in altre lingue, ecc.), con la
specificazione della lunghezza minima del testo scelto in base al livello linguistico
definizione dello scopo della comprensione della lettura

5. preparazione di una raccolta di parole e frasi rilevanti per la lingua del testo (eventualmente un quiz-
let se il gruppo utilizza questo strumento)

6. preparazione di un compito di comprensione della lettura e di un compito di costruzione del vocabo-
lario, oltre a un’attivita di completamento/un cloze con relativa chiave: i possibili tipi di compiti sono
reperibili alla voce Alcuni esempi per stimolare le idee (la raccolta puo essere ampliata)

7. svolgimento del compito individualmente o con un altro studente.

I task tester sono chiamati ad una riflessione sui compiti preparati per il testo (possibili criteri: chiarezza
della presentazione del compito, risolvibilita e difficolta dei compiti, correttezza delle soluzioni).
8. rivedere i compiti sulla base della riflessione

Contenuto della serie di compiti da presentare:
testo e fonte

elenco di vocaboli o link a Quizlet

compito di comprensione della lettura
compito di sviluppo del vocabolario

testo a buchi

chiave di soluzione per gli esercizi

SOV AW N A

La descrizione del progetto comprende anche una serie di proposte relative ai possibili esercizi di com-
prensione della lettura e di vocabolario (p.e. domande sul contenuto informativo del testo, affermazioni vere
e false, scelta multipla, definizioni di alcune parole chiave, cruciverba, mappa concettuale basata sul testo,
abbinamento delle parole con le/alle definizioni, ecc.)

La consultazione con il professore puo essere richiesta in qualsiasi fase del progetto.
1 compiti vengono inseriti nel relativo gruppo della piattaforma Coospace e sono completati con le rifles-

sioni degli studenti riguardanti la difficolta nella ricerca dei testi, la difficolta di creare dei compiti, l'utilita
dei compiti per il loro apprendimento linguistico, il lavoro individuale o quello in coppia o in gruppi di tre.

I71



3.1 Lo svolgimento del progetto

Nei due gruppi, gli studenti hanno lavorato a coppie, mentre una persona ha lavorato da sola. I testi sono
stati selezionati da una fonte internet (p. e. corriere.it, repubblica.it, italiaindati.com, suedtirol.info, mobile.
ttgitalia.com, lingua.com, scopribudapest.it); due coppie si sono servite di estratti da un altro libro di testo,
non utilizzato nel loro corso. 1 temi degli articoli scelti riguardano la geografia, alcune mete turistiche in
Italia e in Ungheria, le feste, lo sporti trasporti, la gastronomia.

Per quanto riguarda le riflessioni sulla ricerca del testo, la maggior parte degli studenti ha ritenuto diffi-
cile reperire un testo adatto al livello del gruppo.

1 compiti riferiti ai testi erano i seguenti (la frequenza della scelta ¢ indicata fra parentesi):
Rispondere alle domande (14)

Segnalare se le definizioni sono Vere o False (12)

Completare le frasi con le parole mancanti in base al testo (9)
Abbinare le parole/espressioni alle definizioni (8)

Scelta multipla (a, b, ¢, d) (7)

Completare le frasi con le parole date / cloze (5)

Trovare nel testo le parole in base alle definizioni date (4)
Trovare nel testo i sinonimi delle parole date (4)

Abbinare i titoli ai paragrafi (3)

Cruciverba (3)

In base alle descrizioni scrivere il significato ungherese (2)
Scegliere il titolo del testo fra 4 possibilita (1)

Completare il testo con le parole (lettere mischiate) (1)
Completare con i verbi al condizionale semplice (1)
Completare con i verbi al passato prossimo (1)

Completare il testo con le preposizioni (1)

3.2 Le riflessioni sui compiti preparati

Quanto all’elaborazione dei compiti, gli studenti hanno ritenuto pit facile lavorare su quelli che riguardano
la costruzione del vocabolario. Trovare i sinonimi di alcune parole dell’articolo o trovare le parole nel testo
in base alle definizioni si sono rivelati compiti di facile realizzazione per gli studenti. 1l grado di difficolta
nella creazione dei compiti & presumibilmente legato al livello linguistico dei singoli studenti e alla loro com-
petenza linguistica, nonché alla frequenza con la quale svolgono determinati compiti di comprensione. Per
alcuni, creare un compito con le affermazioni Vere/False risulta facile perché, secondo loro, non devono fare
altro che “modificare un po™ le frasi. Per altri, preparare lo stesso compito é stato difficile perché hanno do-
vuto scrivere loro le frasi e prestare attenzione alla grammatica e al livello di difficolta. La stessa proporzione
di difficolta vale per altri tipi di compiti. Scrivere le domande risulta facile perché “potevano scrivere qualsia-
si domanda”, e anche difficile perché “volevano che quelle non fossero né difficili né facili. Creare compiti di
grammatica é facile “perché ci sono modelli su internet”, & difficile perché “era difficile capire di che tipo di
compito si trattava”. Quanto al cloze, per alcuni ¢ risultato facile da creare, altri hanno impiegato pit tempo
e non hanno capito bene come realizzarlo. 1l cruciverba & considerato facile perché i modelli si trovano su in-
ternet, pertanto alcuni ritenevano che non fosse un compito difficile. Si pud dunque affermare che i compiti
che riguardano il vocabolario si sono rivelati piu facili di quelli relativi alla comprensione del testo.

Una parte della riflessione riguardava l'utilita dei compiti ai fini dell'apprendimento linguistico. Molti
ritenevano molto utili i compiti che riguardano i sinonimi e le definizioni delle parole scelte, mentre per altri
creare risposte alle domande & un’attivita molto utile perché cosi “si puo praticare la formazione delle frasi”.
Dalle varie risposte si evince una maggiore propensione degli studenti alla raccolta, alla memorizzazione e
all’uso adeguato delle parole nuove, che precede la volonta di riconoscimento di nuove strutture grammati-
cali e riguardanti le sintassi.
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3.3 Le riflessioni sul lavoro comune e i suggerimenti

Gli studenti che hanno lavorato insieme, molti in due e alcuni in tre, hanno ritenuto questo tipo di lavoro
molto utile. 1l piacere della creazione dei compiti, nonché la facilita della suddivisione degli stessi, vengono
sottolineati pil volte. Molte coppie sostengono che entrambi i membri hanno avuto buone idee, grazie alle
quali hanno potuto lavorare bene, in piena sinergia. Per uno studente lavorare da solo & stato vantaggioso
perché in due-tre ore ha completato tutte le attivita richieste, mentre lavorando in due ci sarebbe voluto
molto piu tempo.

Gli studenti hanno inoltre espresso la loro disponibilita e volonta di continuare questo tipo di lavoro
anche con compiti di comprensione orale. Secondo alcuni, questo tipo di lavoro sarebbe utile anche come
compito per casa; due studenti suggeriscono anche specifici compiti di grammatica da creare, mentre alcuni
svolgerebbero questi compiti suddividendo i diversi temi fra gli studenti e suddividendo anche le settimane
del semestre in modo tale che ci sia sempre una coppia/un gruppo di studenti che prepara i compiti per tutto

il gruppo.

Durante lo svolgimento del progetto, si sarebbe dovuto dedicare pili tempo alla fase iniziale e alla fase
finale e dare agli studenti informazioni pitl dettagliate sui tipi di compiti. All'inizio si potrebbe mostrare
loro diversi esempi attraverso i quali gli studenti sarebbero in grado di vedere anche i punti di vista secondo
i quali il costruttore ha creato i compiti. Nella fase finale vorrebbe pitt tempo da dedicare alla somministra-
zione dei compiti preparati; si dovrebbe inoltre elaborare un modello di feedback anche per i compiti (degli
studenti) gia somministrati e valutati dai compagni.

Nell'ambito del progetto gli studenti si sono impegnati in modo riflessivo e la loro partecipazione al lavoro
¢ risultata pil attiva e personale del solito. Grazie alla possibilita di elaborare compiti in modo creativo gli
studenti hanno acquisito una maggiore motivazione. 1l lavoro comune rende pil piacevole tutto il processo
e vedere il frutto della loro attivita, ovvero che i loro compagni cercano di risolvere i compiti da loro creati,
enfatizza il piacere e la propensione allo studio e all'utilizzo della lingua straniera. 1l lato ludico (creare com-
piti che gli altri devono svolgere) rafforza la loro attitudine creativa. Utilizzando queste tecniche (creative) lo
studente diventa pili consapevole del suo percorso di apprendimento.
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Baloghné dr. Petkevics Olga
Budapesti Gazdasdgi Egyetem KVIK

JIncranumoHnHoe COTpyJHNYECTBO
IIpu Izyuenuu MHOcTpaHHOTO {3bIKa

B doknade onucvisaemces npoexm OUCmanyuoHH020 COMpYOHULecmad 8 pamMKax 00paso8amenbHol NPOSPAMMbI,
KOmopoe no3gosisiem 2e02papuyecku pasHeceHHblM J00sM 83aumModelicmeosams u oowamocs. Bupmyanvhuie
KOMaHObL 06pA308AMENbHBIX YUPENHCOeHUT MPeX CMPAaH, NPUHUMAIOWUe yHacmue 8 ONUCLIBAEMOM NPOeKme, Uc-
NONB3YIOM OUCMAHYUOHHOE COMPYOHULECNBO NPU U3YYEHUU UHOCMPAHHO2O0 A3bIKA C YEbI0 PA3GUINUSL A3IKOGIX
HABbIKOG U NOGBIULEHUSL MEICKYIbIYPHOU KomnemeHnyuu. B xo0e coemecmnoii pabomsl Hocumenu pasHuix A3bIK08
obwaiomes Opye ¢ Opyeom, umobvl NPAKMuUKO8ams C80U Yenedoll A3bIK, 8 YACMHOCMU, pycckull. Peanuzayus
9MO20 Npoexma 6a3upyemcs Ha UCHONb306AHUU COBPEMEHHBIX MEXHON02UL 8 0OPA3068aHUU.

MENHCOYHAPOOHDBLIL NPOEKm, OUCMAHYUOHHOE COMPYOHUYECMBO, GUPMYAIbHble KOMAHObL,
MENHCKYIIbMYPHbIE KOMNEMEHYUU, COBPEMEHHbLE MEXHON0SUU

OnwuceiBasi OCHOBHBIE 3aKOHOMEPHOCTH O0y4YEeHUS] HHOCTpaHHBIM si3blkaM, ['anbckoBa H./I. (2003) momuepku-
BaeT B)KHOCTb MHTEPAKTUBHBIX (OPM 00yUdeHHS], 0OBbEANHSIIONINX YUAIINXCS — CyObEeKTOB Y4eOHOT0 Tporecca
U MPUAAIONINX TIpolieccy 00yueHHMs TOMCTHHE JESTebHOCTHBIN XapakTep. B cBoro odepenp, nesTenbHOCTHAS
OCHOBa 00y4YeHHS MTPEAMETY HAMIYUIINM 00pa3oM BHIPaXKaeTCsl B CAMOCTOSITEIIbHBIX, TPYIITOBBIX M KOJIIIEKTHB-
HBIX (hopMax O0OydeHUSL.

OnHOIt 13 KOJUIEKTUBHEIX (popM 00y4eHHS, Ubsl MOIMYJIIPHOCTH BO3PACTACT C KaXKBIM I'OJIOM, SIBIISICTCS TIPO-
eKTHas JIesITeIbHOCTh. OCOOCHHO BaXKHA MPOEKTHAS JEIATEILHOCTh KaK METOJ| Pa3BUTHsI MO3HABATEIbHBIX WH-
tepecoB y yuamuxcs. Cepree .C. (2005) onuceIBaeT MpoekT Kak ocodyro guiocoduio odpasoBanus, Guio-
co(uIo Ienu 1 AesITeNIbHOCTH, PUI0CO(UIO pe3yIbTaToB U TOCTIKeHNH. OH CUNTAET, YTO MPOEKT — 3TO popma
OpraHM3alUK Y4eOHOTO MPOoIecca, a MPOEKTHAS JAESTeIbHOCTD MOXKET CTaTh aIbTEPHATUBOM KIACCHO-YPOYHOMY
o0yudenuto. IHBIMHK c10BaMu, IPOEKT (IPOEKTHPOBAHUE) — 3TO COJepKaHKe U MeTox 00yueHusi. OH MOXeT ObITh
UCIIONIB30BaH B M3yUYEHUH JIFOOOTO MpeMeTa U MOXKET NPUMEHSTHCS KaK Ha YPOKax, Tak M BO BHEKJIACCHOH pa-
6ote. IIpoekT opreHTHPOBAH Ha JOCTHXEHHE LIEJIei cCaMUX YJallnuXcs, ¥ MO3TOMY OH yHHKaneH. OH ¢opmupyer
HEBEPOSITHO OOJBIIOE KOJTMYECTBO YMEHHUH M HABBIKOB, M TIOATOMY OH 3¢ dekrueH. OH (hopMupyeT OnbIT Jes-
TEJIFHOCTH, ¥ IO9TOMY OH HE3aMEHHM.

Cornacuo onpeneneruto [lomar E.C (2000), MeTox MPOEKTOB — 3TO OMPEACICHHBIM 00pa30M OpraHW30-
BaHHasl, TOUCKOBAs, UCCIICOBATEIILCKAS ICATCIPHOCTh YYAIIUXCS, HHIUBUIyaTbHas WX TPYIIIOBasi, KOTOpas
MpeyCMaTPUBAET HE MPOCTO JOCTH)KEHUE TOTO WJIM WHOTO pe3yibTara, o(OpMIICHHOTO B BUAEC KOHKPETHOTO
MPAKTUYIECCKOTO BHIXOJIA, HO OPTaHM3AIUIO MPOIIECCa TOCTHKECHHUS 3TOTO Pe3yibTara.

[TomrMO NpoEKTHOI PaboOTHI, CyNIECTBYET LENbIH Psii HHHOBAIIMOHHBIX METOOB O0YyYSHHUSI HHOCTPAHHBIM
SI3BIKaM, KOTOPBIE MIPE/IONAaraloT HOBBIE CIIOCOOBI B3aUMOJICHCTBHS «IIPEIO/IaBaTelb — CTYACHT» M IpeIaraloT
UM BO3MOXXHOCTBH COYETaTh TPAJAWIMOHHBIA XOA YPOKa C BHPTyalbHOH (a3oil. B wacTHOCTH, Ha pa3UYHBIX
(opymMax IMOCTOSIHHO ONMCHIBAIOTCS IPEUMYIIIECTBA AUCTAHIIMOHHOTO 00yueHus. Mapacanosa K.11. (2019) npu-
BOJIUT ILIEJbIH PsJl JOBOZOB B €ro Moib3y. B mepByro ouepenb, 3T0 cBOOOIA AOCTYyIA, KOTJa ydaliecs MOTYyT
3aHMMAaTbCS IPAKTHYECKH B JTIFOOOM MeCTe, UMesl paBHbIE BO3MO>KHOCTH, HE3aBUCHMO OT MX MECTa IPOKUBAHUS,
BO3MOXKHOCTH 3aHUMAThCs 3a pyOeKoM, He Hecsl IIPH 3TOM 3arpar Ha oOyueHue. He MeHee mpuBIiieKarenbHa
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ruOKOCTh 06yquI/I$I. CnymaTeJm JAUCTAaHIIMOHHBIX KYpCOB MOT'YT aJallITUPOBATH MPOLICCC OGy‘IeHI/IH 1oa CBOU
HOTpe6HOCTI/I u BI)I6I/IpaTI) Ipyu 5TOM CaMOCTOATCIBHO y,Z[O6HO€ BpEMs I O6y‘leHI/I$I.

JucTaHIIMOHHOE 00y4YeHHUE TIOJTy4aeT CBOE Pa3BHUTHE B AUCTAHIIMOHHOM COTPYIHHYECTBE Ha MEXIyHApO-
HOM YpOBHE. AKTyaJbHOCTb TE€MBbI JUCTAHIIIOHHOTO COTPYJHUUYECTBA MPU U3yUYCHUH MHOCTPAHHOTIO SI3bIKA 3a-
KJIFOYaeTCsI B TOM, YTO CPE/IM MOJIOJICKH B YCIIOBUSIX INI00AIN3UPOBAHHOTO MUPA PacTeT HE TOIBKO MOTPEOHOCTh
B OOIIICHHUH B COMANIBHBIX CETSIX, HO U MHTEPEC K OHJIaliH-00pa30BaHMIO, IPHUEM HE3aBHCUMO OT reorpadude-
CKOTO IOJIOXKEHUS BY30B. 3aCiTy’KUBaeT BHUMAaHHs TPOMaJHBIA MOTEHIIUAN MOJIOJOTO MOKOJIEHHsI, OXBaThIBAIO-
LM BCE CETMEHTHI 00IIIECTBEHHON HU3HH — OT ITOJIMTUKH 10 OM3HEca, OT HayKH U 00pa30BaHMs 10 IPaKIaHCKO-
ro obmectBa. CerofHs IMEHHO MOJIOAEKb (POPMHUPYET IKOHOMHUECKOE M COIMaIbHOE Oyayliee CBOMX CTpaH,
MEHSIET MHp, HE JKaJIeeT CHJI JJIsl BHEPSHNUS TPUHIIMIIOB II00AJIBHON IpaXkJaHCTBEHHOCTH M TIOCTPOEHHS Oojiee
B3aUMOCBsI3aHHOTO oOImmecTBa. L{enbio onmMchBaEMOro NMpoeKTa MUCTAaHIMOHHOTO COTPYJHHYECTBA B paMKax
YHHUBEPCUTETCKOH 00pa3oBaTeJIbHON MPOrpaMMBbl CTajl0 CTAHOBJIEHHUE AMAajora M OpraHu3alys NapTHEPCKOTO
B3aMMOJICHCTBUS MEXY CTYJCHTaMU, U3y4arolllUMHI SKOHOMHKY B YHUBEpCUTETaxX ABCTpuH, Benrpuu u Yexun.
B wactHOCTH, B HEM ObUTH TIpezicTaBlIeHbl BeHCKMIT SKOHOMUUECKHI YHUBEPCHUTET, bynanemTckuii 5kKoHOMHIYe-
CKUH YHUBEPCHUTET NPHUKIAIHBIX HayK 1 YHHBepcuteT [lapmyOune.

Peanuzanuu onmceIBacMOro MPOEKTa MPE/IICCTBOBAIM JIBA OCHOBHBIX coObITHA. B ampene 2022 rona Yausep-
curert [lapayOuiie oprann3oBai cMemaHHbIi HHTEHCHBHBIN Kype (BIP) nuist mpernogasareneii HeMenkoro si3bika
U3 YHHUBEPCUTETOB Pa3HBIX CTpaH. bynamermrckuii skoHoMuueckuil yauBepcuteT (BDY) mpencrapinsiia qoneHT
kadeapsl s361K0B crenmaibHOCTH Yak OBa Kitapa Ph.D. Pesynsrarom paOoThl KOJUIET SIBUJIACH MHTCPHAIIMOHA-
nu3anus Kypca «BBeneHue B 1e10BO# s3bIK» B oceHHeM cemecTpe 2022 roga, mpuyeM Kpyr YYaCTHHKOB pac-
LIUPUJIICS: OTAETbHBIE BUPTYaJIbHbIE KOMaH bl COCTABUIIN TAKXKE CTYACHTHI, U3Y4aIOIIUE PYCCKUH SI3bIK. ABTOPY
CTaTbu OBLTO MPEIOKECHO TUCTAHIIMOHHOE COTPYAHUICCTBO B paMKax Kypca JACJIOBOTO PYCCKOTO S3bIKA.

BropeiM (akTopoM, CIOCOOCTBYIOIINM CO3JaHUI0 WHTEPHAIIMOHAIBHBIX TEJETaHAEMOB JUIS W3YYaloIInX
pycckuii 361k B BOY, cran cemunap 11 kosuier, KoTopslil B uroHe 2022 roga nposena qoueHT bynanemrckoro
sKoHOMHu4eckoro yHusepcurera Kopum Pura Ph.D. Cemunap, npoxonuBIiuuii B IepeBojic Ha pycCKuil 1oj Ha-
3BaHNeM «KTo HIIeT, TOT HaiAeT» - WM KaK MHTEPHAI[MOHAJIM3UPOBATh CBOH Kypc?», HMel OONBIION ycHex.
Y4acTHUKM ceMUHapa IPUBEIH MHOXXECTBO JIOBOJIOB, ITOYEMY, Ha UX B3IJIAA, B poliecce 00yUeHNs CIEAYET Bce
GoIbIlIe OPUEHTHPOBATHCS HA MHTEPHAIMOHAIN3AINIO KYPCOB.

B MEPBYIO OYCepCab, OH CHOCOGCTByeT pacHIinpeHUIO o0MeHa 3HAHMSAMU KaK Cpe€au CTyACHTOB, TaK U CPEAU IIPC-
HOHaBaTeﬂeﬁ. I[J'IH obenx TpynIl COBEPUICHHO H606X0,HI/IMO CJICA0BATh TCHACHIUAM OTKPBITOCTH MUpA U 1IAaraTb
B HOT'Y C YCKOPAOINIUMUCH MpoLcccaMu rno6ann3au1/n/1. HpI/I 9TOM Ba>XHO OCO3HaBaTb, 4YTO }_'[BI/I)KyHIeﬁ CHIION
MHPOBOI'0 pa3BUTHSA SABJISICTCS KOOICpalus U HU B KOEM CJIy4ac HC HU30JIALAA. C IIperﬁ CTOPOHBI, moboe co-
TPYAHUYICCTBO BOCHUTHIBACT U YKPCIUIACT TOJICPAHTHOCTL U obecrieunBaeT pa3H006pa3I/Ie Ha pa3sHbIX YPOBHIX.
I/I, HC B IMMOCJICAHIOO OY€pCAb, MHTCPpHALIMOHATIN3allusA KypCOB MOTUBHUPYET UCIIOJIB30BATh HMHOCTPAHHBIC A3BIKU,
MMpUYEeM B CaMbIX PA3JIMIHBIX CUTYyallUAX.

B crenax YHUBEPCUTCTA MbI BCTPEHYACMCS C PA3HBIMU (l)OpMaMI/I HWHTCpHAlMOHATIU3aluH. CyIIIeCTByeT pana
COBMCCTHBIX MCKYHUBCPCUTCTCKUX MPOCKTOB, HAIIPUMED, 3pa3Myc, 9pa3Myc =+, MO6I/IJ'II/I3aIII/I$I npenogaBare-
J'ICI71, BCCBO3MOXKHBIC MMAPTHEPCKUC ITPOTPAMMEI. Chv'i MmporpaMMbl NPEAOCTABIAOT BOBMOKHOCTD JI1 COTPYAHHN-
YCCTBA KaK Ha YPOBHE CTYJACHTOB, TaK U Ha YPOBHE KOJLJICT 3apy6e>1<m,1x BY30B. Z[J'IS[ Y4acCTus B 3TUX ITPOrpaMMax
HCO6X0)II/IMO, O/IHAKO, OTBCYATh OIPCACIICHHBIM Tpe6OBaHI/IHM, YTO YCIIOKHACT AOCTYI K COBMECTHOM pa60Te.

BupryanbsHelii 0OMeH npeacTasisieT co0oit 6oee mpocTol MyTh, MOCKOJIBKY /1aeT BO3MOKHOCTH BKIIIOUUTH

3JIECMCHTBI MHTCPHAIIMOHAJIU3AllH B HAIIIK YPOKU 0€e3 KaKux-1u00 AIMHUHUCTPATUBHBIX IIPErpaj, 10roBOPOB WIN
COFJ'IaHIeHPIﬁ, UMCIOIIUX (I)I/IHaHCOBI)Ie CTOPOHBI. On BBIACIACTCA CBOEH MaKCUMAaJIbHOW THOKOCTEIO.
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B pamkax ¢popmansHOTO MK He(OpPMaIEHOTO 00y4YeHNs BUPTYaJIbHEI 0OMEH HalleJIeH Ha Iiepeady MeK/1y-
HapOJHOTO, MEKKYJIBTYPHOTO OIBITAa KAK MO’KHO OOJIBIIIEMY KPYTY YYaIIHUXCsl, a TaKKe Ha Pa3BUTHE TAaKUX COPT
CKWJIIOB KaK IIU(poBast KOMIIETEHIIMS, S3bIKOBBIE 1 KOMMYHHKaTHBHBIC HAaBBIKH, COTPYTHUYECTBO B KOMaH/ax C
Pa3IMYHBIMH KYJIBTypaMHu.

Camas 1r1aBHas 1CJIb IPpU 3TOM, YTOOBI CTYACHTEI, pa60Ta${ B Ipynrax, CMOITIM CUHXPOHHO WJIN aCUHXPOHHO
YTO-TO p€ain30BaThb, MPOU3BECCTU KaKOI-TO KOHEUHBIH MOPOAYKT KaK pe3yabTar COBMECTHOM JACATCIPHOCTH U
MPE3CHTOBATDH 3TOT MPOAYKT B KaKO#-TO (bopMe.

(DOpMLI OIMUCBIBAEMOI'0 COTPYAHUYCCTBA JOBOJIBHO MPOCTHI: IBA UJIHU Ooble npenoz[aBaTenei/'I BBICTYIIAOT
C HH,HHBHZ[yaJILHOﬁ PIHPIIII/IaTI/IBoﬁ U BMCCTC pa3pa6aTLIBa10T 3aJaHud U1 CTYACHTOB Ha OJUH CEMECTP. Pa3pa—
OoTaHHbBIE nporpaMmMbl OeCIIaTHBEL U CIIOCOOHBI IMpUBJICYb 0OJIBIIOE KOIHYECTBO Y4aCTHHKOB. XapaKTeprIe
YCPTHI:

> COTPYIHHMYECTBO ABYX WM OOJIbIIIE YHUBEPCUTETOB;

» POROJIKHUTENBHOCTH OT 4 10 2 HEJelb;

> LieNb HE CO3/1aHUE HOBOTO Kypca, a MHTETpalys 3alaHHi B yXKe CYLIECTBYIOIIUII Kypc;

» BO3MOXXHOCTH M3MEHEHUSI METOJIMKH pa3pabdOTKH MaTepHaa;

» paboTta mapajuieNIbHO ¢ KypcoM (B paMKax Kypca WIH B Ipyroe BpeMsi BHE Kypca);

> aKTHMBHAs 4acTb: SKCIIEPUMEHTAIFHOE 00y4YeHHE WIIH CUMYJIISIIINS CUTYallUH, C KOTOPOH CTY/IEHTHI CMOTYT
CTONKHYTBCSI TO3KE HA IPAKTHUKE.

M. [dynmu u M. Bunarpe (2022) BuAAT CylIeCTBEHHOE OTIMYHE BHPTYyaJbHOTO 0OMEHa OT APYrux (Gopm
KOMMYHHUKaTHBHOTO ITOJX0/1a B 00y4EeHUH HHOCTPAHHBIM SI3bIKaM B TOM, YTO OH peaJIn3yeTcs 3a c4eT OOLIeHHUS
IperoiaBaTeieil s3pIka ¥ CTYICHTOB, HAXOSIIIUXCS B pPa3HbIX reorpaduiyeckux Toukax. IMeHHO Mo3TOMY OH
TpeOyeT TIaTesbHO pa3paboTaHHbBIX 3a1ad U AeicTBuid. Kypc JomkeH OBITh COBMECTHO COCTABJICH M pealu-
30BaH OoJyiee 4eM OIHHUM npenopaBareneM. [Ipu atom cienyer ocobo Beienuts cinoBa [IPEITIO/JABATEJID,
OBYUYEHUE U COTPYAHUYECTBO. B nocneanee Bpems nngposas cpena o0ydeHNsT 1 KOMMYHHUKAIIHOH-
HBIE TEXHOJIOTHH BBIIUIA Ha MEPBBIHA u1aH B chepe oOpa3oBaHms, OCKOIbKY ItobanbHas mangemus: Covid
19 BbIHYAMIA yyuTeJIeH M y4allMXcs BO BCEM MHUpE OBICTPO NepeiTn Ha OHJaWH-KoH(HUrypanuu. OpHako
OHJIAH-00y4eHHE — 3TO HE TO )K€ CaMoe, YTO BUPTyaJbHBIH 00MeH. BupTyansHblii 00MEH BKIIOYaeT B ceds
IpoLecc, KOTOPBIH MOAAEPKUBACTCS U YIPABILETCA HE OJHUM YUYHTENIEM B KJAcCe, a BCEMH YYaCTHHKAMHU
MPOEKTA.

[TomoOHBIE TPOEKTHI AAIOT BO3MOXKHOCTH UCIIPOOOBATh YTO-TO HOBOE, MAaKCHMAJILHO BTSHYTH CTY/IECHTOB B
paboTy, BEIMTH 32 paMKH OOBIYHOTO Kypca U IO3KE MPOJOIDKHUTE paboTy B JT1000€ BpeMsL.

Kpome aBTopa cTaTby, COBMECTHBIM MPOEKTOM AUCTAHIIMOHHOTO COTPYIHHUECTBA PYKOBOIWIN KOJJIETH U3 AB-
crpun 1 Uexuu Taresna [ltannep u Panka [lIBannaxoBa. B npoexre npunsinu yuactue 32 cryzneHra: 9 us as-
ctpuiickoro, 10 u3 gemckoro u 13 u3 BeHrepckoro yHuBepcuTeToB. [IoMHMO aBCTpUILEB, YEXOB U BEHTPOB, B
BUPTYaJIbHBIX IPYINax ObUIN MPEACTaBICHEI U JPYTrHe HAIIMOHATBHOCTH, B YaCTHOCTH, ydainuecs u3 bonrapuu,
[Monbmm u Cepbun, nomyyatomue oOpa3zoBaHue 3a TPAHHULICH.

Pabora coctosina u3 Tpex das:

1. VYcraHoBieHHE KOHTAKTOB B TPYIIAX MO 2 YeJloBeKa
2. CoBMecTHOE MpeACTaBIeHNEe YHUBEPCUTETOB B IpyMIax Mo 6 4eIoBex
3. Pa3paboTka u nmpe3eHTanus COBMECTHOTO CTapTarna B TPyIIax 1mo 6-7 4eloBeK

B xone pabotsl Ha mtatgopme Teams ObLIH TPOBEICHBI JIBE OHJIAHH-BCTPEUH C TPOMEKYTKOM B OJIMH MECSII.
J1o epBO# BCTPEUH CTY/ICHTHI IOJKHBI OBUTH TTO3HAKOMHUTLCS C OJJHUM U3 YYaCTHHUKOB JIPyroi HAIMOHAIBHOCTH
W IIPEACTaBUTH €To Ipernoaasarento. [lapannensHo KaXIblii U3 CTYIEHTOB paboTall Ha/l IPEACTaBICHUEM CBOETO
yHHBepcuTeTa. Bo BpeMsi epBOil KOJUIEKTHBHON OHJIAMH-BCTpEUN ydaniuecs: OblIM pa3OUTHl HAa CMEIIaHHbIE
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TpynInsl B J0JDKHBL ObutH 32 30-40 MuUHYT pa3paboTaTh COBMECTHYIO MPE3CHTAIMIO, BKIIOYAIOIIYIO IIaBHYIO
nH}opManuio o By3ax. B 3aBepiaromieil — caMoif TBOPUECKOH U caMOil HHTEPECHOH — (ha3e MpoeKTa IPyIIIEI ¢
yKE ONpPEETUBIIMNMCS COCTaBOM ITTOJTYUHIIH 33ajaHue pa3paboTarh COBMECTHBIM CTapTam | IIPEACTaBUTh €T0 Ha
3aKJIIOYMTENFHOM OHNalH-BecTpeue. [Ipn pa3paboTke OHM MOIIIM ONHMPAThCs Ha CIEAYIOIINE ITyHKTHI, JTOTIOMHSS
U pa3BHBas UX Ha CBOE YCMOTPEHUE:

1. Cdepa nesTenbHOCTH U IPOILYKT KOMIIAHUU
2. Hasganwue, nororum, ciora, mTad-KBapTUpa KOMIAHUH
3. Pacmpeznenenue 00s3aHHOCTEH BHYTPH KOMaH/bI, TIPUBJICIEHHUE CIICIHAINCTOB
4. AHanu3 pplHKA U KOHKYpPEHINH
5. HeynoBneTBopeHHBIE TOTPEOHOCTH, PHIHOYHASI HUIIIA
6. lleneas aynutopus
7. busnec-Mozens nmpoekra

8. Kanaunbr cOpiTa

9. Mapketunr

10. CtapToBBIil KanuTal, 3apOC HA HHBECTUINH

B XOAC MPE3CHTAlMU CBOCTO CTapTala KaxxJaad U3 IpyIi JOJIKHA ObLIa y6CI[I/ITI> NMOTCHIUAJIBbHBIX CLTOHCOPOB
(B JaHHOM cCliy4dae npenoz[aBaTeﬂeﬁ) O BBII'OZIC BJIIOXKXHUTH CBOM KamuTall B HWHHOBAIIMOHHOC TMPCANIPUATUC. Co-
BMECTHO OBLIH pa3pa60TaHLI CJICAYIOIHNEC CTapTallbl:

Oynrpak «MexayHapOAHbINH KHOCK» cO clIoraHoM «C TpsAJIKHA Ha CTOJD»
[punoxeHue U1 3HAKOMCTB U OOIIECHUS HA PACCTOSTHUU
[Ipou3BOACTBO SHEPTUH U3 OTXOJ0B

ITancnonar as cobak «J{0BOJBHBIA MTHTOMEID

Opranu3zanus Typrnoe3aok no Ascrpuu, Benrpuu, Uexuu

Rl N

Bo BpEMs HOCHGI[HGﬁ OHHaI;'IH-BCTpe‘{I/I ObLI MMPOBEACH KOHKYPC Ha JIYUIIYIO ITPE3CHTAIUIO CTapTaria no Tpem
KaTeropusiMm:

1. Jlydmas uaes
2. Jly4mas ycTHas mpe3eHTalus
3. Jlyumas npesenranust PPT

Ha 3ToM 3Tame CTyJICHTHI MOIJIA TOJIOCOBaTh M BHIOPATh MOOCAUTEICH B KAXKIOW M3 TICPCUYUCICHHBIX BBIIIIC
KaTeropuu.

Ilocne 3aBCPUICHUA pa6OTBI HaJl IPOCKTOM CpCAr BCHICPCKUX YUYACTHHUKOB OBLI OPpOBCACH ONPOC, B KOTOPOM
MPUHAIN Yy4aCTUC 10 uenoBek. Hmxe CJICAYIOT BOIIPOCHI aHKETHI C OTBETAMU CTYACHTOB:

1. CuauTaere 11 BBI IOJE3HBIM OTKPBITHE)» KJIACCOB U HHTCPHAIIMOHATU3AIIIO KypcoB? (ma: 10, HeT: 0)
Jlydrire 1 3aITOMMHAIOTCSI HHOCTPaHHBIE CJI0BA M BHIPAXKEHNUSI BO BpeMsi COBMECTHOH paboThi? (na: 7, Her: 3)
Jlyuie v 3altOMUHAIOTCSI MHOCTPAHHBIE CIIOBA M BBIP@XKEHHS BO BpeMsl paboThI 1Mo yueOHUKY? (na: 5,
HET: 5)

Bbu10 1T BaM TpyAHO MOHMMATh PYCCKOSI3BIYHBIX YYACTHUKOB IpoekTa? (na: 3, Het: 7)

Brsuto 111 BaM TpyAHO MOHKMMATh CTYACHTOB APYTUX HallMOHANbHOCTEH? (na: 6, HeT: 4)

Jlerko yn ObLTO HAWTH OOIIKH SI3BIK C MHOCTPAaHHBIMU TOBAapHIAMH TTo Tpymme? (1a: 7, Het: 3)

Bb110 111 CcI10’KHEE TOBOPHUTH MO-PYCCKHU B (GKUBOI» CUTYallMH, YeM Ha OOBIYHOM ypoke? (na: 6, HeT: 4)
Memiaso M «IpUCYTCTBUE» YUnTeed paboTe B BUPTyalbHbIX rpynmnax? (na: 7, Her: 3)

HamepeBaerech 111 BBI OAEP)KUBATH KOHTAKTHI C TEM MJIM MHBIM OHOTPYITITHUKOM B Oymymem? (na: 2,
HET: 8)

10. Kak BaM B 11€JI0M TOHPaBUJIMCH OHJIAHH-BCTPEUH?

- bBbuto Beceno / mHTEpECHO / XOPOIIIO.

w
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— MBI XOpoIIO NPOBETH BPEMS.

- Bcerpeun noHpaBUINCE.

- Sl pan/a, uTo cMoOr/Na y4acTBOBATh B IIPOEKTE.

- Jlymaro, 4To Hy>kHO OoJpiie BcTped. [IpoMeKyToK Mex Ty HUMH ObLT OOJIBIION.
- He nonpasuiucs.

Kpome 0TBeTOB Ha KOHKPETHBIE BOIPOCH! aHKETHI, BEHT€PCKHE CTYAECHTHI TaKXKe OMUCAJIA CBOH BIICUATICHUS
0 MPOEKTe, pa30MB MX Ha CIIEIYIOINE TPYIIIBI:

1. Cama naes COTpyAHN4YE€CTBa ¢ MTHOCTPAHHBIMU CTYJCHTAMU

Xopo1mas ujesi, MOXKHO JIydlle y3HaTh APYTUe KYJIbTypBI.

Wnes xoporasi, ¢ HEKOTOPBIMH YYaCTHUKaMHU MOKHO OBLIO OYEHb JIETKO YCTAHOBHTH KOHTAKTBI U
o0marecs naxke BHe npoekTa. Ho, Kk coxkanenunto, ObUIM U ¥ TaKUe, C KOTOPBIMHU 3TO HE YaJoCh, YTO
MIPEMSITCTBOBAJIO COBMECTHOM paboTe.

Bru10 3axBaTkIBarOIIE, HECMOTPS Ha HEKOTOPBIE TPYIHOCTH, TaK KaK C OJHOTPYINIIHUKAMU pa3roBapu-
BaJI TONBKO MO-PYCCKU.

IIpexpacHas BO3MOXKHOCTb 3aBECTH 3HAKOMCTBA C JIIOABMU U3 IPYTUX CTPaH.

Wpnes xopoas, HO Ha PacCTOSHUYM KOMMYHHUKanus He padorana.

2. Temaruka (3HAKOMCTBO, YHUBEPCHUTETHI, CTapTaI)

Temaruka mpoekTa OblIa XOpOIo pa3ieiacHa. Mbl HMETH BO3MOKHOCTh CHAYaJIa YTO-TO y3HATh JAPYT
0 JIpyTe, 3aTeM O IPYTUX YHUBEPCUTETAX, & B KOHIIC BMECTE «IIOPadOTATh.

OdYeHb XOpOoIIo OBLTO, YTO HYXKHO OBLIO «CO3/IaTh» CBOM cTapTa.

[MoctpoeHue TeM OBLIO UICATHHEBIM.

3HAKOMCTBA JIPYT C APYIOM HE MOJIYYHIOCH, TaK KaK MHE HE OTBETIUIH. Bbruto HempustHO. Jlydre
OBUTO OBI TO3HAKOMUTHCS BCEH TPYIIION.

[ToHpaBUIIOCH, UTO y KaXIOTO OBLIA CBOS IS JUISI CTapTara.

[None3nas Temaruka 1mo npoQuiIr0 YHUBEPCUTETA.

3. Temmsl paboTs! (OTBEAEHHOE BpeMsl Ha KOHKPETHBIC 3a/IaHMs)

TpymHO OBUTO OBICTPO TOCTYYATHCS A0 JIFONCH.

AJICKBaTHBIC TEMITBL.

Bruto Mano BpeMeHH.

Camoro BpeMeHH OBLIO JIOCTaTOYHO, TOJIBKO IPYIIa padoTalia He CIIUIIKOM OIIEPATHBHO.

TpymHO OBLIO COTIACOBATh MEPBBIC MIATH, HO MOCIE TOTO, KaK BCE 3a/1a4d OBLIH PACIIPECICHBI, pa-
0oTa momnwIa OBICTPO.

Mg 031HO Ha4aIu paboTaTh HAJ CBOCH 3aaveii, MO3TOMY Hao ObLTO paboTaTh OYEHB OBICTPO.
MBI BCe TOBOJIEHO OBICTPO COTIACOBAIIH.

He xBarano quHaMUKH.

MBI IpoBUTAIHCE OBICTPO, TaK KaK cpa3y JKe pacIpEICITHIN 00s3aHHOCTH.

4. prI[HO CTU

He Bce cepbe3HO OTHECTHCH K paboTe.

TpymHOCTH OBLTH TOJBKO Ha HAYAJFHOM 3Tare MPH YCTAHOBJICHUN KOHTAKTOB.
BornbIoe Komu4ecTBO YYaCTHUKOB B TPYIIIE 3aTPYIHSIO PadoTy.

TpymHO OBUTO MOHMMATh HHOCTPAHHBIX OJHOTPYIIITHUKOB.

TexHUYECKUE MPOOICMEL.

Pabora B komanze.

5. Uro noHpaBHUIOCH

3HAKOMCTBO C HOBBEIMM JIFOIbMHU.

[To3HaBaTempHO OBLTO CO3EpIaTh OTHOIICHUE IPYTHUX CTYACHTOB K padore.
Pa3ButHe nenoBoH JIEKCUKU.

Wnes craprama, coBMecTHas paboTa.

Uto HY>KHO OBLIO ITOJTOTOBUTH 33/IaHUS HAa PYyCCKOM SI3BIKE.



6. Ilomb3a
— SI3pIKOBast MpaKTHKA M MIPAKTHKA paboTaTh B KOMaH/IE.
- Pa3BuTue 1en10BOro pyccKoro s3bIka.
— Pycckuii A3bIK B «OKMBOM CUTyallUum.
- HayuuTbcst HAXOAUTH KOMIIPOMUCC, KOTIa BCTPEUAIOTCS pa3Hble UJEH U TOUKU 3PEHUS.

W3 OT3BIBOB CTYAEHTOB BBITEKACT, YTO OOJIBIIMHCTBO ONPOIICHHBIX MOJIOKUTEIHFHO OLEHUBAET HJCI0 IPOEKTa U
BUJIUT B CBOEM YYacCTHH B HEM NOJb3y Aist ceOst. [Tomapmsironiee OOIBIIMHCTBO BBIPA3MIIO XKETaHHE IPOIOIKUTE
paboTy B paMKax HOBBIX IPOEKTOB. B CBOIO ouepesib, BO3HUKIINE PU PEIICHUN COBMECTHBIX 3aJ1a4 TPYIHOCTH
CBUJICTEJIBCTBYIOT O TOM, HACKOJIBKO BayKeH JUIsl OyIyIIMX CIICIMAIMCTOB CUMYJIITUBHBINA TPEHHUHT JUISl PA3BUTHS
HaBBIKOB 3()()eKTHBHOTO yIpaBJeHUS] BPEMEHEM M pa0OTHl B KoMaHJe. HecoMHEHHO, OIBIT, NpHOOpETEHHBIN
CTYAEHTaMU TIPH peaIH3aliy 3a[yMaHHOTO MPOEKTa, TOMOXKET UM B MX JAJIbHEHIIEH podeccnoHaIbHOI Jes-
TENBHOCTH JIETUe CIIPABUTHCS ¢ TAKUMU BBI30BAMU COBPEMEHHOCTH, KaK KOMIIETEHTHAsI MEXKKYIBTypHast KOMMY-
HUKaIus B NI00ATLHOM JISTIOBOM KOHTEKCTE, OBICTpast peakiysl Ha BHEITHUE N3MEHEHHS 1 YMEHHE HAWTH ITOIX0]
K JIEIOBOMY MapTHEPY J1aXKe B CIOXKHBIX CUTYaIUsX.

BaxxHocTh mpuoOpeTeHHs ombITa B MOJAOOHBIX MPOEKTax MOMYEpPKHBAECT MpiaHackuil npodeccop O’ dayn
(2022), xoTOpPBI KOOPIMHUPOBAJ MPOEKTHl Erasmus+ 1o MHTErpanyuy M paciIMpeHHI0 BUPTYalbHOTO OOMEHa
1 oIyOJIMKOBaJ MHOXKECTBO PaboT 00 ero MCIOJIb30BaHUK B BBICIIEM 00pa3oBaHHU. B MHTEpPBBIO C JOKTOPOM
Snom Kepxepom Ha TeMy, Kak BUPTyaJIbHbIH 0OMEH IIOMOTAeT MPUOOPECTH BaKHbIE HAaBBIKH, HEOOXOMMBIEC Ha
MEXIYHApOTHOM PBIHKE TPYAA, OH OTMEYAET, YTO XOTS BUPTYAIbHBII OOMEH MOXKET MOHa4Yajy BbI3BaTh HEYBe-
PEHHOCTB KaK y CTY/ICHTOB, TaK M y IperojaBaresieli, Be1b coOupasi BMECTe CTYJICHTOB M3 Pa3HBIX CTpaH, MBI HE
MOKEM IPE/IBUAETD, KaK OyZeT pa3BUBaThCS 3TOT OOMEH U IPOXOIUTH OOIIEHNE, HO MIMEHHO ATOT aCHEKT UMEeT
pemiaroniee 3Ha4eHHE, IIOCKOJIbKY CTYIEHTHI Ha COOCTBEHHOM OIIBITE Y3HAIOT, YTO TPeOyeT OT HUX pealibHBIH
pBIHOK Tpyna. [ToroMy 4uTo MHOTHE M3 HUX OyIyT paboTaTh MO3Ke B MEKAYHAPOIHBIX KOMaHAaX U OOIIaThCS B
OHJIalH-cpesie. BupTyasbHBIi 0OMEH TOTOBHT HX K 9TOMY.
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Kalafatics Zsuzsanna Borbala Magocsi Nyina
BGE, Nemzetkézi Uzleti Szaknyelvek Tanszék BCE, Idegennyelvi Oktaté és Kutatékozpont

HexkoTopsbie 3aMeTKH K BONIPOCAM 0 IPUMEHEHNH KOTHUTHBHOIO
10/JX0/1a B 00y4E€HUHU PYCCKOMY S3BIKY

A3bIK U KYIbMypa Hepazoenumbvl 8 NPeno0a8anHuu UHOCMpanHbIX A3vikos, exmiovas PKHU. Ilpaxmuka npenodasanus
A3bIKA MOdHcem Obimb O0iee YCNewHOU, ecau npenodagament A3vika Oy0ym onupamscsi Ha 8bl600bl KOZHUMUBHOU
JIUHSBUCTIUKY U TUH2BOKYIIIMYPOTLOUU, A MAKICE HA AHANU3 SI3LIKOGOU KapmuHsl mupa. B cmamve gvioensiiom-
€Sl MpU OCHOGHbIE UOeU KYIbMYPHOU TUHSBUCTUKU: 3HAYCHUE SPAMMAMUYECKO20 COOEPHCAHUSL, YEHMPATbHOCMY
3HAYeHUs U uzyyeHue Konmexcma. Hnmezpuposannoe npenooasanue sA3uika u Kyismypbl 0aem Xopoutyio 603mMoic-
HOCMb U3Y4UmMb KOHYENmyanbHyl0 OCHOBY NOHAMUs «OeHbeuy. Konyenm «Oenbeuy s61s1emcs 4acmuio KapmuHbsl
MUPA U USpaem 6adCHyo poitb 6 Cucmeme HayUOHAIbHLIX yenHocme. Ilapemuu, cesazannvie ¢ OeHbeAMU, nepeyuc-
JIeHHbIE 8 IMOU CHambe, HeCym 6 cebe TUHLBUCTNUYECKYIO U CIPAHOBE0YECKYIO UHpOopMayuio.

KOCHUMUBHASL JIUHSBUCUKA, SI3bIKOBASL KAPMUHA MUpPQ, KOHYENnMyaiu3ayus, KOHYenm
«OeHbeuy, napemuu 0 0eHbeax

KorHuTuBHBIN NMOBOPOT MpHBEN K pajuKaIbHBIM M3MEHEHUSIM B JUCLUILIMHAX, UMEIOIMIUX CaMO€ HENoCpes-
CTBEHHOE OTHOILEHHE K S3bIKOBOM MEJaroruke: KOTHUTUBHOM HayKe, SMUCTEMOJIOTHH, IICUXOJIOTHH, JIMHTBUCTUKE
U Teopuu KoMMyHHKalu. [lo MHeHuro JlaHrakepa, MPUHIUIBI KOTHUTUBHOM JIMHTBUCTHKH B NIEPBYIO O4Yepenb
HEoOXOMMBI pa3padoTUMKaM y4eOHBIX MMPOorpaMM, HO UX TaK)K€ MOKHO BHEJPUTH B YUEOHBIN IUIaH, MPUMEHSS
cootBercTBytone MeToabl (LANGACKER 1987). Onmpasick Ha CBOH ONBIT COCTaBJICHUsS YYEOHUKOB, pa3pabOTKH
y4eOHBIX IPOTPaMM, TECTOB U 3aJaHHH S3bIKOBBIX 9K3aMEHOB M IIPETIOABaHUsI PYCCKOTO SI3bIKa, MBI MOYKEM YTBEp-
KJaTh, YTO KKABIH 00yJaronyii HHOCTPaHHOMY SI3BIKY IIPENoJiaBaTellb 33 yMbIBa€TCS Hal IPHPOJIOH, (PyHKIHO-
HHPOBAHHEM M 0COOCHHOCTSIMHU YEJIOBEUECKOTO si3bIka. KOHEeUHO, IpaKTHKa rpernoaaBanus (JOpMHUPYETCs HE TONb-
KO TOJ{ BIMSIHUEM UJI€H TMHTBUCTUKY, HO U O] BIMSHUEM B3DIAA0B HA IIPOLECCHI TO3HAHUS, U3yUYEHHS U 3HAHUS.
MBp1 yOeXIeHBI, 4TO TIPOTrPecc B METOIUKE MPEIOaBaHus sI3bIKa KaK HHOCTPAHHOTO MOYKET OBITh IOCTHTHYT TOJTb-
KO IIyTE€M HM3y4YeHHs U MCIIOJIb30BaHMsI MOCIIEJHNX HAay4HBIX JOCTIDKCHHUN. B Hamel crarbe Mbl 0c000 oTMeuaeMm,
YTO MPAKTHKA MPEIO/IaBaHus S3bIKa MOXKET OBITH O0JIee YCIIEIITHOM, €CITH ONMPAThCs Ha PE3yIIbTaThl KOTHUTHBHON
JIMHIBUCTHKY U TMHTBOKYJIBTYPOJIOTHH, A TAKXKE aHAIN3UPOBATh S3bIKOBYIO KAPTUHY MUPA.

OCHOBHOM Te3UC KOTHUTHUBHOU JINHT'BUCTHUKH 3aKJII0YAETCS B TOM, YTO KYJIbTYpPa, A3bIK U TO3HAHWUEC HCPpA3AC/In-
MbI. KiTr040M K OIIMCaHUIO S3BIKA SIBISCTCS aKIICHT Ha HeHTpaJ'ILHOﬁ PO 3HAYCHUS U CMBICJIOTBOPYCCTBA. OTta
TCOpUs (bOKYCI/IpyeTCH Ha BOIIPOCE O TOM, KaK CMBICJI CO34AaC€TCA B PE3YyJIbTAaTC MPOLECCOB MIOHUMAHUA U UHTEP-
MMPETAlITMOHHBIX onepaum‘/i. SI3bIK ABIISICTCS OJHOBPEMCHHO KOMIIOHCHTOM U Ba)KHEHIIINM PEeIpPE3CHTATUBHBIM
HWHCTPYMCHTOM KYJIbTYPBbI, 1, CJICAOBATCIIBHO, KYJIbTYPHBIC ABJICHUS OLYTHUMO MPOHNU3aHbI JIMHIBUCTUYCCKUMU
CTPYKTypamHu. C10)XHBIE OTHOILICHUS MCIKAY SA3BIKOM U KyﬂbTypOﬁ, SI3BIKOM U yHOTpe6ﬂeHI/I€M SI3bIKa ABJIAIOTCA
npeaMeTOM OTﬂeHBHOﬁ Me)K,Z[HCHPIHIIPIHapHOﬁ obmacTu — KyJ'IBTypHOﬁ JIMHIBUCTUKH. Kym,TypHaﬂ JIMHI'BUCTHUKA
OXBaThIBACT B3IIAbI I/ICCHC,HOBaTeﬂeﬁ u MeIcauTener XIX Beka o CYIIECTBOBAHUU B KAXKJIOM A3BIKC 0c000ro Mu-
POBO33PCHUA U HAPOAHOI'O AyXa, CAMBIM BJIUATCIIbHBIM U3 KOTOPBIX OwL1 Bunsrensm (l)OH ryM60J'[I>HT. CornacHo
FyM6om,z[Ty, pa3Hula MEXKAY SA3bIKaMU 3aKJIFOYACTCS HE B pa3Hoo6pa31/H/1 3BYKOB U 3HAaKOB, a B pa3Hoo6pa31/H/1
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MUpPOBO33peHuil. KynbTypHas TUHTBUCTHKA TaKKe MPUHUMAET TEOPUIO JTMHTBUCTHUYECKON OTHOCUTEIIBHOCTH,
KoTOpas accoruupyercs ¢ Dasapaom CenupoM u ero yueHnkoM benmkamuaom Jln Yopgom.

CoracHo Tak Ha3siBaeMoi runotese Cenupa- Yopda, MHIUBHBI IEPEHIMAIOT TOTOBBIE KaTETrOPHU Y CBOMX
COO0OIIECTB Yepe3 MPOLECcCH KyIbTypH3alui 1 CONUAIN3aU. DTN KaTeropuy yCBaHBAIOTCS UMH Yepe3 SI3bIK,
JIEKCUKY W TPaMMaTHKYy, HaBsI3bIBasi UM CIIOCO0 BHJICHHS W MBIIUICHUS. J|pyruMH clIOBaMH, SI3bIK OIPEIEIISIET,
KaK OHM BOCHPHUHHMMAIOT OKPY>KAIOIIUI UX MPUPOIHBIA U COLMAIBHBIA MHp, TPOTPaAMMHPYET U HAIPABISET UX
JeATENBHOCTD, aHAIM3UPYET UX BIIEUATIICHHS, CHHTE3UPYET MX THINYHOE ToBeaeHne. CortacHo MHEHHUIO KO-
pudeeB TMHTBOKYIBTYPOJIOTUH, «MBIIUIEHHE — 3TO BOIIPOC Pa3HBIX sI3BIKOBY» (,thinking is a matter of different
tongues”) (WHORF 1956: 239). [Ipumepsl, pazpaboTaHHbIE KyIbTYpHO!H JIMHTBUCTUKOH IJIs1 IPEOAOICHUS Pas3iii-
YUH MEXYy YCBOCHHBIMH Ha POJHOM $SI3bIKE KYJIBTYPHBIMH 3HAHUSIMH M KYJIBTYPHBIMHU 3HAHHUSIMH, BOTUIOIICHHbI-
MM B SI3bIKE TIEPEBO/IA, YPE3BBIYAWHO TIOJIE3HBI JUIS SI3IKOBOM ITE€arOTHKH.

B cuny cBoeil MeXAMCIUILTMHAPHON PUPOIBI KYJIBTypHAs JIMHTBUCTUKA HE UMEET €JUHOM TeMbI HCCIeI0Ba-
HUSI WA TEOPETUICCKOI OCHOBBI. E¢ aMepHKaHCKHIA aHAIOT 00Jice OPHEHTHPOBAH Ha MPAKTHKY, B OCHOBHOM CBSI-
3aH C MMOBEJICHYCCKUMHU HayKaMU U rcuxolorueii. Cpenu TOMIHUPYOUIUX TEM CTOUT YIOMSHYTH OOIIICHUE MEXKITY
MPEACTABUTEIIIMH PA3IHMYHBIX KYJIBTYPHBIX TPYII, ACJIOBOE OOIICHHUE, @ TAKXKE HIICOJIOTHYCCKIE U COIMAITU3AIIU-
OHHBIC 0COOCHHOCTH JUCKYPCcOB. B EBporie TeopeTiueckre paMKy, KaK MPaBHIIO, OMPEACIISIFOTCS aHTPOIOIOTUCH
Y KOTHUTHBHOM JIMHTBUCTUKOM. Poccuiickast TMHTBUCTHKA, HATTPUMED, OOBETUHMIIA KOTHUTHBH3M C HEOTYMOOJTB/I-
THAHCKUMH B3IJISJIAMH JUTS CO3IaHUS TaK Ha3bIBAEMOU SI3BIKOBOM KapTHHEI Mupa (MacioBa 1997).

B Hamewm rokmnaie Mbl BBLAEINM TPH (hakTopa cpe OCHOBHBIX H/IeH KyJIBTYpPHOW IMHTBUCTHKH: 1) OCMBICIIEHHE
rpaMMaTHYECKUX CTPYKTYP, 2) IEHTPAILHOCTD JIEKCHYECKOTO 3HAUCHHS U 3) IPaKTUUECKUH OIXO.

2.1 OcMBbIC/IeHre TPAMMATHYECKHX CTPYKTYP

B cootBeTcTBUM € TeOpHeH KyJabTYpHOU JIMHTBUCTUKH, TPaMMaTHKa HE paccMaTpUBAETCS KaK adCTpaKTHAs CH-
cTeMa cama 1o cede. SI3bIKoBbIe (POPMBI, ITyCTh U MEHEE MPSIMO, SIBJISIFOTCS TI0Ka3aTelieM TOro, KaKue 3HauYeHHs
CTaJI HACTOJILKO Ba’KHBIMHM JUIsl COOOIIECTBA, YTO OHHM ITOSIBISIIOTCSI HE TOJBKO B €T0 JIEKCHKOHE, HO U B IpaM-
MaTHYECKUX CTpyKTypax. Takum oOpazoM, pazHOOOpa3ue UM OTCYTCTBUE ONpE/IEIICHHON (hopManbHON crcTe-
MBI MOXKET JIaTh HH(POPMANHUIO 0 crocobe 00paboTKM peabHOCTH, 00 MepapXHUu LIEHHOCTEH JaHHOM TpyMIIbL.
Tak, HanpuMep, 0OMIIbHOE KOJIMYECTBO AUMHHYTHBOB B CJIABSHCKHX SI3bIKaX YKa3bIBaeT Ha BHICOKYIO IEHHOCTh
MHTUMHOCTHU B 3TUX coobmiectBax. OCHOBHBIE TPYAHOCTH B IIPETIOAABAHUN PYCCKOTO si3bIKa B BeHrpuu — ato
CTPYKTYpBbI, OTCYTCTBYIOIIIE B 0Aa30BOH CTPYKType BEHI'€pCKOro si3blka. Hanmpumep, moHnMaHue 3Ha4eHUH co-
BEPILIEHHOTO ¥ HECOBEPILCHHOTO BUA PYCCKHMX IVIarojIOB WJIHM YIOTpeOIeHHe KOHCTPYKINI JeHCTBUTEIHLHOTO
U CTPaJIaTeNIbHOTO 3aJI0Ta SIBISIOT COOOW BBI3OB /ISl BEHTEPCKOTO SI3bIKOBOTO CO3HAHMS U aHAJIMTHYECKHX CIIO-
cobHoctell. OOBsICHEHNS IPaBHJI TPAMMATHKH PYCCKOTO sI3bIKa TAOTCSl B YCTHOW (hOpMe Ha BEHTEPCKOM SI3bIKE
Ha ypOKE M B II€YaTHOM BHJI€ B YUEOHUKAX M APYTUX YUEOHBIX MOCOOMSX, HO 3TO HEe 00s3aTeIbHO 03HAYAET, YTO
coJiep KaHue MpaBUiia Cpasy yCBAMBAETCS CO3HAHMEM y4Yaluxcs. MBI BBICTyIaeM 3a MOJAXOM, OCHOBAHHBIA Ha
pedyeBOM yIoTpeOIeHNH U OPUEHTHPOBAHHBIA HAa KOHTEKCT, @ HE Ha MHTEPIIPETALNIO sI3bIKa Ha OCHOBE TPaBHII,
KOTOpasi OOBEKTUBHUPYET S3bIK M HE 3aBUCUT OT JICSITENEHOCTH roBopsuiero. [IoHATh rpaMMaTrieckoe IpaBHiIo
PaBHOCUIIBHO CO3/1aHUI0 KOHILIENITYaJIbHOM KOHCTPYKIMH, KOTOPYIO MOXKHO Ha3BaTh COAEPIKAHUEM IpaBUIa, U
COOTHECTH €€ ¢ (POPMaAIIBHBIM (SI3BIKOBBIM) IIPEJICTABIEHHEM 3TOTO MpaBHJIa.

2.2 lleHTPaJBHOCTD JIEKCHYECKOT0 3HAYEHUS
Jlekcuueckue SIBICHUS UMEIOT OOIBIIOE 3HAYCHHE JUIS CTPYKTYPHI S3BIKOBOW KapTHUHBI MHPA, MTOCKOIBKY CTUHU-
IBI CJIOBAPHOTO 3aIaca UTPAr0T POTb CIEIU(PUISCKOro Kiaccu(pukaropa Mupa. B cocTaB KOMITOHEHTOB SI3bIKOBOM

KapTHHbI MUPpa BXOAAT CCMAHTUYCCKUC KOHHOTAIIUU. 10 MMPpU3HAKU (KﬂaCCI/I(l)I/IKaHI/ISI, 3MOIII/II/I), KOTOPBIC TaH-
HOC SA3BbIKOBOC COO6HICCTBO CBS3BIBAET C 0003HAYCHUSAMHU JICKCEM, U KOTOPBIC 3aKPCIUICHBI B A3bIKOBBIX (l)aKTaX,
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MCTa(I)Oan, (bpa3eonom3Max. MCTa(l)OpLI 1 MCTOHHMMHHU ABJIAKOTCA, B CMBICJIC KOTHUTHUBHOU TCOpUn MeTanop},I,
pe3yibTraTaMu NpoHeCCOB KOHICTITYAJIM3allui, OCHOBAHHBIX HA YCJIOBEUCCKOM OIIBITC, T.€. OHU ABJISIOTCS HOCUTEC-
JIAMH KYJIBTYPHOT'O 3HaHHS, KOTOPOC MOXKCT OBITH OTHECEHO K JaHHOMY COO6III€CTBy. HaanMep, 06yquI/Ie MCTa-
(l)OpI/I"ICCKI/IM BBIPAYKCHUAM MOXKHO CACJIATh 0oJjee JETKUM U HUHTCEPCCHBIM, JOCTYIIHO U YIIPOIICHHO pacCMaTpuBas
MponcCC KOHUCTITyaJIn3aluu, KOTOpLIﬁ IMPUBEII K UX 06pa303a}n/1}o, a rpaMMaTniCCKUC CTPYKTYPbI MOT'YT OBITE OC-
BCIHICHBI ITYTEM PACKPBITUA U U3YUCHUA SI3BIKOBOM KapTUHbI MHUpa U HeHHOCTeﬁ, 3aKJIIOYCHHBIX B HUX. HOCKOJ'II)Ky
MBI IIpeTriogacM pYCCKI/Iﬁ SA3BIK B OKOHOMHWYCCKUX By3aX, TO B KAUCCTBEC MMpUMEPa YHOMSIHEM paCCMOTPECHUE KOHILICTI-
TyaJIu3alluu MOHATUSA «ACHBI'M» ITPU O6CY)K,H€HI/II/I HCKOTOPBIX PYCCKUX MOCJIOBHUII C JIEKCEMOM <«JICHBI'N».

2.2.1 KoH1lenT «a1eHbrm

KoHIenT «J1eHbruy SBIISICTCS OHIM U3 OCHOBHBIX MOHATHH eBporieiickoi uBumu3aun (CTENAHOB 1997: 661),
HO B Ka)XXJI0i HAIIMOHAJIFHOU KYJIETYpe OH UMEET CBOM 0COOCHHOCTH, O0YCIIOBIICHHBIC PA3BUTHEM PEIUTHO3HOM
MBICTTH, OOIIIECTBEHHO-TIOIMTHYCCKON CHCTEMON U IPYruMH (akTopaMu. KOHIIENT «ICHBIM» MPEICTABISICT CO-
0011 YacTh A3BIKOBOW KQpTHHBI MDA U UTPACT BAXKHYIO POJIb B CHCTEME HAIIMOHATBHBIX IICHHOCTCH.

B cootBeTcTBUU C OIPEACIICHUAMU TOJIKOBBIX CHOBapeﬁ PYCCKOT'O A3bIKa, CIOBO «ICHBI'M UMECT 2 3HAYCHUS
B PYCCKOM A3bIKC, U OOJILIIUHCTBO CHOBapeﬁ JAaroT OAHO M TO KC€ ONpCACICHUC. I[eHI)l"I/I OIPEACIIAIOTCA KaK 1.
Mertamndyeckue u 6yMa)KHI>Ie 3HAKH, ABJIAIOIIUCCA MepOﬁ CTOMMOCTHU IPU KYIUIC-MIPOAAKE, CPEACTBOM IIJIaTC-
KEH B npeaAMETOM HAKOIIJICHUS. 2. KaHI/ITaH, COCTOSIHUEC, CPEICTBA.

KoH1enT «1eHbIm» MOXKeT OBITh PACCMOTPEH METOAOM M3YyUCHHS BOCTIPHSATHSI 3HAYECHHS SI3BIKOBON €IMHHIIBI
HOCHUTEJISIMU s13bIKa. MBI HCIIOJIB30BAJIM PE3YIBTAThl CBOCOOPAa3HOTO PELENITHBHOTO AKCIIEPUMEHTA 110 M3YUEHHIO
KOHIIETITa «IE€HBI'M», KOTOPBIH MpoBoamics Ha nporspkeHnu 1997-2000 rr. B. B. MakaposeiM. 1M 6b1n ompo-
LIEHBl YYaCTHUKH TPEHUHIOBO-TEPANIEBTHUECKUX I'PYNIT «/{eHbIM B )KM3HHU U ITpodecCchum» 0 3HaYeHHUH JeHeT. «B
9THX TPyINIax paboTaiu CUXOTEPaeBTHI, ICHXOJIOTH, Bpaul, ON3HECMEHBI, CTyeHThI. ClieyIomune yTBepxK/Ie-
HUS OTPaXAIOT, YTO 3HAUAT ACHBIH B )KM3HU COBPEMEHHOTIO POCCUICKOrO MHTEIUIMTEHTHOTO UeJIOBeKa:

JleHbru — 3T0 BO3MOXKHOCTbB JKUTb, HE TyMasi O MeJIouax.

JeHbru — 3T0 CpecTBO K CYIIECTBOBAHUIO.

JIeHBIH — 3TO BO3MOXXHOCTh 00Y4aThCsI U YYHUTh JCTEH.

Jenbru — MouIHeHInii YHepreTUYeCKUil HCTOUHHUK.

JIeHBrY — 3TO PUIUHBI KOH(IUKTOB, BOWH U MEXJI0yCOOHII.

JleHBru 00eCIeunBaIOT MOTPEOHOCTh B 0€30ITACHOCTH, OHH JKE SIBJISTFOTCS MOITHBIM HCTOYHUKOM O€CITOKOM-
CTBa.

JIeHBIH OKa3bIBAIOT MOIIHBIA CTHMYIHPYIONIHIA, BO30Y)naromuii 3hdhext. OHU MOTHBHPYIOT.

JIeHBIH — BIACTh, MPECTHK, MPUBUICTHH, CIIOCOOHOCTh JICHCTBOBAaTh, OKA3bIBATh BIHMSHUAC HA JPYTHX, CO-
MIPOTUBJISITHCS BIUSHUIO CO CTOPOHBI.

JIeHBTY — OJTMH U3 TIABHBIX PETYIATOPOB KU3HU B CBOOOTHOM 001IecTBe. OHU CTHMYIHPYIOT HHUIIMATHBY U
WHPOPMHPYIOT O €€ COIUATEHON IICHHOCTH.

JleHbrH 3TO TO, Yero Bcerna He xparaet.» ([onyseBa 2008: 16)

Pesynerarsl aTOrO OMpoca, KOHEYHO, MOXKHO CPaBHUTH C JJAHHBIMH BEHTEPCKHX HCCleoBaHUN. B BeHrep-
CKOM SI3BIKE CIIOBAPHOE OTIPE/ENICHUE CIIOBA «JICHBI'M» MOKHO CBECTH K JByM OCHOBHBIM 3Ha4eHMsM: 1. cpen-
CTBO H 2. IeHHOCTb. COIIaCHO JaHHBIM BEHI€PCKOTO JIMHI'BHCTHYECKOTO KOPITyca, IEHBI'H — 3TO

— Heo0XOIMMOCTb, HO OOJIBILIOE 3110

— OHHM HE IPUHOCST CYACTHSI, HO CO3/1a0T MYTh K CYACTHIO

— 3TO OfIHA M3 CAMBIX Ba)KHBIX [IEHHOCTEH

— HE3aMEHHMBI

— BCE BpalaeTcs BOKPYT HUX

— 0e3 HUX HE 00OHTHCH

— OOroTBOPUMBIi JTUCT OyMaru

— BaXKHas, HO HE camasl IJIaBHas IEHHOCTh

— OHHM CBOJST BCEX C yMa

— CEronHsI ICHBIM TOCHO/CTBYIOT HaJl BCEM, YIPABISIOT BceM U BceMH. (MAGYARI 2012)
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Bornee m1y0oKo MOHATH MEHTAJIUTET HOCUTENEH BEHIEPCKOTO M PYCCKOTO SI3BIKOB TIOMOXKET HAOMIONCHHE 32
TEM, KAKHUMH TJIarojIaMu 1 ISHCTBUSIMU CONTPOBOXKAACTCS JISKCEMa «JICHBIM» B ATUX JIBYX sI3bIKax. J[Ba HanOoee
YaCTOTHBIX CJIOBOCOYETAHMSI OTHOCSTCS K SI3BIKOBOMY BBIPXXEHHIO MPHOOpETeHus ieHeT. B BeHrepckoM BbIpa-
XKeHUH pénzt keres Tnaroin keres (MICKaTb) MMeeT KOHHOTAIIMIO CTPEMIICHHS U TIOJTyYCHUS! TIPHOBUIN, B TO BpeMs
Kak 9TO JIeHCTBHE NMEET aKTUBHBINA XapakTep, MPEAIoIaralonnii HEeKUe YCHIIHS U 1eJIey CTPEMIIEHHOCTh CO CTO-
pOHBI cyOBbeKTa. Pycckuii maron sapabamueiéams 4eTKO CBA3bIBAET MPUOOPETEHHE ICHET ¢ pabOTOH, C TPYIOM.

J11st SI3BIKOBO# TIEIArOTMKH TIIAaBHBIM IPEUMYIIIECTBOM NPU3HAHUS PAa3IMYMN B KOHLENTYAIN3aIUH SBISICTCS
TO, YTO OCO3HAHUE yYAIMMCS KOHIETITYaJIbHOTO COJIEp KaHHs TaKkKe 00Jier4aeT BEIOOP COOTBETCTBYIOLICH SI3bI-
KOBOW (hOPMBI.

2.2.2 [lapemuu 0 neHbrax

Jlekcema «JIeHBI'M» TYPELKOTo MPOUCXOKICHUS, BOCXO/SIIast K TaTapCKOMY CIIOBY «tinkd», MMeroneMy 3Haue-
HHE «IE€HBI'H, cepeOpsiHasi MOHETa». B pyccKoM sI3bIKe 3TO CIIOBO MEPBOHAYAIBHO HCIIOIB30BaJIOCH B €INHCTBEH-
HOM uuciie. JleHpra — crapuHHas pycckasi cepeOpsiHas MOHeTa, HaxoxuBInasics B oopamennu ¢ X1V mo XVIII
BEK, JOCTOMHCTBOM B ITOJIKOTIEHKH. [103/1Hee 3TO Ha3BaHUE CTAIO OOIIETIPUHSATHIM JUIs 0003HAUYEHHST POCCHICKO-
To JIeHe)KHOTo cpencTBa. HanmonansHoM Bamoroii Poccnu siBnsieTcs py0ib, a ero pa3sMeHHOW MOHETOH — KoTIeH-
Ka. DTH eIMHUIBI TAKXKe BCTPEYaroTCsl BO MHOTHX mociioBunax: «Koneiika pyons 6epexer», «bes koneiiku He
ObIBath pyOItoy, «Konelikamu py6ib kperok», «Koreiika k Korelike — NpoXXHUBET ceMelkay.

[MocnoBuIBEI 1 TOTOBOPKH (TTApEMUH) — BaXKHBIE COCTABIISIIOLINE SI3BIKOBOH KapTUHBI MUpa, 00pa3HO U JIaKo-
HUYHO OTPa’KaIOLIIe MEHTAIUTET TOrO WM UHOTO HapoJia, €F0 OCHOBHBIE TyXOBHO-HPAaBCTBEHHBIE IECHHOCTH U
BOCHIpUSITHE OKpysKaromero mMupa. CormacHO KOTHUTHBHO-TMHTBUCTHUECKOMY OINPENENICHUI0, MTAPEMHUU — 3TO
«3aCTBIBIIUE OCMBICIICHHSI TOTO WJIM MHOTO KOHIENTA, CKJIaAbIBABIINECS Ha MPOTSKEHUHN ATUTEIBHOIO BpeMe-
Hu» ([Tornoa / CtepHuH 2007: 183). B unTepnperanuu B. B. Tennn, nocioBHIbI MOXKHO paccMaTpuBarh Kak
HAI[MOHAJIBHBIN KOJ| WX SI3BIK MIOBCEIHEBHOMN KyIBTYpPBI, KOTOPBIC MEPEAAIOTCS U3 MOKOJIECHUS B MOKOJICHUE Ha
MIPOTSHKEHUN BEKOB M BBIPAXKAIOT IIEHHOCTH M puiiocoduio JaHHOro Hapoa B cxxaroi popme (Temust 1996: 214).

BonbIMHCTBO pyccKuX MapeMuid, CBSI3aHHBIX C JICHBI'aMH, BKIIIOUAIOT JIEKceMy «JIeHbIm» («Korna roBopsit
JICHBI'H, TO IIpaB/a MOI4nT», «CioBy — Bepa, Xi1e0y — Mepa, JISHbI'aM — CUeT»), HO €CTh M TaKhe, KOTOpble 000-
3HAYalOT MarepHaj, U3 KOroporo M3rOTOBICHEI JICHBIH (30J10TO, cepebpo, Oymara), WM Ha3BaHUE JICHEKHOW
enuHAIB! (pyOiIb, Komelka, anThiH, rpoml). B kadecTBe mpUMeEpoOB IBYX IOCIETHUX KAaTErOpHi MOXXHO MpPUBE-
CTH CJIeIyIOIIHe TOCIOBHIBI: «3axo4elb 100pa — NOCHIIb cepedpa», «30J10TO He TOBOPUT, J]a MHOTO TBOPHTY,
«bBbutn 661 OyMaXkky, OyIyT M MIITAIIKY, «J100p MapThIH, KOJIM €CTh alThIey, «ECTh rpol, Tak OyaeT 1 poXby,
«bBorarsii-To ¢ pyodnem, a GeHBIH-TO CO JTOOMY.

JleHHceHKOoBa, UCCIIEIOBABIIAs CBA3aHHBIE C I€HbIaMHU MOTOBOPKU M TOCIOBUIIBI, BBIAEISIET 6 ceMaHTHYE-
CKUX TPYII TaKUX MapeMUil:

— JleHbru — IBIKYyIIAs cuia odlecTsa

- BropocrenenHas ponb A€HET B )KU3HU YEIOBEKa

— JleHbI'M KaK UCTOUHUK HEMPUATHOCTEHN U XJIONOT

- TnerBopHOE BO3AEHCTBHE ACHET Ha UeIOBEKA

- Bnactb geHer Ha 4eTOBEKOM M MOPaJIbHBIMU NPUHIUIIAMU

- borarctBo kak pesynsrar 6epexauBoctu (JEHHCEHKOBA 2016)

AHanmn3 CeMaHTUYECKOrO IO PYCCKUX HapeMI/Iﬁ MOKa3bIBACT, YTO IMOCJIOBUILIBI U IMMOTOBOPKU BBLIPAKAIOT
aMOMBAaJICHTHOE OTHOIIECHHUE HOCUTENCH PYCCKOI'O sA3bIKa K JACHbI'AM. C O,HHOﬁ CTOPOHBI, JE€HbBI'K 3HAYUTCIIBHO
oberyaror JKHU3Hb, O6HaﬂaHI/Ie MU Ja€T BO3MOXHOCTE IJIA HpHHTHOﬁ, KOM(i)OpTHOfI KU3HU, 01 JOCTUKCHUA
meei («)KI/IBGTCSI, Y KOT'0 ACHEKKA BEACTCA», «Crour KPSKHYTH Ja ﬂeHC)KKOﬁ 6pHKHyTL — BCC JICCOM», ((I[eHC)K—
Ka HpOKJ'IaZ[LIBaeT»), C prl"Oﬁ CTOPOHBI, €CTh U 0oJjiee BasKHEBIC HEHHOCTH, YE€M JICHbI'U, BCIIU, KOTOPLIC HCJIb3
MOJIYYHUTH C TOMOIIBIO ACHET (((TOJ'II)KO YMa Ha J€HbI'K HE KYIIUIIbY, ((3[[0p0BI)C — AOPOXKE ACHET», «I[pyl" — J0-
POKE ACHET», «He umeii cto py6neﬁ, a uMei cTo z[py3e171», ((BpeMH JACHBI'M 1aCT, a Ha JICHBI'Y BPEM HC KYyIIHIIIb),
«He B JCHbrax anCTbe»). Axcuooruueckas aMOMBAJIEHTHOCTL OCOOEHHO SAPKO OPOABIACTCA B IMOCIOBHUIAX,
B KOTOPbLIX MbI CTAJIKUBACMCA C MPOTUBONOCTABICHUEM MAaTCPHUAJIbHBIX OJar (HGHLFI/I) 1 MOpaJIbHBIX UACAIOB
(CHpaBeZ[J'II/IBOCTL, COBCCTb, 3aKOH)I ((I[eHe)KKI/I — BTOpas 4ejioBeYeCKass COBECTbY, «Y Koro JCHbI'M €CTh, TOT HA
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3aKOH HC CMOTPUT»; «Fz[e rOBOPAT ACHBI'Y, TaM MOJJYUT COBCCTH (COBGCTL CHI/IT)».

B mnocoBuIax 3HaUYUTENbHASI POJIb OTBOAUTCS PEITMTHO3HBIM TeMaM. B kauecTBe MPUMEPOB CTOUT MPUBECTH
CIIeIyoIIHe MOCIOBHIILL: «[ PEXOB MHOTO, /1a U JICHET B BOJIIOY, «JleHbraMu JAyIIH HE BBIKYITHUIIEY. Takxke moj-
YePKUBAETCS HETATUBHOE BIIMSHUE JICHET Ha uesioBeka: «Yepe3 30110To Ciie3bl TBIOTCs», «JleHbra nmona KymnuT u
Oora oOMaHeTy.

Ham ne,uarornqecm/li/i OIIBIT U CHIClKMAJIbHAA JIUTEPpATypa MOKA3bIBAIOT, YTO MAPEMHUU CTOUT HPUBJICKATH K
y‘{€6HOMy mpoueccy ¢ CaMoro Havdajla U3ydcHUs sA3bIKa. HOCJ’IOBI/IHH 1 IOTOBOPKH MOXHO HUCIIOJIB30BaTh IJIA
06yquI/1$1 IMPOU3HOLICHUIO, a TAKKC UIA paClIMPCHUA CJIOBAPHOI'O 3araca U pasBUTUA TPaMMATUYCCKUX U KOM-
MYHHUKAaTHUBHBIX HABBIKOB, KDOME€ TOT'O OHU HECYT 60raTy}o JIMHTBOCTPAHABCAYCCKYTO I/IH(l)OpMaHI/IIO. HapeMI/II/I B
OCHOBHOM HUCIIOJIB3YHOTCSA B ITIOBCCIHCBHOM O6HICHI/II/I. yHOTpe6J'IeHI/I€ B p€uH MOCJIOBUIl U TOTOBOPOK — JTOCTO-
BepHHﬁ croco0 MOKa3aTb, HACKOJIBKO XOPOIIO YCJIOBCK 3HACT A3bIK.

2.3 IIpakTH4YecKHil MOAX0

Hcnonp3oBaHue S3bIKa — 3TO KYNBTYpHas 1€STEIbHOCTh: TOBOPSIINE YYaCTBYIOT B KOMMYHHKATUBHBIX CUTYalU-
SIX, COOPMHPOBAHHBIX UX COOCTBEHHOM KyJIbTYpoil. B HUX OHU (OpMHPYIOT CBOM SI3BIKOBBIC BHICKA3bIBAHHMS B
COOTBETCTBHH C KYJIBTYPHBIMH OKHUIAHUSIMH CBOETO coobiecTBa. OHM MPUBETCTBYIOT, IPOCST, HHCTPYKTHPYIOT,
HaYMHAIOT WJIM 3aKaHYMBAIOT PAa3rOBOPHI, MUINYT MMChMA, 3BOHSAT IO TeNe(OHyY U T.JI. TaK, KaK JTUKTYIOT KOHTEK-
CTyaJbHbIE KOMIIOHEHTHI X KYJIBTYpHl. JIorn4HO, 4TO mpernoaaBaHue s3bIKa JOJHKHO OBITH HAIPaBJICHO HA BbI-
SIBJICHUE KYJIBTYPHBIX 0COOCHHOCTEH MCIONIB30BaHUS SI3bIKA, PEYEBOH JIESATENBHOCTH M TIOCTPOEHHS TUCKYypCa,
KOTOpBIE aKTyaJIbHBI JJIsl POCCHICKOTO coobmiecTBa. Bee 9T0 Takke CrIOCOOCTBYET pa3BUTHIO MEXKYIBTYPHOU
KOMIIETEHLIUY.

KoruutusHere TCHACHIIMU B OIMMMCAHUM A3bIKa NECPEXOAAT OT JCKOHTCKCTYAJIM3UPOBAHHOI'O NOAX0/Ja K MOACIIAM,
OCHOBAaHHBIM Ha yHOTpeGJ’IeHI/II/I s3bIKa, B COOTBECTCTBUU CO CABHUI'OM B SI3BIKOBOM neaaroruke OT KOHTCKCTHO-HEC-
3aBUCHUMOM MPaKTUKHU K ME€TOJaM, OCHOBAHHBIM Ha pEYCBOM yHOTp€6J'IeHI/II/I SA3BIKOBBIX CPEACTB, KOMMYHHUKAIIUN
M KOHTEKcTe. MEI CUUTacM, 4YTO KOTHUTHUBHAasA JIMHTBUCTHUKA, U B YaCTHOCTHU aHAJIU3 SI3BIKOBOM KapTUHBI MHpa,
MpEeAOCTABIACT HAMTYUIINC HIAHCBI IJIA HpeHO}_‘[aBaHI/Iﬂ/I/ISy‘ICHI/IH sA3bIKa, TOCKOJIBKY OHA JAa€T CaMbI€ HCTIOCPC -
CTBCHHBIC BO3MOXKHOCTHU IJIA (bOpMPIpOBaHI/IH JIMYHOCTHU YenoBeka. OHa BBIXOIUT 3a KCCTKUC PAMKU CTPYKTY-
pajin3dMa U BUJUT B IOJIB30BATECJIC A3bIKa HEC TOJIBKO MEXaHU3M IMOPOXKIACHUS CJIOB U HpCﬂHOX(CHHﬁ, HO 1 caMOro
YCJIOBCKA, €TI0 YHUKAJIbHYIO JIMYHOCTD, €I0 HEIIPCACKA3yeMOC MMOBECACHUC, OPUTUHAJIIBHOCTD €TI0 MUPOBO33pCHUS.
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O6yueHne pyCCKOMY S3BIKY C HY/ISI BO BpeMsl
nmaHjeMum

AHHOTAIUSA

B oannoit cmamvee codepocumes ungopmayus 0 npenoodasaHuu pycckoz2o s3vika ¢ akyenmom Ha gechy 2021
200a, Koeda obyueHue 60 cex 8y3ax Benzpuu nposoounocs UCKIIOUUMENbHO 8 pedcume oOHaaltl. B cmamve 2o-
sopumcsi 00 OHNAUH-00YHEeHUU NUCMY 60 BpeMs NAHOEMUU U NOKA3AHbl MURUYHbIE OWUOKU HAYUHAIOWUX CTHY-
Odenmog (nyneeuxog) byoanewmckoeo sKOHOMUYECKO20 YHUgepcumema. B yxasannviii nepuoo npenodasamens
OoiceH ObLI 0KA3bLEAMb 0COOYI0 NOMOWL CIYOeHmam, boliee MuamenbHO NPosePsMb 0OMAauiHue 3a0anus (mo
ecmb homozpaguu NUCbMEHHBIX MEKCMO08) 8CeX CMYOeHMO08 OMOENbHO, U 0A8AMb UM HOOPOOHbIE YKAZAHUAL.

Kutiouesnie ciioBa: onnatinogoe obyuenue, HynesuKu, KUpUIuyd, nucbMo, pomoepaghuu

BBenenue

Haunnas ¢ cepenunsl mapra 2020 roga B TeueHHE MOYTH ABYX CEMECTpoB bynamemTckuil 5KOHOMUYECKUI yHU-
BEPCHUTET MPOBOJMII BCE SI3BIKOBBIC 3aHATHS W JICKLIMH B PeXKHUME OHJIalH. B ceHTs10pe m okTsi0pe Toro ke roaa
NIPETIoaBaTesM By3a BEPHYJIUCH B CBOM KaOMHETHI, HO TIOCIIE ATOTO JABYXMECSYHOTO MEPHOAA OISTh HACTYITHIIO
BpeMst 3204HOTO 00y4eHHs! BILTOTH 10 ceHTsI0pst 2021 rona. B Teuenue nepeoro cemecTpa ¢ 3a04HBIM 00yUYEHHEM,
TO ecTh BecHOU 2020 roza, AucTaHIMOHHOE 00y4eHHe Ha Kadeape DuHaHCOB 1 OyXrajaTepcKoro yyera 03Hadao,
4TO OBUTM Ha3HA4YEHbI IIMCHbMEHHBIE PaOOTHI I YYAIUXCs, KOTOpPBIE JODKHBI ObUIN 3arpy3HUTh CBOIO paboTy Ha
iaropmy Kocmoiic, u npernogaBareny Bellu exKeHeenbHbIe Heo0s3aTeIbHbIC KOHCYIBTAIMN CO CTY/ICHTaMH Ha
mwiargopme Tumc. B konne kanenmpaproro 2020 roma u BecHoit 2021 rofa, Koraa yKe BCe CTYIACHTHI 0ONTagam
TIOZIXO/ISIIMMH TEXHUYECKUMH YCTPOMCTBAMH, HEOOXOMUMBIMH ISl 00yYeHHs B PEKUME OHJIalH (KaMepol U Ha-
YIIHAKaMH), CTICIUAIMCTbI JIOIKHBI OBUIH ITPOBECTH BCE CEMUHAPBI M IPOYMTATh BCE JIEKIUH Ha ru1ardopme Trmc,
a CTYAEHTHI JIOJDKHBI OBUIN MPUCYTCTBOBAThH HA 3aHSATHSIX, BKIIOYAs IPH 3TOM CBOHM KaMepbl 1 MUKPO(OHBI.

1. O0yuenne pycckoMy fI3BIKY € HYJISI BO BpeMsl HOPMAJIbHON, 04HOH (POPMBI 00yUeHU ST

B Hauase cemecTpa MbI 3ay4rBaeM JIEMEHTAPHYIO JEKCHUKY PYCCKOTO SI3bIKa, TO €CTh Ha3BaHMs Pa3HbIX MperMe-
TOB (KapaHJall, pydka, KHUTa, TeTpajib, CyMKa, OKHO, CTOJI, CTYJI, JIAMIIa, KOMIBIOTED, H T. JI.), POJCTBCHHUKOB,
udpsI ¢ HyIIs 10 Aecatd, uHoraa urpaem 6urro (GEDEON/N. TOTH/RADALI 1993: 97), Ha3BaHHs HEKOTOPBIX
CTpaH, HanboJiee pacpoCTPaHEHHBIE MY)KCKHE U )KEHCKHE MMeHa. [I0TOM CTy/IeHTHI TOBTOPSIIOT MPOCTHIE PyC-
CKH€ IpeUIOKeHUs 3a ipenogasareneM: Omey pabomaem. Mamv moowce pabomaem. Omey u mamos pabomaiom.
Cuin uepaem. [ouv mooice uzpaem. Coin u dous uepaiom. Eciu cTyneHTaM ygaeTcs 3allOMHUTbH YIOMSHYTbIE
KOPOTKHE TIPEUIOKEHHS, MBI TIEPEXOANM K IMHChMY, TO €CTh K Kupwunie. [1ockoibKy B rpyrmax 0ObIYHO TpH-
CYTCTBYIOT M 3apyOeKHBIE CTYJICHTBI, 0COOCHHO CTy/AEHTHI U3 cTpaH ObiBiero CHI, 3ansaTHs yacTo BexyTcs Ha
AHIIMHCKOM s3bIKe. VTak, BUIECOPOIUKH, 00ydJarolie MMCbMY ITOCPEICTBOM aHIIMHCKOTO S3bIKa, YIOTpeOsie-
MBIC Ha 3aHATHAX:

https://www.youtube.com/watch?v=N2X5ydw92Ds,
http://www.youtube.com/watch?v=VCdHAMN1kPA,
http://www.youtube.com/watch?v=jkQdwwaylAl
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[Tpu mpocMoTpe mepBoro ponnka, 00y4aronero NUCkMy IeyaTHbIX OYKB, CTY/AEHTHI IUIIYT JIH00 MaJeHbKHE,
6o Gonpine OyKBEI Ha BEIOOP. OIHAKO OHM JJOJDKHBI HAIKMCATh KaK OOJbINNE, TaK M MaJ€HbKHE ITPOIHCHBIC
OYKBBI, 3TO TeMa BTOPOTO M TPEThEro poiukoB. HeoOXommmo moOyxnaTh y CTyIEHTOB MHTEPEC K PYyCCKOMY
SI3BIKY B TEUEHHUE NIEPBOTO CEMECTPA, & MHOT/A EIIIe U TOTOM, U B CIEAYIOLIMX CEMECTPax MOBTOPHO MOCMOTPETh
JTAaHHBIE POJIMKH €I11€ HECKOJIBKO Pa3.

ChauvaJa nperoiaBarenb IUIIET Ha JOCKE UMEHa COOCTBEHHBIE, YK€ H3BECTHBIC )KEHCKUE U MYXXCKHE HMEHA
n GaMuTNK pyccKuX 3HaMeHUTOCTeN: HMean, Anexcandp, Enusasema, Hamanvs, Iywkun, Yatixoseckuil, /Jocmo-
esckuti, Tacapun, Ilymun v T. 1. Ha mepBoii cTainy CTyAEHTHI JHMIIb PACIIO3HAIOT 3TH UMEHA M YUTAIOT UX, a
TIOTOM OHM JIOJDKHBI X HaIlMcaTh B CBOMX TeTpasixX. [Ipernonasarels MpoBepsieT, YTO CTYICHTHI ITHIIIYT.

Ha 3anstusx mbl nons3yemcst yueonukoMm Cr. Uepnsimosa «I[loexanny, nzganust 2009 rona. Kaxxgomy ce-
MECTpPY OTBOANTCS 10 TPH pa3Jielia, UTaK B KOHIIE TPETHETO CEMECTpa Mbl 3aKaHYMBaeM 00yUIeHHUE PYCCKOMY SI3bI-
Ky Ha JICBSITOM WJTH I€CSATOM pasjielie. Y Hac JiBe apsl B Heziento. CoriacHo nccieJOBaHMIO KOJIJIET, Ooiee OaHON
4YEeTBEPTHU CTYAEHTOB Bynanemrckoro 5JKOHOMHUECKOr0 YHUBEPCUTETA CUUTAET, YTO CTOJIb MaJIO€ KOJIMYECTBO 3a-
HSTHI IPENATCTBYET yCIEmHOMY 00yueHHIo HHOCTpaHHbIM s3bikaM (NAGY — PETHONE CHOMA 2009: 17).

PasmMuHka B caMoM Havalie BeCbMa BaKHA Ha 3aHATHAX MO MHOCTpPaHHEIM si3bikaM (OROSZ 2013: 75),
ocoOeHHO Ha ypoBHe Al. B ciyuae 31eMEHTapHOTO YPOBHS PYCCKOTO SI3BIKA 3TO MOYTH BCETMA yIPaKHCHHUS
B mmucbMe. OOBIYHO IMpEToaBaTeNlb Ha3bIBACT OyKBY, KOTOpas JOJDKHA COACPIKATHCS B CIIOBAX, COOMPACMBIX U
MUIIYINUXCS cTyAeHTaMu. Heo0XomuMo moquepKHyTh, UTO TaHHast OyKBa MOXKET OBITh B JIFOOO YacTH CIIOBa, B
Hayalle, B CepelnHe WK B KoHIle. Hanpumep, OykBa «o»: okHO, omey, O, OHA, OHO, 20860pUmb, 00CKA, A8Moodyc.
Byksa «m»: Cymxka, myzetl, camosap, cmompema, mul, Muwa, Mawa.

Becnoit 2021 roma B BeHrpun MMenoch HCKITIOUUTEIHHO 3a09HOE, TO €CTh JUCTAHIIMOHHOE OOydYCHHE B TeUe-
HUE 1eaoro ceMectpa. KoHcynmpranuu pa3 B HEJENMO OBUIA HETOCTATOYHBI JJII OCBOCHHS PYCCKOTO SI3bIKA Ha
AIIEMEHTAPHOM YPOBHE, BKJIOUYas HOBYHO alihaBUTHYIO cucTemy. HyXHO OBUTO TPOBECTH BCE CEMHHAPBI OH-
JaiH, a 00yJaTh MUCEMY B Takol (hopMe 0COOCHHO TPYIAHO, BEIb MIPEIIOIABATEIIb HE MOXKET MPOBEPSTH TETPA U
CTY[ICHTOB KaK BO BpeMs O4HOW (hOpMBI OOyUCHHS, a TAKKE HE CIOCOOCH MOKA3hIBaTh Ha JTOCKE, KaK MHIIYT-
cs pa3HbIe OyKBBI. A TperoaBaHue B JOpMaTe OHJAWH Ha ypoBHE Al MOXET BBI3BaTh OOJBINNE TPYIHOCTH,
€CJIM MPHUHATH BO BHUMAaHUE, YTO JIs 3(()EKTUBHON OHIAHH-paOOTHI KeIaTelbHO 3HAHUE M3YYaeMOTO S3bIKa
Ha ypoBHe He Hike A2 (TYJIbL] 2017: 63). Ha mnardgopme TumMc nmeeTcs oHaiH-10CcKa, HO MECaTh HA ATOU
JIOCKE OOBIKHOBEHHOW MEIIIBI0 (PU3UUCCKU B 3HAYUTCIHFHONW MEpPE YTOMIISICT, a YIPAXHITHCSA B MUCHME HA JIO-
CKe MpenoAaBareib MOXKET TOJILKO BO BpeMs 3aHiATHiL. B ciiydae npenogaBaHusi pycCKOTO SI3bIKa, T/I€ NeYaTHbIE
U TIPOITUCHBIC OYKBHI JOCTAaTOYHO CHJIBHO OTIMYAIOTCS JAPYT OT JPYra, He MMEET CMBICTIA OTKPHIBATh MPOCTOM
BODPJI-IOKYMEHT, KaK B ClIy4yae C MpernojaBaHrueM, HapuMep, KOPEHCKOro s3bIKa, I1ie HET OTIENbHOrO psija Ie-
YaTHBIX ¥ MPOMHUCHBIX OYKB WM B CIIyYae C PYCCKUM SI3IKOM Ha 00Jice TIPOJIBHHYTOM YPOBHE, KOT/Ia H3YYAOIIIHEC
YK€ HE HY)KJAIOTCS B CIICIIUAIEHOM YIIPaKHEHUH MPONHICHBIX OYKB. [I03TOMY BBINICYTTOMSHYTHIC BUACOPOIHUKU
B IICPUOJ] OHJIAIH-00YYEHUS [IEHIIMCH TOPa3Io BHIIIE, YeM 10 3Toro. KpoMe Toro, mpernopaBareib JODKCH ObUT
3aJ1aBaTh CPABHUTEIHHO OOJIBIIOC KOJIMYCCTBO MUCHMEHHBIX JOMAITHUX 3aJaHUH K KaXIOMY pa3y, a CTyJICH-
TaM OBLIO 00s13aTeNILHO 3arpy3uTh (poTorpaduu CBOMX MoMarrHuX 3aaanuii Ha Kocmoaiic. [Totom nmpemnogaBarens,
MIPOBEPUB JOMAIIIHKE 3aJaHusl, TMCaJ CBOM 3aMEUaHusl U MOMPABKU KaXKJIOMY CTYAEHTY OTAeNbHO. Bpewms, He
MOTPAYCHHOE Ha MPOE3] B YHUBCPCHUTET, YXOMWIO Ha MPOBEPKY JOMAITHUX 3aJaHUN, ¥ MOXKET OBITh, Ha 3TO
YXOIMIIO Jjaxke OOJbIIee KOTHMYSCTBO BpeMeHH. [IaHHBIH Mporiecc He coBceM olerdacet padboTy CTYIEHTOB, TaK
KaK MPEIoIaBaTe)ib U CTYICHTHI TICPEIUCHIBAOTCS, 0OMCHUBAsICh COOOIICHUSMHY, HAITMCAHHBIMU TICYaTHBIMU, a
HE MponucHbIMU OykBaMu. Kak 00 3TOM muImiercs B CleNUANBLHON JTUTEparype, TIIaBHBIM HEIOCTATKOM HHTEp-
HET-CEPBHCOB TPEIOIaBAHISI SIBISCTCS HIMEHHO TO, YTO Y ydaruxcs GopMUpyeTcs 00pa3 HalleuaTaHHOTO, a He
nponucHOro cinoBa (XAMIIOBCKU 2018: 267). Octaercs erie OHO 3aaHue, caMo co00H pa3yMeromieecs s
MPEToJIaBaTeNsl MOCIIe KaXIOTO 3aHATUS — BBIOpATh HanOoJIee JTyIlle BRITOJHIUMOE JOMAITHee 3a1aHue (ObuiH
W TI0YTH Oe3ynpeyHbIe 3aJaHus BBUAY HAJUYUA CTYACHTOB 13 ObBIINX cTpaH CHI') u mokasare ero crymeHTam
kak mpuMep Ha Koocmoiice.



3. AHaau3 KOHKPETHBIX TOMAalITHUX 3aaHui Yuyanuxcst

A Ttemepb 00paTHMCsl K KOHKPETHBIM JIOMAIlHUM 33JaHUsIM, 3aTPY’KCHHBIM CTyAeHTaMu BecHoi 2021 1. u pac-
CMOTpHUM Haubosiee pacpocTpaHéHHbIe OMNOKH. [Ipyr 3TOM CTyIEHTHI OCTAIOTCS aHOHUMHBIMH, JIaKe HHUIINA-
JIBI SIBJISIOTCS MPUAYMAaHHBIMU aBTOPaMU JAHHOU CTAThU.

B. C. nyneBuk 22 ¢espans 2021

Kax MbI BUIMM BHU3Y, HEKOTOpBIE OYKBBI, 0COOEHHO O0JbIINe OyKBHI B Hayalle CI0B ITOJyYaloTCsl OTIINYHO,
Hanpumep 1 B cnenyronmx dpaszax: Jo ceuoanus, Jocmoesckuit; A B umenn Anexceti; I1 Bo dpasax Ilpusem,
Hoka, I1émp, Ilems, [lymun; T B umenn Tamapa n B pavunuu Torcmou. Cpeau ommOOK cHavYana B 1iaza opo-
caeTcsl HeNMpaBWIBHOE COCTUHEHUE OYKB M, JI, S B ClieAyIomux (paszax: Bradumup, Bonoos, Tamapa, /lo ceuoa-
HUsL U T. 1. B 9TOT IeHb coeMHeHre YIOMSIHYTHIX OyKB C paHee BEIyUYCHHBIMU OyKBaMH BBICTYIIAJIO KaK HOBBIH,
TOJIBKO YTO B3SITHIM Marepuai. MArKHid 3HaK HUKAaK HE IMOJTydYaeTcsi, HalpuMep B CIOBAX NUCLMO, CEKpemaps
BMECTO MSTKOTO 3HaKa MUIIETCS 3HAK, HATOMUHAMONUI OykBy 0. BykBa sk momyuaercs B cioBax [looicanyiicma
W MyJCuUHA, 3 BHU3Y Ha CTPAHUIIC B CIIOBE JiCeHUuHA OHA HUKAK HE TOJTy4aeTcsl, a BMECTO NHIIeTCs OyKBa 3.
Hanncanue GykBBI 4 TO)KE BBI3BIBACT TPYAHOCTH, B CJIOBaX Ymo M MydicuuHa OHa CTOUT HEMHOTO HIDKE, YEM HaJl0
ObUTO OFBI, @ B CJIOBE HOYb OHA COBCEM HE ITONTy4aeTcCs, a MMUILIEeTCs 3HaK, HalTOMUHAIomuMi OykBy y. M3-3a nByX
omKOOK, CIIOBO HOYb HEJErKO pacno3Hars. O4eHb HHTEPECHO, YTO B TO BpeMs Kak Ooupine OyKkBbI [l OTIIMYHO
oNy4aroTces Bo ¢paszax Jocmoesckuil v [lo ceudanus (kKak 00 3TOM MHIIETCS BHIIIE), TAK U MaJCHBKHE OYKBBI
Jl IUIITYTCSI OUYSHb XOPOLIO B CIIOBAX Oupekmop, 0edyuikd, 0505, a B ciilydae UMEHU JJmumputl, [uma TAIIETCS
oyksa I' BMecTo OykBbI JI. Borrpoc o mpuumHax 3Toi mocieaHeil ommoOKN 3acily’KHBaeT CaMOCTOATEILHOTO HC-
CIJIE/IOBAaHMSI, MBI HE MOYKEM HCKJIIOUUTD BIMSHHE BEHICPCKOTO sI3bIKa: UMsI JIMUTpHIl HE4acTo BCTpevaeTcs U B
BEHI'ePCKOM SI3bIKE, M MATKHH 3BYK, 0003HauaeMblil OyKkBO# 1//] B pycCKOM si3bIKe 0003HaUaeTcsi B BEHTEPCKOM
s3bIKe OyKBO# gy/Gy, TO €CTh JJATHHCKUM BapuaHToM OyKBHI I/I” TuTioc OyKBOIt HTpeEK.

kaptuHa 1 B. C. nyneBuk 22 ¢espans 2021
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B. C. nyneBuk 24 depans 2021 rona

MoskHO ObUTO OBI TTOIYMaTh, YTO Y CTYAEHTKH BCE B Topsake ¢ OykBoit /I, Bens naHHas OykBa B CJIOBax
epynna n Canxm-Ilemep0Oype mANIETCS OYEHb XOPOILO. A €CIM TOCMOTPETH Ha CIIEAYyIoIee JoOMalllHee 3a/1aHue,
3arpyxennoe Ha Kocmoaiic B. C. uepes nBa nust, 24-ro depanst 2021 roga, To BUIHO, YTO OHA 3a0bUIA, KaK ITHCATh
OykBy ! MBI MOXXEM cJIeIaTh TaKOE 3aKJIIOYEHHIE HA OCHOBAHHH CIIOB KHuea N Examepunbype. B iepBom cirydae
yrnoMmsHyTas OyKBa I10Xoxa Ha OyKBY p, a B HA3BaHHH CHONPCKOTO Topojia B KOHIIE CJIOBa CTOMT 3HAK, HAIIOMHHA-
ot OykBy s. [To-BuauMOMY, peub HIET O TOM, YTO B CHITy OOJIBIIOTO KOJIMYEeCTBa OYKB U CIIOB, Ha UICKAIINX
3aIOMHHAHHIO, POpMBI OYKB OBIIH 3a(hMKCHPOBAHBI CTYICHTKOH HEIO0CTaTOYHO X0polo. B aTo ke Bpems 60ib-
mast I B hpamumn [myxuH numercst 6e3ynpedno, kak 1 oomnbmre Oyksol A, 1, /1 B Hadane UMeH COOCTBEHHBIX.
Curyanus ¢ OykBo# 3/3 moutu takas xe. CTyJeHTKa 3a0bla, Kak ee MicaTh, MOCKOIbKY 22-10 (eBpas oHa mu-
HIeT AaHHyto OykBY BO (hpazax Kmo smo? Umo smo? 6e3 Kakoil-mbo 3Ha4UTEeNIbHOM OMNOKH, HO 24-10 (heBpais
B. C. numer OykBy » HAMHOTO XYK€, OHa ITOX0Xa Ha OyKBY 3/3. MsTKue 3HaKH elle He MONydJaroTcsl B CIOBaX
oueHb, cembsl, Hoyb. V1 OyKBa 4 B 3THX CIIOBaxX Bce elie 4yTh Hibke. OmHaKo OYKBBI M, JI H 5 YK€ COSUHSIOTCS
¢ mpeapaynMy OyKBaMH TOpas/o JIydile, 4YeM Ha JiBa JHS paHbllle, HaIpuMep B clioBaXx Mypmawnck, cymka,
Kaace, cnopmemenka. Ilpenogasareny, To €CTh aBTOPHI JAHHOM CTAaTbU MPEIOKIIIN CTYIEHTKE CHOBA ITOCMO-
TPETh B BUICOPOJIMKAX, KAK HOCUTEIb PYCCKOTO sI3bIKa 00y4aeT HaIMCaHUIo OyKB b, T, 3, 4.

kaprtuHa 2 B. C. nyneBux 24 ¢espans 2021

B. C. nyneBux 8 mapra 2021 roga

B sToM nomamaeMm 3amaHum, 3arpykeHHOM 8-ro Maprta 2021 I yke ropa3mno MEHbIIE ONTHOOK, YTO pagyeT
IIpernoiaBaTessl, TaK Kak JaHHbIH (akT CBUIETEIBCTBYET O TOM, YTO HaBBIKU cTyneHTKH B. C. pa3Buinch B 3Ha-
yuTesbHON Mepe. [InmryTest miaroabHbIe GOPMBI IEPBOTO CIPSDKEHUS, TIOATOMY HET OyKBBHI 3/0, HO TIOYTH BCE
OyKBBI ITUITYTCS IPaBHIbHO. HemocTaTky MpOsIBISIIOTCS JIMIIB B TOM, 4TO OyKBa 4 4yTh HHXKE, Ye€M HaJ10 ObI, Kak
U TIOCIIeTHSIA TPETh OyKBHI 1I. B cripsbkeHnu riiarona sname, B. C. numer Oosbiire OyKBHI 3.
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kaptuta 3 B. C. nyiaeBuk 8 mapra 2021

[epeiinem x npyroii cTyaeHTKe, koTopyro Oynem HasbiBath K. I1. Cpa3y Gpocaercs B m1a3a, 4To y Hee Ieqar-
HbIe OYKBBI MTOy4al0TCs JIy4llle, 9eM IponucHble OykBbl. OHA 3aMeHseT OONbIINE MPONHCHBIE OYKBBI MaJleHb-
KHMH ¥ Ha000poT. EcTh mpo0iieMbl ¢ MaJIeHbKMMU IPONTMCHBIMU OyKBaMu T U H B ciioBax Menst, Pocmos, Ouens
npusmno. Kak n nocnennsist crynentka, K. I1. Toxxe 3amensier OykBy 4 OykBoH y B ciioBax [lempoguy M oyens,
HO ObIBaeT U Ha0OOPOT, OHA NMHUIIET OYKBY, HAITOMHHAIOIIYIO OYKBY 4 BMECTO OYKBBHI y B Ha3BaHUSX TrOPOJOB
Pocmog-na-/{ony, Examepunbype u Mypmanck, B TO BpeMs KaK B CJIOBaX 3068ym U [ iyxux Mbl HE BUUM HUKAKOU
poOJIeMbl ¢ MaJeHBKOM IponucHON OykBoil y. BykBa 4 numeTcs 1 BMecTo OYKBHI IT B CJIOBE AUCLMO BHU3Y, B
Tabnuie. 3aMETHO, YTO y CTYAEHTKH HET IPOOJIeM ¢ HalicaHHeM MATKOTO 3HaKa M TO JKE CaMOe MOXKHO CKa3aTh
0 HEOOJIBIIIOM KOJIMYECTBE OYyKBBI 3, BCTPEUAIONIEMCs B IOMAIIHEM 3aJaHuH. ByKBBI M, JI, s1 HEPaBHJIBHO COE-
JIMHSIIOTCS € TIPEebLAYIIMMU OykBaMH. BMecTo nporicHoi OyKBEI T OHa IMUIIET OyKBY T B clI0BOdOpMeE medsi, B
TO BpeMsI Kak IMEHHO ¢ 3TOH OyKBOW MBI HE BUAUM HUYETO IPOOJIEMHOT0 B ciioBadopMax [lemposuy v 308ym.
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OM(moscalize) OHO (huier) OFA ( jorining)

kaprtuHa 4 K.I1. nyneBuk 24 despanst 2021

4. 3akiIouenue

B wmtore moxHO CKa3zarb, 4TO OHHaﬁH-OGy‘IeHHC BO BpeMs MaHACMUHN CII0CO0OHO NEpEBCPHYTH BBEPX HOT'aMU
MPUBBIYHBIC TMPAKTHUKA O6y‘leHI/I$I HWHOCTPAHHBIM SA3bIKaM C HYIJIA, OCOOEHHO B TOM cjydac, €Clin aJ'I(I)aBI/ITHaH
CHUCTEMA JAaHHOI'0O IICJICBOTO A3bIKA OTIMYACTCA OT a_J'I(l)aBI/ITa POAHOIO A3bIKA y4JallluXCs. Tpe6yeTc51 JOBOJIBHO
TepHCJ’II/IBHﬁ IoaAX0J KakK OT 06yqa101111/1xc51, TaK U OT CICIUaJIMCTa BO BPEM BCETO MpoILecca O6yquI/I$I B pCKU-
M€ OHJIAlH. Hpenoz[aBaTem, JOJIDKCH OBITH HE TOJIBKO TCPHCIMBbLIM, HO U OUCHb BHUMATCJIbHBIM.
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Orosz Arpad - Viczai Péter
Budapesti Gazdasdgi Egyetem

O HexkorTopsix Tengennugax B [IpenogaBanun Pycckoro
A3bika B Benrpun B HoBbIX YcaoBusx

B cmpemumenvro mensowemcs cogpemennom mupe nossisaiomces Hogvle mpeboganus K 00y4eHuo UHoCmpaH-
HbLM SI36IKAM, 8 MOM YUCTe U PYCCKOMY, K KOMOPbIM 8 JyUuieM Cryyae MOJMCHO MOAbKo npucnocobumucs. Ipu
2MOM UMeem 02pOMHOe 3HaAUeHUe MO, 8 KAKOU Mepe Mbl 20M08bl OMKA3bI8AMbCS 0Nl CBOUX NPENCHUX YeHHOCHel
npU Hauem HCenaHuu COOmeemcmeosams HOBbLM MPeOOSAHUSIM, ULU 8 KAKOU CMeneHu Mbl CHOCOOHbI COXPa-
HUMb HAKONIEHHble YeHHOCmU. B dannoi cmamve agmopvl npedcmasisiom HeKomopbvie achekmuvl 00yyeHus
PYCCKOMY S3bIKY KAK UHOCMPAHHOMY 8 Benepuu, nauunas co cmensl nonumuyeckozo cmposi. B pabome paccma-
mpueaemcs boeamas UCmMopusi 06yHeHuUst pyCCKoMY A3bIKY U 8adicHetiuue e2o meHoenyuu Ha npumepe byoanewus-
MCKO20 YKOHOMUHECKO20 YHUBEPCUMEMd, NPEUMYUeCMBEHHO C MOUKU 3PEHUS QYHKYUOHANLHOU SPAMMAMUKY U
KOHMPACMUBHO20 0OYYeHUs UHOCTNPAHHOMY A3bIKY.

HOBble meH()eHuuu, d)yHKl{uOHaJleaﬂ epammamuKka, conocmasuneilbHoe 06y‘t€HU€ A3BbIKY

[MocnenHne HECKOIBKO NECATENETHH, MPOLIEIINE TOCIE CMEHBI MOJIUTHYECKOTO CTPOsI, C TOUKHU 3peHHs 00yde-
HUSI PyCCKOMY SI3bIKY COBCEM HEIb3s Ha3BaTh JIETKUMHU. BeHrepckas pycHcTHKa NepeKUBaeT OYE€Hb HalpsHKEH-
HBII U TPYAHBIA NEpUOA, KOTOPHIN CTaBUT MEpe]] pPyCUCTaMH MHOXKECTBO HOBBIX 3a/1a4, BBI30BOB U TPYAHOCTEH,
BCJIC/ICTBHE KOTOPBIX OHH BBIHYK/IEHBI IIOCTOSIHHO OOHOBIISITH CBOM METO/IBI NpenosiaBanus. HoBble, M3MeHMB-
LIMECs YCJIOBHS J0 CHX TIOp TPEOYIOT OT CIICIMAINCTOB YCKOPEHHON pa3palboTKu Ooiee mpohecCHOHANBHBIX U
CTpaTern4ecky HOBBIX METOJIOB O0YUEHHS PYCCKOMY SI3bIKY, TOBBIIIAIONINX MIIH ITOJ/ICPKUBAIOIINX HHTEPEC K
IIPE/IMETY, @ TAKXKE COXPAHEHHS IIPEKHNX PE3YJIBTATOB, IOCTUTHYTHIX B 00JIaCTH PETOaBaHHs PYCCKOTO sI3bIKa
B Benrpuu.

ABTOpBI [[aHHOﬁ CTaThbU MMEIIH BO3MOKHOCTE MCIBITATE Ha ceOe Kak CBCTJIbIC, TAK U TCMHbLIC CTOPOHBLI BEHI'CP-
CKOM PYCUCTHKH 3a CBOM IIOUTH ‘-IeTBepTLBCKOBOﬁ HeﬂaFOFI/IquKI/Iﬁ OIILIT B 001acTH npenogaBaHus pyCCKOro
sA3bIKa KaK MHOCTPAHHOIO. B HacTodAlee BpEMA C TPYAOM BEPUTCA, YTO A0 Ha4Yajla HOBOTI'O TBHICAYCICTHUA HaA-
YHWHAIOMKWX CTYJACHTOB IO PYCCKOMY S3LIKY B I/IHCTI/ITyTC BHEIIIHEH TOPTOBJIN MPAKTUYCCKU HC OnL10. Pankiie
IIOJABJIAIOIICC OOJILIINHCTBO PYCCKOA3BIYHBIX T'PYIIT COCTABJIAJIN CTYACHTBI, KOTOPLIC YXKC€ HU3y4daIn py'CCKI/Iﬁ
SA3BIK WJIN MPOCTO 3HAJU €ro, WIN KC BJIAJACTINA 3TUM A3bIKOM, HAIIpUMED, 6ﬂar0aapﬂ CBOCMY IPOUCXOKIACHUIO.
06yanL 9THUX YYCHUKOB PYCCKOMY A3BIKY OBLIO HECJIOXKHO, TaK KaK Yy OOJILIIMHCTBA ObLIa Ha YAUBJICHUC ITPOY-
Has A3bIKOBas 6a3a, a Y HCKOTOPBIX HaKe y6€HI/ITeJ'ILHI)IC 3HaHUA. ,Z[OCTaTO'-IHO OBLIO C HUMU OJIUH pa3 HpOﬁTH
YPOK WiIr MaTtepurall mo rpraMMaTrKe, a TaAaKKC MOXHO OBLIO 3aJaTb UM tITO-HI/I6yZ[I; Ha I0M, Ha CaMOCTOATCIbHYIO
o6pa60TKy JIFO0BIE TEKCTHI JJIA YTCHUA. C TeueHueM BPEMCHU COCTAaB I'pyIIl CTAJI MCHATHCA, U C KaKAbIM I'O-
JOM B CTCHax I/IHCTI/ITyTa BHEIITHEH TOPTOBJIU, a4 TAKKC U B IPYTUX BCHICPCKUX By3aX MOSABJIATIOCH BCEC MCHBIIC
CTYACHTOB C XOpPOLINM 3HAHUEM PYCCKOI'O A3bIKa, NJIN UMCIOIIUX KakoM-11u00 aTTeCTart, CepTI/Iq)I/IKaT, CBHICTCIIb-
CTByIOIIII/Iﬁ 00 X 3HaHMAX g3biKa. C Havajga HOBOTO THICSYENIETHS OOJIBIIMHCTBO CTYACHTOB, MOCTYyIAOMINX B
BCHI'CPCKUC BLICHINEC YHCGHLIC 3aBCZICHUS, TIOYTHU HUKOI/Ia PAHBIIC HC U3yYaJIn pYCCKI/Iﬁ SA3BIK, CCJIM TOJIBKO II0
KaKoK-TO OPUYINHE PAHCC OHU HE CONPUKACAIIUCH C OTUM SA3BIKOM. 9TI/I, TaK Ha3bIBAa€MbIC COBPEMCHHBIC CTY/ICH-
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THI COCTABJSUTH B OCHOBHOM HAYMHAIOIIUE I'PYNIILI M B paMKaX OT/JEJbHBIX By30B HAaUMHAIN H3ydeHHEe OoraToro
ITYIIKMHCKOTO SI3bIKa OOBIYHO € 3JIEMEHTapHOTO YPOBHS HJIM COBCEM ¢ HyJIs1. IIpencraBuTenn BeHrepckol pycH-
CTHKH IBITAINCH MPUCIIOCOONTHCS K HOBOW CHTYaIlMM U YCIIOBHSM, 1o3TOMY B Hadasie 2000-X rofoB Ha oTede-
CTBEHHOM pBIHKE YYEOHHMKOB ITOSBHJIOCH MHOTO Pa3HBIX KHHT M Y4eOHBIX mocobuit (Viczar 2022: 27). Oqnako
HOBBIE yueOHBIC MaTepHaIbl HE BCEI/Ia HPABIIIMCh YUAIIUMCS, TaK KaK MX aBTOPBI, IPHHA/UIEKAIINE B OCHOBHOM
K MPEABIYIINM TOKOJICHHSIM, C TPYIOM OTOXIECTBISUINCH CO CIEIM(UUECKUMU NOTPEOHOCTSIMUA U BKyCaMHu
COBPEMEHHOI0 MOJIOAOTO MokojeHHs. IIocToSHHO pacTyliee U SIBHO 3aMETHOE OTCYTCTBHE HPEABAPUTENBHOM
KBaM(UKALMH BEHT€PCKUX YUAIIUXCS IO PYCCKOMY SI3BIKY ITOCTABHIIO TIPECTABUTENEH PyCUCTHKN B 0COOCHHO
CIIOXKHOE M JiaXke HelloBkoe nonoxkenue (Viczal 2022: 26). TpyaHoct ycyryOnsuuch emie u TeM, 4TO IOJaBIs-
1oniee OOJBITMHCTBO COBPEMEHHO MBICIIIIIMX CTY/ICHTOB CTall0 YYUTh aHIIMHCKUN S3BIK, YTO, B 3HAYUTEIBHON
Mepe 3aTPyAHSIIO AT HUX U3yUeHHE PYCCKOTO s3bIka. CHCTEMBI IBYX SI3BIKOB €CJIM U HE PE3KO KOHTPACTHPYIOT,
TO BCE-TAKU CYIIECTBEHHO OTIMYAIOTCS APYT OT Apyra. M 3To He roBops yXke O TOM, YTO aHDIUHCKUIl — OTHO-
CHUTENBHO JIETKHH S3bIK HAa HAa4YaJIbHOM JTare OOyYeHHMs, Yero HHKAK HeJIb3sl CKa3aTh O PYCCKOM SI3BIKE C €To
CIIO’KHOW TpaMMaTUYECKOM CHCTEMOMH, B KOTOPOIl MPUCYTCTBYET KaK CIpsDKEHHE, Tak U CKIOHeHHe. M3yueHue
OoJiee CIIO)KHOTO MHOCTPAHHOTO SI3bIKA ITOCJIE OTHOCUTENBHO JIETKOTO SIBIISIETCSI OCOOBIM MCHBITAHUEM JUISL CO-
BPEMEHHBIX CTYIEHTOB, KOTOPBIE, BHIPACTAsl HA CPABHUTEIBHO JIETKOM IpaMMAaTHKE aHTIIUICKOTO S3bIKa, CUIIBHO
CTpajaroT Ha 3aHATUSIX N0 pycckoMy. OHU UCTIBITHIBAIOT TPYIHOCTHU B IPOLECCE U3YUEHUS PYCCKOTO, TIOTOMY UTO
JUISl HUX CJIMIIKOM CJIO’KHA IpaMMaThKa 9TOTO S3bIKa, U UM HEJIETKO TOHATH, YTO N3y4YEHUE PYCCKOTO s3bIKa 03
PETYISIPHOTO ¥ YIOPHOTO MITYIMPOBAHHS MOXKET OBITh OYEHB CIIOXKHBIM JiesioM. CTpagaloT OHU M M3-32 OTCYT-
CTBHSI MOTHMBAIIMH, TaK KaK B OTIIMYHE OT aHIJIMICKOTO, Ha PyCCKOM NMPAKTHYECKH HEBO3ZMO)KHO JOOUTHCS KaKo-
ro-11bo0 ycrnexa 3a OTHOCHUTEIBHO KOPOTKHH ITPOMEXYTOK BpeMeHH. Eciii co CTOPOHBI yHaluxcsi OTCYTCTBYET
HENPEePHIBHOE ¥ HACTOMUMBOE CTPEMIIEHHEK U3YUEHHUIO SI3bIKA, TO BPS JIM MOKHO TOBOPUTH O TPOMKHUX YCIEXax,
a TP OTCYTCTBHUH yCIeXa, MOTHUBALIMIO KaK TAKOBYIO JJOCTATOYHO TPYAHO ceOe MPEeACTaBHTh.

Co CTOPOHBI COBPEMCHHLIX CTYJACHTOB Ha 3aHATUAX IO PYCCKOMY A3BIKY YaCTO BO3HUKAIOT MHTCPECCHBLIC BO-
IMPOCHI, HA KOTOPBIC MPCTIOAaBaTCIIO 0CO0EHHO TPYAHO OTBCTUTH, TAK KaK HC BCCT/id ICHO, HAa YTO MMCHHO Ha-
MpaBJICH BOIIPOC, U YTO KC€ BCC-TAKU CTYACHT UMCCT B BUAY, WJIN YTO €My HCIOHATHO. MosxHO MPpUBCCTHU OAVH
HIOKI/IpyIOIIII/Iﬁ MPUMEP U3 KOJIJICKIIUN TAKHUX CJIOXKHBIX BOIIPOCOB:

HpI/I CKJIOHCHUHN OJAHOIO BIIOJHE IMPABUJIBHOTO U BO BCEX OTHOUICHUAX CHUTAIOLICTOCA TPAAUIIMOHHBIM CYy-
IMECTBUTEIIBHOI'O MYKCKOI'O poJia, MOCJIC TOr0 KaK YUCHHUK C TPYAOM NPOCKIIOHAI CJIOBO B €AMHCTBCHHOM YHCIJIC,
OH HCOXKMJAHHO 3a1acT MPEToaAaBaTCIIIO CJ'Ie)lyIOHII/Iﬁ BOIPOC: Bo MHOXeCTBEeHHOM 4YHClIe TakkKe B MYKCKOM
poae nNpoaoKaTb CKJIOHCHUE cioBa?

3aaHHbBIi BOMPOC 3BYYUT OCTATOYHO TIIYIO, MIOTOMY YTO, KaK M3BECTHO, O KATETOPUU TPaMMaTHYECKOTO
pola BO MHOXKECTBCHHOM YHCJIC HE TOBOPHUTCS, U, CICIOBATEIBHO, CKIIOHCHUE CYIICCTBUTEIBHBIX MYXKCKOTO,
JKECHCKOTO M CPEJTHETO pojia Majo B UéM pasimyaetcs APYr oT apyra. C qpyroil CTOPOHEI, MOYEMY HIIH HA KAaKOM
OCHOBAHHU POJI CYIMICCTBUTEIBHOTO U3MEHHUTCS OT TOTO, YTO CJIOBO M3MECHMIIOCH U3 CAMHCTBCHHOTO BO MHOXE-
CTBCHHOE YHCIIO?

[IpakTuKys CKJIOHEHHME CYNIECTBUTENBHBIX, yUAIIUECs: 4acTO MyTaloT (OpMBI €AMHCTBEHHOTO M MHOMXe-
CTBEHHOTO YMCJIa Y TeX Majexel, KoTopble 3By4aT MOYTH OJUHAKOBO. B kauecTBe mpumepa mpHUBEIEM CIIO-
Ba Manbyukom U manvuyuxam. IlepBoe cI0BO yka3bplBaeT Ha TBOPUTENBHBIN Majexk €IUHCTBEHHOIO YHCIa, a
BTOPOE COOTBETCTBYET NATEIbHOMY MaieXy MHOXKECTBEHHOro uucia. Bo MHOrux cimyuasx paxe Magexu C
COBEPIIEHHO Pa3HbIMM OKOHYAHUAMH MYTAIOTCA CTYJCHTaMU, HAIpUMED, POAUTENBHBII Maek My CKOTO UIH
CPEJHEro pojia eAMHCTBEHHOIO YUCIIA ¢ JaTEeIbHBIM MaJeKOM eIUHCTBEHHOro yncia. He roBops o npenmox-
HOM MaJieXke, T/Ie CTYJCHTHI CKJIOHHBI 3a0BIBaTh CTABUTh MPEUIOT IIEPE/T CIIOBOM, XOTS BCE ITPEKPACHO 3HAIOT,
YTO TPEITIOKHBIN Ma/IeXk HUKaK He ObIBaeT Oe3 mpeasora. Taxke pacnpoCcTpaHEeHHOM OMIMOKOI SIBIIsIETCS TO,
YTO CTY/IEHTHl MHOTJA HE 3HAIOT KaK 00pamarbcsi ¢ rpaMMaTHieckKuM poaoM. CyIiecTBUTEIbHOE KEHCKOTO
poJa IPUHUMAIOT 32 MY>KCKO€, a CYI[ECTBUTEIBHOE MY>KCKOTO pojia — 3a :xKeHckoe. FIM MoxkeT mpensTcTBOBaTh
3HaHUE JIPYTMX MHOCTPAHHBIX SI3BIKOB, a TAaKXKEe 0COOCHHOCTb MX POJIHOTO SI3bIKa, 3aKIFOYAIOMIasics B TOM,
YTO B BEHI'€PCKOM SI3bIKE HE CYIECTBYET KaTerOpHH I'paMMaTHuecKoro poja. M3ydeHne HEKOTOPBIX HECTaH-
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JAPTHBIX, HCOOBIYHBIX CYIICCTBUTEIBHBIX, TAKUX KaK TPYIIa CYIICCTBUTCIBHBIX MYKCKOTO pojia, OKaHYH-
Baromuxcs Ha A wiu S (roHOIIA, s, ASTYIIKa), TAKKE MOXKET CTAaTh CIOXKHON MPOOIEMOM IS yJaluxcs,
0CO0CHHO HA HAYAJIBHOM 3Tare O0yYCHHUS.

KpOMe TOTO0, CTYACHTBI YaCTO IMYTAIOT pa3HbIC YaCTHU PpEYU, HAIIPUMEP, NPUTAKATCIbHBIC MECCTOUMCHUSA C
JIMYHBIMUA MECTOUMMCHUAMU WJIN CYHICCTBUTCIIBHBIC C MpUJIaArarCJibHbIMU. K COXXAaJICHUIO, B HAIllM JTHU O3TO A0-
CaJHOC SABJICHUC CTAHOBUTCA BCC Goiee PacpoOCTPaHCHBIM U XapaKTCPHBIM. HeKOTOpLIe n3 CCTOAHSAIIHUX CTY-
JACHTOB IPOCTO HEC 3HAIOT I'PAMMATUKY CBOCTO POAHOTO A3bIKA, UJIX K€ 3HAKOT €€ OUCHD I1JI0XO. bes Ha1exKallero
YPOBHS 3HAHUSA I'PAMMATUKN POJAHOIO A3bIKa U BJIaJJICHUA POAHBIM SA3BIKOM OBJIAJICHUC NMHOCTPAHHBIMU SA3bIKaMU
n ux l"paMMaTPIKOﬁ ABJIACTCA NPAKTUYICCKU HEBBITOTHUMOM 3aaaqe171 JUJIsL 06}7‘{3}011161"0051 " CTaBUT NperiogaBaTec-
Jisk B TPYAHOEC, HECJIOBKOC IMOJIOKCHUC. Yactb YpPOKa pyCCKOro fA3bIKa 4aCTO TPATUTCA Ha o0BICHEHHE ydamumcesd
TpaMMATUKHU POJAHOIO A3bIKA, IPEKAC YEM IMTO3HAKOMUTD UX C HOBOMH TeMoii pYCCKOﬁ T'paMMAaTUKHU. OTta CUTyalus
0COOEHHO J0cCaaHa, MOTOMY YTO KOJIUYCCTBO 4aCOB B HEIC/IIO, OTBEACHHBIX JJIA 3aHATHI PYCCKHUM S3bIKOM — 1O
Ppa3HbIM IpUYNHAM — UMECT TCHACHIIUIO K TOCTOSIHHOMY YMCHBIICHHNIO, B PE3YJIbTATC Y€I0 OCTACTCA BCC MCHb-
e 1 MCHbIIC BPEMCHU IJIs1 OCBOCHUS yq€6H0ﬁ MMpoTrpaMMBlI. B CO3ﬂaBmeﬁCﬂ CUTyallun OBLIO OBI HCO6XOI[I/IMO,
4TOOBI CTYACHTDBI IPOSABIIATINA 0OJIbIIIE CAMOCTOSTEILHOCTH B nponecce yqe6H0f/’1 ACATCIBHOCTHU U YACIIAIN KYypCy
3HAYUTEILHO OOJIbIIIE BpPEMCHHU.

MeTo KOHTPaCTUBHOTO OOY4YEHHS SI3BIKY IPENIoiaracT N3ydeHHe SBICHUH BEHI'€PCKOTO U PYCCKOTO SI3BIKOB
napayutensHo (Lakos 1995: 3). Panpmie mo 3ToMy MeTOLy NpernoaBaif pyccKoe U BEHI€PCKOe CTPaHOBEICHHE
BEHIePCKHUM ydaluMcsi, OyayIuM SkoHoMHcTaM B MlHcTHTyTe BHEnHe# Toproenu B bynanemre. [Ipenmer Ha-
3bIBaJICS KOHTPACTUBHOE CTPAaHOBEJICHNE, U B KOHIIE y4eOHNKa OB LENbIA paszes 1o Ha3BaHueM llapannens-
Hble geneepckas u pycckas xporonoeudeckue maoauyvt (KEMEHbD — Tromsutarn 1996: 107).

B 2007 rony BeHrepckuii uctopuk u pycuct lletep Jlanu, npemnoaasarenb cpeJHEN HIKOIBI UMEHH MHUKIIOIIA
Pagnotu B Bymanemre npu LleHTpansHOM yHUBepcuTeTe nMeHH JlopaHga DTBemna, W3Mal CBOI OYCPEIHYIO
KHHUTY, KOTOpasi B 3HAYUTEIBHON Mepe aJanTUPOBAHA K HOBBIM H3MECHUBIIIUMCS YCIIOBHSM M IOTPEOHOCTSIM y4a-
mxcst. OHa Ha3bIBaeTcs Kypc no pycckomy a3vIKy 0151 0C8edice s 3Hanul v 3a1aéT 1ebio 0onee 23 PeKTUBHOE
U3yUYCHHE W YCBOCHUE PYCCKOTO sI3bIKa. [ paMMaTHdecKue TeMbl MaTepralia Kypca HalpaBlicHbI B TIEPBYIO Oue-
penb Ha yTOYHCHUE W COBEPIICHCTBOBAHUE OCHOBHBIX TIOHATHI (PO, YHCIIO, MAACXK) U Ha IpuodpeTeHune doee
Ba)XHBIX MOP(OJOTHYCCKUX U CHHTAKCUUCCKHUX 3HaHWU. [loMHMO KaTeropuii poja u 4ucia B KHHUTE IOTICP-
KHYTasl pOJIb OTBOIUTCS OBJIAJICHUIO YUAIIUMCS TPEMs ITaJIe:)KaMHi HMEH CYIICCTBUTEIBHBIX HA YPOBHE HCIIONb-
30BaHMS, & 3HAHUE OCTAJbHBIX MAJCKEH MPEHUMYIIECTBCHHO Ha JICKCHYECKOM YPOBHE, TO €CTh OCHOBAaHHOM Ha
y3HaBaHuU. [I[proOpeTeHre MEeMEHTAPHBIX CHHTAKCHYCCKUX 3HAHUH, H3YYCHUEC HEKOTOPBIX OCHOBHEIX ITPABHII
CIIPSDKCHUS TIIATOJIOB TAKXKE Ha BUJHOM MECTE pacCMaTpUBAETCs B MaTepHaiaxX yuycOHuka. B Hem aBTOpOM yuu-
THIBAIOTCS B TICPBYIO OYEPEIb MPHUHITUITEI (PYHKITHOHAIEHOW TPAMMATHKH M METO/IBI KOHTPACTUBHOTO O0YYCHUS
SI3BIKY. B KauecTBe MOATBEPIKICHHS BBIIICCKA3aHHOTO IIUTHPYEM CII0BA CAMOTO aBTOPA!

ITo nanHOMY y4eOHHMKY 0Oy4YeHHE S3bIKY BEJIETCS B OCHOBHOM Ha KOHTPAaCTHBHON OCHOBE: COTOCTABIIS-
I0TCSI Pa3HBIE SIBIICHNSI BEHI'€PCKOTO U PYCCKOTO SI3BIKOB, TIPOSICHSIOTCS CHEHU(PHYECKHE TPYTHOCTH yda-
IIUXCA — HOCUTENEH BEHI'€PCKOTO SI3bIKa, U NMPEJOCTABISIETCSA JOCTAaTOUHOE KOJIUYECTBO MPAKTHUECKOTO
Marepuaa Juis 3aKperuieHHs MOJTyYeHHBIX 3HaHui. O0ydyeHne rpaMMaTuke OObIYHO CIIeyeT MPUHINITY
(YHKIIMOHANBEHON rpaMMaTHKH U aJallTHPOBAHO K JIEKCHYECKHM CXEMaM, CIIOCOOCTBYET IPAaKTHIECKOMY
IIPUMEHEHHIO OCHOBHBIX I'PaMMaTHUECKUX 3HAHUI U UX aKTHBHOMY HCIIOJIBb30BaHUIO B oOmmeHuH. [Ipen-
CTaBJICHUE HOBBIX MaTEPHAJIOB COMPOBOXKAAETCS MOSICHEHUSIMHI Ha BEHTE€PCKOM sI3bIKe. | pamMMaTrueckue
TaONIHIBI B KOHIIE y4eOHHMKa IIOMOTAI0T CHCTEMaTH3MpOBaTh roiydenHsle 3Hanus (Dancz 2007: 5).

ITo cnoBam JlaHua KHHATa 00ECHEYNBAET OTHOCHTENIBLHO OBICTPBIM TEMH Mporpecca Mo CPaBHEHHIO C OO0JIb-
IIMHCTBOM IIKOJNBHBIX SI3BIKOBBIX YYEOHMKOB M 00ECIEYMBACT JOCTATOYHO HAJ/IS)KHYIO OCHOBY JUISl IUIAaBHOTO
MIPOJOJDKEHHSI N3YUYEHUs] PYCCKOTO si3bIka. B momonHeHne k yaeOHOMy Marepuaiy JlaHna B KauecTBE MpPUIIO-
KEHUsI MOXKHO YIOMSHYTh KHUTY MmTBana Komrapamnia Pycckas epammamura 0ns cpeOHUX WiKoi, BBIIIEIIITYIO
B CBET B BeHrpun yxe OecunciieHHBIM KOJIMYECTBOM M3faHui. Kak crnenyer u3 Ha3BaHus ydeOHNKa, MaTepral
KHUTW OPUEHTHPOBAH MPEX/EC BCETO Ha OCHOBHBIE MpAaBHJIa U SIBJICHUS I'PaMMaTUKH PYCCKOTO si3bika. Pabora
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BKJIFOYAeT B ceOs 3HAHMS NTPABONUCAHUS, MOP(OJIOIUU U CHHTAKCHCA, a TAKXKE pPacCMaTpHUBacT pa3Hble YacTH
peun B OTHENBHBIX TaBax. Ocobo ciemyeT OTMETHTh, YTO Pa3iIM4Hble TpaMMaTHUeCKHe MpOOJIeMbl UCCIey-
I0TCSI M TIPEACTABIISIOTCS. IPY TIOMOIIM KOHTPACTHBHOTO MeToia oOydeHus. ABTOp MaTepHaia JaeT MHOTOYHC-
JICHHBIE TpaMMaTHYeCKHe OOBSICHEHHSI, YTOOBI crI0cOOCTBOBATh Oosee OBICTPOMY M CEpbE3HOMY ITOHUMAHHIO
ydamuxca. B oTHomleHnu mpenojaBaHusl TPaMMaTUKU PYCCKOTO SI3bIKa MOXKHO TPOBECTU MapajuleNb MEXAY
YIIOMSIHY TBIMH JIByMSI KHUTaMH. [[Ba paccMaTprBaeMbIX MaTepraa OpraHuyHO JIOTIOJIHSIOT APYT Apyra Ha ypo-
KaX PYCCKOTO s3bIKa, 00ecreunBasi BO3MOXKHOCTh Oosiee ObICTpoit M 3 eKTHBHON NMPAKTUKK jJ0Ma (BHE ayIu-
TOPHBIX 3aHATHH) U CAMOCTOSITEIBHOTO 3aKPEIUICHHs ONTYyYeHHBIX 3HAaHWH. Bo3bMeM He camblil TPOCTOi, HO
JIOBOJIBHO MHTEPECHBIN M HAIVISLTHBIA TpuMep 13 rpamMarrku Kormaparia, kacalomuiics H3JI0KeHNS 1 00ydeHHs
PYCCKHMM NPUYACTHSAM. ABTOP KHHUTH IPEKIE BCETO OINPEACISIET MOHITHE NPUYACTHI, TO €CTh OOBSCHSIET, YTO
9TO JIOBOJILHO CBOEOOPA3HbIE IIIAroIbHbIE (POPMBI, 00JIaJatoIHe, IOMUMO CBOMX a/IbEKTHBHBIX CBOMCTB €llle U1
IJIarOJIbHBIMU CBOMCTBaMU. ATbEKTUBHBIE CBOIICTBA COCTOST B TOM, YTO OHU MOTYT U3MEHSATHCA IO PO, UUCITY
U MaJIeKy, a TAK)KE€ MOTYT UMETh Kak MOJHBIE, TaK M Kparkue GopMbl. [1o CBOMM IIaroisHBIM CBOMCTBAM OHU
MOTYT NPUHAUIEKATh K COBEPIIEHHOMY MM K HECOBEPIIEHHOMY BHJY, MOTYT UMETh aKTHBHBIE U MACCUBHEIC
(opMBl, a TakKe (OPMBI HACTOSIIETO M POUICALIETO BpEMEHH. ABTOp Ha IIPHMEpax WLTIOCTPUPYET CYIIECTBY-
IOIINE B PYCCKOM SI3BIKE YETHIPE TUIA IPUYACTHH (JeHCTBUTEIBLHOE IPUYACTHE HACTOSIIETO BPEMEHH, JICHCTBH-
TENBHOE MPUYACTUE MPOILIEALIETO BPEMEHH, CTPAJaTeIbHOE MPUYACTUE HACTOSIIETO BPEMEHH, CTPaJaTeIbHOE
NIPUYAcTHE TPOIIEAIIEr0 BPEMEHH), a 3aTeM J100aBIsIeT K MIUIIOCTPATUBHBIM MPUMEpaM Clieylomniee KpaTkoe
MOACHEHHE Ha BEHT'€PCKOM SI3bIKE:

B BEeHrepcKoM sI3bIKE UMECTCSl TPH TUTIA TIPUIACTHH (MIPUYACTHS HACTOSIIETO, MPOLICAIIETO 1 OYIyIIero
BPEMEHH), X BCE OHM MOTYT OBITh KaK JACHCTBHUTEIBbHBIMHU, TaK U CTPAJATebHBIMU. | paMMaTHUeCKHE
CHCTEMBI JIByX S3BIKOB HE MEPECEKaloTCs, HampuMmep, mpuyactus Oymyiiero Bpemenu (-ando, -endd B
BEHI'€PCKOM) B PYCCKOM sI3bIKe HeT BooOIie. [IpnuacTisM B BEHI€PCKOM sI3bIKE C Cy(DPHUKCOM -t, -tt MOKET
COOTBETCTBOBATh TPHU Pa3HBIX THIIA MPUYACTHH B PYCCKOM SI3bIKE (ICHCTBUTEIBHOE IPHYACTHE MPOLICH-
LIEr0 BPEMEHH, CTPAJATEIIbHOE NPUYACTHE HACTOAIIETO BPEMEHH, CTpaNaTebHOE MPUYACTHE MPOLICH-
mero Bpemenn) (Kosaras 2001: 100).

Hcnonb3oBanue KOHTPACTUBHOTI'O METOAa O6y‘ICHI/IfI A3BIKY MOKET HECKOJILKO 00JIerYuThH npouece U3y4CHust
1 npernogaBaHusl pyCCKOT'O fA3bIKa. HO3TOMy ABTOPBI HaCTOHHIeﬁ pa6OTI)I HaJCHOTCA B 6y,uymeM Ha IOsABJICHUC
3HAYUTEILHO OOJBIIEIO KOIMYECTBA HUHTCPAKTHUBHBIX yqe6me MaTepHraioB, A3bIKOBBIX HOCO6PII71, HaITMCaHHBbIX
IO TEM K€ mapaMeTpaM, KaK U BbILICYIIOMSAHYTBIC ABa yq66HI/IKa, a TaK¥XKC CTPYKTYPHUPOBAHHLIX B aHAJIOTUYHOM
CTUJIC AJId COXpaHCHHA OCHOBHBIX HCHHOCTeﬁ 1 YPOBHA 06yqu1/1;{ PYCCKOMY SA3BIKY B BeHl”pI/II/I.

B J.'[aHHOfI CTaTb€ aBTOPLI MMPCACTABUIIN HECKOTOPHIC XapaKTCPHBIC (bpaFMeHTI)I u3 6oraToi ucropun BCHFepCKOﬁ
PYCUCTHKH, a TAKIKE 06paTI/IJ'II/I BHHUMAaHUC 1 HAa COBPEMCHHBIC TCHACHINU Pa3BUTUA ITpOLICCCa O6y‘leHI/I$I PYyCCKO-
MY A3bIKY KaK MHOCTPAHHOMY Ha OCHOBAHUHN CBOCTO YCTBCPTHBCKOBOT'O IMEAArOrMY€CKOro OIbiTa B Byz[ar[emT—
CKOM 3KOHOMHUYCCKOM YHUBEPCHUTCTC. BC3YCJ'IOBHO MOHO CKa3aTb, YTO NPETOAaBaHUEC PYCCKOTO A3bIKa 10 CUX
op MEPEKUBACT JOCTATOYHO CIIOXKHBII Nnepuo] Kak BO MHOTHUX CTpaHaX, Tak U B BeHFpI/II/I. CHCIII/IaJ'II/ICTaM n
MpeACTaBUTCIIAM BeHFepCKOﬁ PYCUCTHUKH TaK KE TPYAHO aJallTUPOBATLCA K COBPEMCHHBIM U 6LICTpO MCHAIO-
muMCs 06CTOHTCHLCTB3M, KaK 1 CTyACHTaM Halllnux Z[Heﬁ — CIIPABJIATHCA C TPYAHOCTAMU PYCCKOI'O fA3bIKA. Takum
O6pa30M, OCTAaCTCH TOJBKO HAACATHCS, YTO CO BpEMCEHEM CIIPOC U NPCAJIOKCHUEC TPUAYT B paBHOBECUC, U HACTY-
AT BpEMCHA, KOTZla BCHICPCKasd pyCUCTUKA U pYCCKI/Iﬁ SA3BIK BHOBb 3aﬁMyT CBOC ﬂOCTOﬁHOC MCCTO B CUCTEMC
O6y‘leHI/I$I HWHOCTPAHHBIM SA3bIKAM.
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Varga Eva Katalin
Semmelweis Eqyetem Szaknyelvi Intézet

HpeﬂMeTHO-HBbIKOBOe NHTETrpnunpoOoBaHHOEC 06yquI/Ie
PYCCKOMY A3bIKY C HY/IA [I/IFI MEANKOB

B nacmosweti pabome npeocmasnsemcs UHHOBAYUOHHASL MEMOOOO2UHECKASI KOHYENYUSL KYPCO8 MEOUYUHCKO2O
PYCCKO20 A3bIKA O HAYUHAIOWUX ¢ HYI. Umobbl nayyums cmy0enmoeg Kak MOXiCHO Dbicmpee peuams KOMMY-
HUKamughvle 3a0ayu 8 cghepe npogheccUoOHarbHo20 0OueHUs, 2NAGHbIM NPUOPUTNENOM ABNAEMCS YCIHASL peyb.
Haw nooxoo peanusyemcs ¢ nomowpio cmanoapmu308anublx OUAL0208, MOOCTUPYIOWUX PealbHble CUMYayul
o0bwenus 6 npogheccuonanvroll cpede. Kommynukamuguvle HA8bIKU PA3GUBATOMCSL NOCPEOCHIBOM MUKPOOUANO-
208, cooepicamux peyegvle akmovl U UHMEHYUU OnpedeeHHOU npogeccuonanvrol cumyayuu. B konye ceme-
cmpa cmyoenmuvl CHOCOOHbL NPOBECHU OCMOMpP NAYUEHMA 8 MUNOBbIX CUMYAYUAX, NPU HATUYUU MUNUYHBIX
2#can00b, 8 ponesoll uzpe ¢ Hocumenem A3viKd.

npeomemno-a3vikosoe unmezpuposannoe ooyuenue (CLIL), a3v1k06ble KypCobl 015t HAUUHATO-
WX, MEOUYUHCKULL PYCCKULL SI3bIK, pedesble HABbIKU, NPOecCUuoHanbhoe obujeHue

B Hacrosimiee BpeMsi B IIpenojaBaHi MHOCTPAHHBIX S3BIKOB 00y4YeHHe 00IIEHHUIO CTajI0 IPHOPUTETHOH LENbI0
(XaBroHnHA / BasbixuHA 2008). st TOCTMKEHHUS! 3TOH LENH M ¢ y4eTOM IOTpeOHOCTEH CTy/IeHTOB, B Oyna-
MEIITCKOM MEJUIMHCKOM YHuBepcuTere M. CeMMenbBelica BHEAPSAIOTCS THHOBALIMOHHBIE AJICKTUBHBIE KyPCHI
SI3BIKOB JUTS CHIEUANIbHBIX 1iejel «BBeneHne B mpodecCHOHaNbHBIN S3BIK C HYJISD» JUISI METMKOB, (hapMaleBTOB
1 cToMaToJIoroB. JIJist BceX MpernoiaBaeMbIX sI3BIKOB (QHITMHCKHN, HEMELKUH, (PpaHITy3CKHH, HTAIBSTHCKUHN, UC-
MIAHCKUH, pyCCKHi) ObUIa co3/jaHa eAnHas TeMaTHKa, OCHOBBIBAIONIASCS Ha NMpodeccHoHaIbHBIX HaBbIKax. Ha
3aHATHAX OCYIIECTBISIETCS HHTETPHPOBAHHOE TIPEIMETHO-I3BIKOBOE 00yUEHHE S3bIKY [UIS CHIEIINANIBHBIX LIENIeH.
Marepuasl CTpOSITCS Ha ayTEHTHYHBIX PEUEBBIX aKkTax IpodeccroHanbHoro obmienus. Llenpio Hammx KypcoB
SIBISIETCSI aKTHBHOE YIIOTpeOIeHnEe MOIeNeH, 3aI0KEeHHBIX B PO ecCHoHaIbHOM KOHTEKCTE, B IEPBYIO OYEpEb
B OOIIEHWHN C TMAIMEHTaMH, C aKLEHTOM Ha HENpephbIBHOE Pa3BUTHE NMPO(ECCHOHANBHBIX KOMMYHHKATHBHBIX
HaBBIKOB. B TemaTnky Kypca BXOIST CIIeAyIONIe HaBBIKK: COOp TIEPCOHANBHBIX JTAaHHBIX, MIPE0CTABICHHE NH-
(dopManuu 0 BpeMEHH IpHeMa, OPUEHTHPOBKA B METUIIMHCKOM YUPEXICHUH, ONPOC MalMeHTa O Kajodax U o
HaunOoIee YacThIX CUMIITOMaX, cOOp aHaMHe3a, MHCTPYKTUPOBaHKE MAIIMEHTa B XO/Ie OCMOTPA, IIPEI0CTaBICHHE
nH}OpMaLMK O AMArHO3e, NPEeJOCTaBICHUEe MHCTPYKLHUH 10 MPUMEHEHHIO JIEKapCTB U JIeueHnIo. MHTeHCHB-
HOCTb 3aHATUI — BCETO OfIHA Mapa B HEAENIO0, B CEMECTpe 28 akaJeMHUYECKUX YacoB. 3a CTOJIb KOPOTKOE BpeMs
HY’KHO JIOBECTH CTYJICHTOB /10 ypoBHS Al npodeccroHaabHOro oomeHus.

B BeHrepckoii cucteme BhICIIETO 00pa3oBaHus Kype «BBeneHre B METUIMHCKUM PYyCCKHH SI3BIK 1.» sIBISETCS
YHUKanbHBIM. He Tonbko MOTOMY, UTO B Hallled CTpaHe MEAUIMHCKUI PyCCKUI MPENOAAOT UCKIIFOUUTENBHO B Ha-
IIIEM YHUBEPCHUTETE, HO IIOTOMY, 4TO 00ydeHHE NPOPECCHOHAIBHBIM S3bIKaM HauUHAETCs ¢ ypoBHS A2. OcOOCHHO
OONBIIIMM BBI30BOM OKa3aJI0Ch COCTABIICHHE YIeOHOTro Marepuana. XoTsd B PyCCKOS3BIYHBIX CTpaHax Ha MOJTrOTO-
BUTETBHBIX Kypcax MEJUIUHCKUX YHUBEPCUTETOB CTY/ICHTHI HAUMHAIOT 3HAKOMUTHCS ¢ METULIMHCKOW TEPMHUHONIO-
THel yke Ha BTOpOH Hejenie 00ydeHus, B yYeOHUKaxX JUIsl 9TOW 1IENN JTA0TCS aHATOMHYIECKUE TEPMHUHBI 1 OCHOBBI
Hay4Horo cTwisi. HaBbikam oOlmieHunsi Bpaua M marueHTa o0ydaroT CTYJCHTOB CO 3HAHHEM OOIIeTUTepaTypHOro
s3bIKa Ha ypoBHe B1-B2, mostoMy yueOHMKH 3TOTO Npodmits, HanucanHble B Poccry, He OIXOMAT HAILIMM LeIsIM
(dbsxoBa 2002; IbsxoBa 2014; Opnoa 2012; 3vauHA u ap. 2012; EopEmMoBIEBA / KobaniaBa 2007; Kucvik u ap.
2015; Anamkesud / Besblit 2012; CATPETAMHABA / CAMOXHHA 2012), TpyJHO aanTHPYyIOTCS Tl HAYMHAOIINX.
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B cooTBeTcTBUM € TOTOBOPOM O COTpYAHUYECTBE Mexk Ay Huxeropoackum rocynapcTBEHHBIM THHIBUCTHYE-
CKUM yHHBepcuTeToM M. JloOpomoboBa n YHuBepcuteToM MM. CeMMerbBelica, 3aKIF0YeHHOM B HavaJle MaH/ie-
muy, BecHoit 2020 r. poccuiickue cryneHTsl-MarucTpanTsl PKU mpoxoaar npenoaaBaTenbCKylo NPAKTUKY JUC-
TaHIMOHHO, B HAIIKMX Ipynnax. MarucTpaHTh! He TOJIBKO MIPOBOST 3aHATHSA, HO U aKTUBHO IPUHUMAIOT y4acTUE
B pa3paboTKe y4yeOHOro Marepuasna: OHH COCTABISIOT AMAJIOTH I10 3apaHee ONPEJICNCHHBIM CHTYalusIM, yIH-
THIBasi 0COOCHHOCTH POCCHICKOTO 3/[PaBOOXPAHEHHS, TOTOBAT IPE3CHTAMU C HAISAHBIMU WILTIOCTPAlHSIMU
JUIsl OOBSICHEHUSI HOBBIX CJIOB M BBIPQ)KEHHH, M TAK)Ke IPaMMAaTHYECKUX SBJICHHUH 1 S3BIKOBBIX KJIMIIE, TOTOBSIT
YIOpaXXHEHUs ¢ MUKPOAUATIOraMU, COAEPKAITUMU KOHCTPYKLIUY JIs 3aKPEIUICHUS, U JUAJIOTH IS ayIUPOBAHUS.
B koHI1e 3aHATHIT OHM pabOTAlOT C BEHIEPCKUMH CTYJACHTaMU B CECCHOHHBIX 3al1aX, UTPAlOT poJIb NallMeHTOB B
PEUEBBIX CUTYaTUBHBIX UTPaX, UCIPABISIOT IPOU3HOIIEHHE U OKa3bIBAIOT METOANYECKYIO TIOMOIIb B 3aIIOMHHA-
HUU A3BIKOBBIX KIIMIIIE.

B Hacrosimeit paboTe mpeacTaBIsIeTes ONBIT MPEAMETHO-SI3BIKOBOI0 HHTETpUpoBaHHOTO 00yueHus (Content
and Language Integrated Learning, CLIL) pycckoMy MeIMIIMHCKOMY S3BIKY JUIS HadMHArommx. Jlaercs oommii
0630p merona CLIL u ero npuMeHeHHE B MOATOTOBKE OyIMyIIUX Bpadel, IeMOHCTPUPYIOTCS crieliduKa U 0Co-
OGeHHOCTH yueOHOTr0 MaTepHaa, MPUBOAATCS IPUMEPHI, CO3/1AI0IIHE PO ECCHOHANBHYIO S3BIKOBYIO CPEy BEH-
TePCKUM CTYJICHTaM, ¥ TaK)K€ OTMEUAIOTCsl MEXKKYJIBTYPHBIC pa3inuus, TpeOylolne 0COOCHHOTO BHUMaHUS B
XOJI€ 3aHATUIL.

B name BpeMs, KpoMe KOMMYHUKAaTUBHO-AEATEIBHOCTHOTO U CO3HATENbHO-IIPAKTUYECKOrO MOAXOAa B METO-
qke rpenogaBannst PKY Ha mepBblif 11aH BhIIIET KOMIIETEHTHOCTHBIH ITOIXO/. MpeAnonoraronmi Gopmupo-
BaHHUE TPEX OCHOBHBIX KOMIIETEHIIMH Y CTYAECHTOB: JUHIBUCTHUUECKUIN, KOMMYHUKATUBHBINA U MEKKYIBTYPHBIH
(BapTEHEBA 2018), KOTOpBIE BBIpaKAIOTCS B KOHKPETHBIX 3HAHUSX, YMEHHSX, HABBIKAX W BIAJCHUU UMH. DTH
KOMIIETEHIIUN COOTHOCSITCA C €BPONENCKON CUCTEMON YPOBHEH BlafieHNs HHOCTPAHHBIM S3bIKOM. B ycrnoBusix
miofbanu3anyy TpedyIoTCs CIICIMAINCTHI, 00JIaJaronIe MeXIpeIMeTHBIMU KoMmiieTeHInsiMu (TAPHAEBA / BAEBA
2019). Otum BbI30BaM OTBedaeT Meroandeckas monens CLIL, Mctoprsi BOSHUKHOBEHHSI M paclpoOCTpPaHEHHs
KOTOpPOH BOCXOAWT K Hadaiy 1990-X IT, ¥ B HaIIM THU UMeeT OOJIBIUIYIO MOIMYJIIPHOCTE B €BPOIIEHCKOM cHcTeMe
SI3BIKOBOTO 0Opa3oBanust pazHoro ypoBHs. CLIL MOXXHO ompenenuTh Kak «JUJaKTHYeCKOe CPENICTBO, ITO3BOJIS-
toniee c(hOpMUPOBATh Y CTYJCHTOB JIMHTBUCTUYECKNE U KOMMYHUKaTHBHBIC KOMIIETEHIIMU Ha HEPOIHOM SI3BIKE B
TOM € Y4eOHOM KOHTEKCTE, B KOTOPOM y HUX HPOUCXOIUT (POPMHUPOBAHKE U pa3BUTHE O0IIEyUeOHBIX 3HAHUH 1
ymenuin» (CugorEHKO / PoisyiikuHA / PozaHoBA 2018). Liemu metoga CLIL mpencTaBnstoTcs B BHJIE KOHIICTIITHH
«4C»: xoMMyHHKanusi (communication), coxepanue npeaMera (content), mosHaHue (cognition) u KyabTypa
(culture) (MEnExuHA 2021). B pamkax npoekra CLILMED pa3spaboranu pekoMeHaluy NpUMEHEHUsI MeTo/ia B
TIOATOTOBKE CIIEIMANNCTOB MeauuuHckoro mpoduist (VALCKE et al. 2022), Ha 0CHOBE KOTOPBIX MBI pa3zpadoTann
TEMAaTHKy W Y4eOHBII MaTepHall HallluX SI3bIKOBBIX KYpCOB, B TOM 4YHCIIe U «BBeneHe B MeIMIIMHCKIH PyCCKUH
SI3BIK 1.%».

MBpI tocTUraeM NOCTaBJICHHBIX eJIel, HCIONb3Ysl 00yUYeHue S3bIKY 110 MOJICTIH, OCHOBAaHHOW Ha HaOIIIOICHUH 1
BocripousBereHun (noapakannu) (VARGA 2020). /s oOyueHus npodeccCHOHANEHOMY OOIIEHHIO MBI UCTIONb-
3yeM THIATEJIbHO OTOOpaHHBIC ayTEHTHYHBIE PEUYEBBIC aKThl, OTPEIAKTHPOBAHHBIE MO0 KPUTEPHSIM IpOdeccHo-
HaJIFHOTO MEAMIIMHCKOTO 3HaHUs. Pa3BUTHE HAaBBIKOB (DOHETHMYECKOTO KOIUPOBAHMS M MPHOOPETCHUE JINHTBH-
CTUYECKUX (pOPMYITHPOBOK TOCTUTAECTCS ITyTEM ITPOCITYITMBAHHUS MUKPOHAIOTOB 1 ITPEJA0CTABICHHS YIaIluMCs
ayZnoMaTrepHajoB OT HOCUTEJIEH s3bIKa U Bueo3amnucell ypokoB. [IoHIMaHNIO TOMOTal0T CUTYaTUBHbIE U WILITIO-
CTpaTHBHBIE CpeICTBA (KAPTUHKH, CXEMBI, BCTABJICHHBIE B IPE3CHTALNIO MaTepralla ypoKa) U )KeCThl, a IePeBOJ
Ha BEHTEPCKHUIl SI3BIK MCIIOIB3YETCS TOJBKO B CIydae HEOOXOJMMOCTH. SI3BIKOBBIE CTPYKTYpHI, HEOOXOIMMBIE
JUISL peaii3aliyl PeYeBbIX HaMEpEeHHH, BKIIIOYAIOTCSl B MUKPO/IMAJIOTH, a TpaMMaThKa OTpadaThIBaeTCs MyTeM
NOBTOpEHHsT Mojesiel. Vcronb30BaHNEe CUTYaTHBHBIX PEUYEBBIX MOJEJEH IMO3BOJISICT aBTOMAaTHYECKH YIOTpe-
OJATH SI3BIKOBBIE CTPYKTYPbI B KOMMYHHUKAIMM 1 MUHIMHU3UPOBATh JINHIBUCTHYECKUE OIIMOKH. MUKpoIuanoru
UCTIONB3YIOTCS ISl TIOCTPOEHHS MOJICTIBHBIX JTNAJIOTOB, KOTOPbIE 3aTeM 00pabaThIBalOTCS U UCIOIB3YIOTCS B
pONEBBIX Hrpax Juisl npodeccronasbHoro obmenus. CUTyary coiepskar MocieaoBaTelIbHOCTH mpodeccHo-
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HaJIBHBIX JICHCTBUI, COOTBETCTBYIONNE KOHKPETHBIM NpuMepaM K3 npakTHku (FoGarasi / Varca 2022). Ilo-
CKOJIBKY B SI3bIKOBOM Kypce MPUHUMAIOT Y4acTUE CTY[AECHTHI, KOTOpBIE €lle He HaYall U3yYeHHE KIMHHUECKUX
JIICLUITIMH 1 YacTO BIIEPBBIE CTAIKUBAIOTCS C METUIIMHCKUMH 3HAHUSIMH Ha 3aHATHAX 110 TPOQeCcCHOHATILBHOMY
SI3BIKY, MCTIOJIb30BaHNE HAaBBIKOB HHTEIPUPYETCs B TpO(heCcCHOHANBHBIE S3bIKOBBIE cuTyanuu (cp. BArRpos, 2000:
106), obuieHue, BcTpoeHHOE B ipodeccronanbHyto cutyanuio (CLIL), mpencrasnser co6oii MpakTHIECKyIO pe-
anm3anuio npoheccuoHANBHBIX HaBBIKOB (DALTON-PUFFER, 2011; PLAaSTINA, 2016; PorRECKA, 2011). Tak, Hanpu-
Mep, HHCTPYKIIHH, COIIPOBOXKIAIOIIIE CUTYaIlNH, TOBTOPSIOT MpoBeieHne TuddepeHranbHol TMarHoCTHKA B
HUHTEPBBIO C MAIUEHTOM.

Haunnast ¢ Hysst, TPY/THO pa3BHUTh YETHIPE S3bIKOBBIX HaBbIKa (IOHUMAaHHE PedH, OCTIIOCTh peyr, MOHUMAaHHe
YTeHus, OCTIOCTh MUCbMa) B PaBHBIX Nponopiusx. HaBbiku, HeoOXomuMble U1l MPO(ECCHOHATBHOTO OOLIEHHS
C TIAIMEHTaMH T10 CHIEHAIBHOCTH, - 3TO B OCHOBHOM YCTHasl peub (pOJib HHTEPBbIOEpa B JUANIOTaX, (POPMYIHPO-
BaHWE MHCTPYKLUH B Cllydae MH(POPMHUPOBAaHHS MallEHTa) U Pa3roBOpHAas peub (IIOHUMaHHUE JKajlod ManueHTa u
ucropuu 60JI€3HN), TOTNa Kak yreHne (ObIcTpoe oOpalieHne K HHPOpMaIlMOHHOMY JINCTKY O JIEKapCTBax) U MHCh-
MO (3aroHeHue (HopM, MEAUIIMHCKON JOKYMEHTAIINH, BBINMCKA HAITPABICHHU) NTPAIOT TOpa3io MEHBLIYIO POJIb.

3a Bpemst CBOEH IpernoiaBaTeIbcKON MPAKTUKK POCCHHCKHE MaruCTPaHThl OTIMYHO MOHSUIM LEJIN HAIeTo
NIpernoiaBaHusl si3bIKa clienuansHocTH. Harpumep, B yacTi yueOHOW MpOrpaMMBl, HOCBSIIIEHHOW MPUMEHEHHIO
JIeKapcTB, OHM paboTany Ha OCHOBE KOHKPETHBIX PEKOMEHIAIMOHHBIX JINCTOB JIEKapcTB. B nomonHeHne Kk Ho-
BOW JIEKCHKE (yTPOM, BEUepoM, Mepell CHOM, JI0 /80 gpems / TIOCIIE €/1bl), OHU aKTHBUPOBAJIM paHee BBIyUCHHYIO
CTPYKTYpY JIEKapCTBO OT YETO, a TAKXKE CJIOBAph kKajlod, CUMITOMOB M 0O0YHBIX d(dekToB. [1pu pazpaborke
MHCTPYKIMHU IO IPUMEHEHHUIO JEKapPCTBEHHBIX CPEACTB OHU CTABWJIM B LICHTP BHUMAaHUS PEXUM JI03MPOBaHHUS
(B KaKoii TO3MPOBKE, KaK JIOJITO U KaK MPUHUMATh JICKAPCTBO, KaKasi MaKCUMaJIbHas CyTOUHast 103a) U IT00OYHbIE
3¢ dexTsl. [ mumocTpanuy oHE BEIOHpaIH JIEKapcTBa, KOTOPhIE MPOAAIOTCs Kak B Benrpuu, Tak u B Poccun.
Crnioco0 mpuMeHeHHs TakKe yKasblBajics B pelentax. Ha ocCHOBaHMM 3TOTO CTYIEHTHI B POJIM Bpadeil qaBanu
MHCTPYKIIMH 10 UCTIONB30BaHUIO JieKapcTBa. [l CHHTe3a MPOWCHHOTO MaTepHraa NCTIOIb30BaIN BEIMUCKH U3
amMOynaTopHO! KapThl HallMeHTa C ITHEBMOHUEH U PEHTICHOBCKOTO CHIUMKA IpyIHOHN KIIeTKH. CTyeHThI-MEANKN
MOIVIA BBIIMCATh aHTHOMOTHK MO TMOJUIMHHOMY PELENTY M, KOHEYHO, JaTh MallMeHTY YCTHBIE MHCTPYKIUH IO
NIPUMEHEHHMIO TIperapara.

B xoie 00paboTKu MaTepuasa ObLIH BRISBICHBI PA3IHUHsI MEKy OTEUECTBEHHOM U POCCUNCKON CHUCTEMaMu
3apaBooxpaneHus. XoTs B Poccuu perient Takke BBIIMHUCHIBAETCS HA JIATHIHU, B OTJMYKME OT BEHIPUH, PElenThI
rOTOBBIX (DAOPUYHBIX CPEJICTB 3aKa3BIBAIOTCS HE M0 YIIAKOBKaM (Hanpumep, scatulam originalem numero unam),
a TI0 KOJIMYeCTBY eauHuIl, o Gopmyie D. t. d. Ne 20 in tab. [=dentur tales doses numero 20 in tablettis],. Onun
U3 JIMAI0TOB, OTPEIAKTHPOBAHHBIX CTAKEPAMH, TIOKA3aJl, YTO PEEIITYPHBIE JTEKAPCTBA, TAKHE KaK aHTUOMOTHKH,
B Poccuu cBOGOIHO Mpo/IatoTCs B anrTekax. B qpyrom quanore apMareBT peKOMEH/I0BAN MAIUEHTY aHTUTUTIEP-
TEH3WBHBIE MPENaparhl, KOTOPbIe B BEHrpHUH MOXET HA3HAYUTH TOJIHKO BPad.

Ha ocnose metna CLIL u ¢ ucnionb3oBaHueM pa3pabOTaHHOTO y4eOHOTO Marepuana MpH Y9acTUH POCCHHCKUX
MarucTpaHTOB FOTOBUTCS y4eOHBIH KOMIUIEKC Uil Kypca « BBeJjleHne B MEANITMHCKUI pycCKuil SI3bIK 1., B BUe
ANIEKTPOHHOTO y4eOHHMKa U MHTEPaKTUBHBIX 3JIEKTPOHHBIX pecypcoB B Moodle. B xozne cocraBnenunst yae6HOro
KOMIUIEKCA MBI OIMPAEeMCs Ha OMBIT PE3YJIbTATOB MPEABIAYIIUX CEMECTPOB, IPEATIOKEHUS POCCUNCKUX Maru-
CTPAHTOB M MHEHHE CTYAECHTOB-MEIUKOB. /51 005Ier4eHNst yCBOCHHS IpaMMaTH4eCKUX KOHCTPYKIMH M coyeTae-
MOCTH JIEKCHKH CTapaeMcs BHEAPSTD B ITpoliecc 00y4eHHs DIIEMEHTHI HAlMOHAIbHO-OPHEHTHPOBAHHOTO MOIX0-
Jla U TaKXKe MEXKKYJIBTYPHOW KOMMYHHUKAIIUH.
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