ROK XVI e-ISSN 2451-0858

2016 nr3 ISSN 1643-8299

odrzewskiego E

=
z
>
8
=
17}
=

Panstwo i Spoleczenstwo

FOREIGN LANGUAGES IN EDUCATION,
SCIENCE AND CULTURE

EDITED BY
EWA DONESCH-JEZO

Krakow
2016



,Panstwo i Spoteczefistwo” - czasopismo Krakowskiej Akademii
im. Andrzeja Frycza Modrzewskiego
pis.ka.edu.pl

Czasopismo punktowane w rankingu
Ministerstwa Nauki i Szkolnictwa Wyzszego i Index Copernicus International

Rada Wydawnicza Krakowskiej Akademii im. Andrzeja Frycza Modrzewskiego:
Klemens Budzowski, Maria Kapiszewska, Zbigniew Macigg, Jacek M. Majchrowski

Rada Naukowa: Maria Kapiszewska, Zbigniew Macigg
Redaktor naczelny: Jacek M. Majchrowski

Redaktorzy tematyczni: Filip Gotkowski, Malgorzata Lesniak,
Marek Lubelski, Dariusz Fatuta

Redaktor statystyczny: Piotr Stefanéw
Sekretarz redakcji: Halina Baszak-]Jarori

Adres redakcji:

ul. Gustawa Herlinga-Grudziniskiego 1
30-705 Krakow

tel. (12) 25 24 665, 25 24 666

e-mail: wydawnictwo@kte.pl

Redakcja nie zwraca materialéw nie zaméwionych. Decyzja o opublikowaniu
tekstu uzalezniona jest od opinii recenzentéw. Redakcja zastrzega sobie prawo
skracania tekstéw przeznaczonych do druku. Teksty powinny by¢ przesytane
w dwoch egzemplarzach wraz z wersja elektroniczna.

© Copyright by Krakowska Akademia im. Andrzeja Frycza Modrzewskiego, 2016
e-ISSN 2451-0858

ISSN 1643-8299

Redakgja jezykowa tekstéw polskich: Kamil Jurewicz

Sklad i tamanie: Oleg Aleksejczuk

Wszystkie numery kwartalnika , Paristwo i Spoteczefistwo” sa dostepne
w wolnym dostepie (open access).

Wersja pierwotng czasopisma jest wydanie elektroniczne.
Wydawca:

%@gx&%l CZA ul. G. Herlinga-Grudziriskiego 1, lok. C 224
30-705 Krakéw, e-mail: biuro@kte.pl

Sprzedaz i prenumerate prowadzi
e-mail: ksiegarnia@kte.pl




Panstwo i Spoleczenistwo

ROK XVI 2016 nr3

Ewa DoneSch-JeZ0: Preface......ccccovieeiiirieieiieieeeire ettt s ss e s s

Jerzy Freundlich: Cross-linguistic influence in third-language acquisition:

Learning Mandarin Chinese (L3) through the medium of English (L2).............

Ewa Donesch-Jezo: Cross-cultural variability of research article abstracts

from different discourse COMMUNIEIES .........cccoeveviiiiiiieieeeeceeeeeeere s

Monika Kusiak-Pisowacka: Teaching reading to advanced foreign

language LEArNeTs .........cccciuiuiiiiiiiiiccece e

Joanna Niemiec: Needs analysis for a specialized learner population:

A case study of learners from medical college...........cccceuveeccueirinicicnniccnnccienne

Joanna Matocha: Rozwazania nad zakresem kompetencji nauczyciela
jezyka koptyjskiego pracujacego ze studentami z europejskiego

kregun KUItUTOWEEO ......oviiiiiiiccccc e

Agnieszka Koscinska: Technologie informacyjne i komunikacyjne w procesie
budowania autonomii oraz rozwijania jezykowej kompetencji

komunikacyjnej studentOw ...........cccciiiiiiiiiiiiicccccecccece e

Maria Klis: Psychologiczne podstawy i korzysci wynikajace z uczenia sie

JEZYKOW ODCYCh.....eiiiii e

Agata Holobut: Closing shut an open form: W.S. Merwin's poetry

in Polish translation ...
Kinga Sorkowska-Cieslak, Michat Cieslak: English on Polish museums’ websites:
standard OF @XCEPHON ........cccucuriiiiciricccr et

REPORTS

Ewa Donesch-Jezo: English discourse studies in the times of change: Seventh Brno
Conference On Linguistics Studies In English. A report on the international
scientific conference at Masaryk University, Brno, The Czech Republic,

12-13 September 2016 .........ccoviiiririiiiiirirerrr s

Joanna Niemiec: Effective communication for specific professional contexts and
international mobility: The quality dimension. A report on the international
conference celebrating the 20" anniversary of QUEST Romania, Iasi,

Romania, 14 October 20T 6.........oooueiieieeieeeeeeeeeeee ettt e saee e



4 SPIS TRESCI

Noty o autorach

Instrukcja przygotowania artykutéw

Zasady recenzowania publikacji w czasopismach



Panstwo i Spoleczenistwo

2016 (XVI) nr3

e-ISSN 2451-0858
ISSN 1643-8299

Ewa Donesch-Jezo

PREFACE

The role of foreign languages in three fundamental areas of human activity —
science, education and culture — cannot be overstated. This volume contains ten
articles concerned with this universal and complex issue.

Foreign languages are essential to ensure that people can work, learn and
travel freely throughout the world. In all areas of human activities within sci-
ence, education and culture, foreign languages have been indispensable means
of communication between various communities and nations. Currently there are
24 official languages recognised within the European Union (EU), apart from
regional and minority languages as well as languages brought by migrant popu-
lations. Of them, the English language is regarded to be the lingua franca of the
dissemination of scientific and professional knowledge on the international arena.
The adoption of English as the prevailing language of science is due to historical,
political and economic factors which promote English over other languages such
as French, German, Russian or Spanish. German was the language of scientific
communication in the first half of the 20" century. Nowadays, in most European
countries, researchers prefer to publish their work in English rather than in their
native language. For example, about 80% of all the indexed journals publish their
articles in English. Through publishing and giving talks at conferences in English,
researchers can gain international recognition and become members of the inter-
national academic community. Moreover, many non-English language journals,
including some Polish ones, require the titles and abstracts in English for articles
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in other languages. No wonder that the ratio for publications in English to pub-
lications in other languages is considerably high. However, recent studies have
shown that a certain amount of scientists still publish in their native language, and
this differs across disciplines. The tendency to publish in languages other than
English has been observed in the “softer” disciplines such as Social Sciences,
Psychology, and Art, whereas publishing in English dominates in “harder” disci-
plines such as Physical and Life Sciences.

Increasing globalisation has created a large need for people to learn for-
eign languages to communicate in the multiple-language world. Consequently,
the role of foreign languages at all levels of education cannot be underestimated,
since they open up opportunities for the future of young generations, ensuring
that language is not a barrier to participation in society. Many countries have
adopted education policies requiring teaching at least one foreign language at
the primary and secondary school levels. In the vast majority of EU member
countries, learning English as a foreign language is mandatory. Many of the east-
ern and northern European countries before joining the EU in 2004 or 2007 had
the foreign language learning policy requiring obligatory learning the Russian
language. This situation has changed dramatically, and by 2014 in most of these
countries the percentage of pupils learning English had risen to 80%, and in Po-
land to over 90%. In 2002, the Barcelona European Council recommended that
at least two foreign languages should be taught to all pupils. In Poland English is
the main foreign language taught to all primary school children, and at secondary
general education, pupils learn two foreign languages, preferably English and ad-
ditionally one out of four languages such as French, German, Italian or Russian.

In 2008 a European Council Resolution was issued on a European strategy
for multilingualism, which perceives languages in the wider social context, helps
to acquire language skills, and promotes linguistic diversity and intercultural di-
alogue.

Speaking a foreign language enables understanding other cultures. Study
of foreign language and culture related to its country offers many other benefits.
It strengthens language communication, and provides insights into our own lan-
guage and culture. In addition, it expands our view of the world in general, and
helps develop an appreciation of cultural values and traditions as well as artistic
expression in such areas as literature, film and art. In the field of foreign language
teaching, there is one important aspect that should be pointed to, namely, the rela-
tionship between knowledge of a foreign language, and knowledge of the culture
related to that language.

The topics presented here deal with studies performed by the authors of
the articles within the field of applied linguistics, translation studies, and culture,
aiming to improve the effectiveness of the language use and language instruction.

Jerzy Freundlich reports on his observations made during the teaching of
beginner-level Mandarin Chinese as a second foreign language (L3) through the
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medium of the learners’ first foreign language, English (L2), to a mixed group
of native Polish (L1) and Ukrainian (L1) speakers at B2-level of English. The
author, investigating the problem of language transfer, points to the fact that in
the process of learning Chinese, the students face a number of challenges such as
the nature of the language itself, and the forward transfer from both L1 and L2 in
L3 production. The author is particularly interested in the extent to which transfer
from L2 (in this case English) takes precedence over transfer from the learner’s
native language. Preliminary findings suggest that while at the early stages of L3
acquisition, forward transfer takes place from both L1 and L2, in the course of
learning, there is a tendency towards a greater transfer from L2.

Ewa Donesch-Jezo, applying a contrastive approach to discourse analysis,
explores the rhetorical and linguistic features as well as promotional aspects of
research article abstracts. The knowledge of these features of the abstract is es-
sential for Polish academics who intend to publish their research in prestigious
international journals. The study is based on the corpus, comprising 60 research
article abstracts in the domain of linguistics, written by authors from two differ-
ent cultural and linguistic backgrounds: native speakers of English and non-na-
tive speakers (Polish authors). Based on the move analysis model, metadiscourse
model, and using concordancing software, the analysis shows how rhetorical con-
ventions govern the structure of the abstract, its grammar and promotional style.
This study and learning tasks, suggested by the author, increase the understanding
of this genre which would allow to write an article abstract in a convincing and
credible way within the standards of academic rhetoric.

Monika Kusiak-Pisowacka deals with the skill of reading — an important
element of foreign language (FL) competence. The main assumption of the article
is that reading is a private and individual act as much as it is public and social.
In the first part of the article two conceptualizations of reading are discussed
— a psycholinguistic perspective and a socio-cognitive one, along with selected
theories that represent each perspective. The author discusses various types of
subskills of reading that can be developed in learning foreign languages in an
institutionalized setting: expeditious global, expeditious local, careful global and
careful local. Special attention is given to critical reading, which according to
the author of the article, is the main type of reading that advanced-level learners
should develop. The discussion is illustrated with the examples of tasks taken
from the author’s teaching practice.

Joanna Niemiec is concerned with the process of identifying and assessing
her learners’ needs related to their English language acquisition, which is a vital
part of designing and carrying out the language courses of English for Specific
Purposes (ESP). Moreover, as she underlines, the process of needs assessment
is an important source of information which enables to interpret and address the
actual problems and expectations of learners in target situations thus improving
their language performance. The article provides an account of an analysis of
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a questionnaire survey carried out by the author among learners from medical
university. The purpose of the study is to present the perception that learners
have of their English language needs and purposes. Findings enable to construct
a tightly focused syllabus to meet the specific needs of learners in the context of
medical disciplines and their future occupation.

Joanna Matocha is concerned with the problem of teaching methodology
of an uncommon language, namely the Coptic language, which is viewed in the
milieu of Central European humanists as exotic, and its knowledge in this area
is extremely rare. The author notes that though the Polish historical and patristic
research into the literature in this language revealed the existence of a number of
translations of valuable Coptic works, there is the lack of specialized literature
which addresses the teaching of that language. The present considerations are an
attempt to fill this gap by proposing a theoretical model of competence which
a teacher of this language is expected to possess. The proposed model is based on
the author’s teaching practice and on the results of a questionnaire survey con-
ducted among students, which pertained to the students’ expectations regarding
the competence of the Coptic language teacher.

Agnieszka Koscinska points to the fact that ensuring continuous develop-
ment of communicative competence in foreign-language classes is a challenge
for teachers of foreign languages. One of the ways that can help achieve this
goal is the use of information and communication technologies in the process of
L2 teaching. The article aims to present specific technological solutions that can
be used during classes, which make teaching not only more attractive, but also
support the development of the learner’s autonomy. The author underlines an
important aspect of the use of Internet resources in the process of teaching and
learning a foreign language, which is a wealth of materials contained in them,
ranging from websites with articles in a foreign language, educational games,
language courses online, platforms offering exercises perfecting language skills
to the possibilities of real conversation with native speakers of the language or
entering the virtual world whose inhabitants speak a foreign language.

Maria Kli$ in her article analyzes the linguistic and psychological basis of
teaching and learning foreign languages. She points out the specifics of the pro-
cess of learning a foreign language compared to learning of other subjects due to
the fact that in a situation of learning a foreign language, the language becomes
an object, not a tool for learning and teaching. The author also describes the cog-
nitive, intellectual and other personality factors affecting the process, and the ef-
fects of learning a foreign language, pointing to a variety of internal (individual)
and external (general social) benefits of mastering a foreign language.

Agata Hotobut, touching the problem of translation studies, comments
on the translational strategies used by Polish authors: Czestaw Mitosz, Julia
Hartwig, Zofia Prele, Tadeusz Rybowski, Pawet Marcinkiewicz and Piotr Som-
mer in rendering the poems by W.S. Merwin into the Polish language. Referred
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to by Hirsch (2013) as “the most international of contemporary American poets”,
W.S. Merwin has revolutionized American poetic idiom, perfecting his unpunc-
tuated, cryptic style modeled on spoken word. On the basis of selected poems by
W.S. Merwin, published within the last thirty years, Agata Hotobut discusses the
variety of styles used by the above-mentioned translators and their attitudes to
Merwin’s open form and anti-humanist perspective, rooted in deep ecology.

Finally, Kinga Sorkowska-Cieslak and Michat Cieslak investigate the
readiness of websites of Polish museums for virtual visits of English-speaking
internet users. On their websites, museums make their collections and education-
al materials available online, as well as they provide information about current
exhibitions and functioning of their facilities. Despite the progress that has been
made in the museum websites over the years and the possibilities of obtaining
national and European funds for the development of cultural projects, not all mu-
seums have professional websites. To improve this situation, the authors examine
websites of Polish museums in terms of sharing information in English. They
found the lack of an English version of the website in some of the museums and,
in those present, a number of shortcomings.

It is hoped that the topics of articles presented in this volume will be inspi-
ration for further research.
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Jerzy Freundlich

CROSS-LINGUISTIC INFLUENCE IN THIRD-LANGUAGE
ACQUISITION: LEARNING MANDARIN CHINESE (L3)
THROUGH THE MEDIUM OF ENGLISH (L2)

Wplyw miedzyjezykowy w nabywaniu drugiego jezyka obcego na przykladzie nauki
jezyka chinskiego (L3) za posrednictwem jezyka angielskiego (L2)

Interferencja (znana takze jako transfer jezykowy) L1 to wptyw pierwszego jezyka na
produkcje lub odbidr jezyka drugiego (L2). Wigkszo$¢ badan dotyczacych zjawiska in-
terferencji koncentruje si¢ na procesie przyswajania i produkcji zachodzacym pomigdzy
jezykiem ojczystym a pierwszym nauczanym jezykiem obcym. Jednakze tego typu trans-
fer jezykowy moze rdwniez dotyczy¢ postugiwania si¢ drugim jezykiem obcym (L3). Ar-
tykut przedstawia gléwnie spostrzezenia poczynione podczas prowadzenia zaje¢ z jezyka
chinskiego (L3) dla mieszanej (Polacy/Ukraincy) grupy poczatkujacych. Zajecia byly
prowadzone w jezyku angielskim (L2) (poziom angielskiego grupy: B2). W ostatnich
latach coraz wigcej badan prowadzonych jest nad tematem wptywu miedzyjezykowego
w postaci transferu zardwno z L1, jak i z L2 w odbiorze L3, a niektére badania pokazuja,
ze wptyw L2 na opanowanie sprawnosci jezykowych w L3 moze by¢ bardziej istotny niz
wplyw L1. Celem pracy byto zatem stwierdzenie, jaki wptyw ma L1 i L2 na produkcje
L3 oraz czy przewage pod tym wzgledem ma L1, czy L2. Stwierdzono, Ze na gramatyke
najbardziej wptywat L2, a na fonetyke — L1. Przyklady transferu semantycznego byty
nieliczne.

Stowa kluczowe: wpltyw migdzyjezykowy, transfer/interferencja, jezyk ojczysty (L1),
pierwszy jezyk obcy (L2), drugi jezyk obcy (L3)
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1. Introduction

It is often stated that multilingualism (knowledge of three or more languages) is
at least as frequent as monolingualism, although as Hammarberg (2001, p. 21)
points out, such claims are difficult to support with statistical evidence. What
is clear is that foreign language learning is a common and increasing tendency
throughout the world. Among the main reasons cited for this trend are the rise of
globalisation (Cenoz and Jessner, 2000) and increased migration flows (Cenoz,
Hufeisen and Jessner, 2001; Gunnarsson, 2014). The growth of multilingual-
ism and third-language acquisition has attracted the attention of a considerable
number of academic researchers seeking to determine the differences between
second-language acquisition (SLA) and third-language acquisition (TLA) from
both a sociolinguistic and psycholinguistic perspective (Cenoz et al., 2001, p. 1).

1.1. Transfer

In early research on SLA, the phenomenon of language contact effects, especially
L1 influence on L2 production, was seen almost entirely as a negative tendency,
which was reflected in the term initially used to describe the phenomenon, ‘in-
terference’. (Weinreich, 1953). However, subsequent research showed that native
language influence on SLA was not always negative; as a consequence, the term
‘transfer’ began to replace ‘interference’ (Murphy, 2003, p. 3). A widely used
definition of transfer is that formulated by Odlin: “transfer is the influence result-
ing from similarities and differences between the target language and any other
language that has been previously (and perhaps imperfectly) acquired” (Odlin,
1989, p. 27). This definition is considered by some to be too broad (Sharwood
Smith and Kellerman, 1986), and Odlin himself stressed that it “is only a working
definition, since there are problematic terms within the definition.” (Odlin, 1989,
p- 27); however, it has the advantage of being phrased in such a way as to allow it
to be applied to either SLA or TLA and will serve adequately as a practical defini-
tion for the purposes of this study. Finally, a distinction should be made between
forward transfer and reverse transfer: forward transfer applies to transfer from L1
to L2, or from L1 or L2 to L3, while reverse transfer refers to transfer from L3 to
L2or L1, or from L2 to L1.

1.2. Factors affecting transfer in 3rd language production

Perhaps the most interesting aspect of cross-linguistic influence (CLI) in 3rd lan-
guage production is determining which language, the speaker’s native language
(L1) or their first foreign language (L2), influences L3 production more. When
forward transfer takes place from L1 to L3 or from L2 to L3, the source of the
transfer is referred to as the ‘supplier language’. In an important study, Williams
and Hammarberg (1998, p. 303) argued that “L1 and L2 may play essentially
different roles in L3 acquisition”. Third-language learners unconsciously assign
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two roles, the instrumental role and the default supplier role, to their previously
learned languages. The instrumental role is appointed to the language (L1 or L2)
with which the speaker identifies and with which the interlocutor associates the
speaker, both linguistically and culturally. In contrast, the default supplier role is
allocated to the language (L1 or L2) which exerts the greater influence in L3 pro-
duction. The default supplier is the language “scoring the highest on all counts”
based on four factors: psychotypology, L2 status, proficiency, and recency” (Wil-
liams and Hammarberg, 1998, p. 322).

1.2.1. Language typology and psychotypology

At the level of linguistic analysis, a number of criteria may be applied to classify
languages by type. They may, for example, be classified according to syntactic
structure, such as SVO or SOV, or by whether they are analytical languages,
conveying grammatical relationships without using inflectional morphemes, or
synthetic languages, in which syntactic relations within sentences are expressed
by inflection. However, as Kellerman (1979, 1983) has shown, language learners
make subjective judgments about the perceived distance between languages (for
which he coined the term ‘psychotypology’), and that this is a key factor in deter-
mining the transferability of items across languages; transfer between languages
is more likely if the learner perceives that they share some characteristics.

1.2.2. L2 status factor or foreign language effect

The powerful effect that L2 can have on L3 production has been noticed by
a number of authors and has been described as the L2 status factor by Williams
and Hammarberg (1998) or the foreign language effect by Meisel (1983) and De
Angelis and Selinker (2001). Hammarberg (2001) defines the L2 status factor as
“a desire to suppress L1 as being ‘non-foreign’ and to rely rather on an orienta-
tion towards a prior L2 as a strategy to approach the L3” (Hammarberg 2001,
pp. 36-37). Bardel and Falk found that “the L.2 status factor is stronger than the
typology factor in L3 acquisition” and that “in L3 acquisition, the L2 acts like
a filter, making the L1 inaccessible” (Bardel and Falk, 2007, p. 480). Williams
and Hammarberg (1998, p. 323) concluded that: “Provided the factors of pro-
ficiency, typology, and recency are at a sufficient level, L.2s appear more likely
to be activated than the L1 as supplier language during the early stages of L3
acquisition.” Falk and Bardel go even further, arguing that the L2 status factor
continues well beyond the initial stages of L3 acquisition and affects L3 produc-
tion even at intermediate levels (Falk and Bardel, 2011).

1.2.3. Proficiency

Proficiency is a major factor in forward transfer in L3 acquisition. A number of
authors agree that a substantial proportion of L2—L3 transfer may be attributed to
low L3 proficiency (Dewaele, 2001; Fuller, 1999; Hammarberg, 2001; Williams
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& Hammarberg, 1998). By the same token, L2—L3 transfer appears to decrease
as L3 proficiency increases (Dewaele, 1998), and L2 influence diminishes twice
as quickly as L1 influence (Hammarberg, 2001). Moreover, L2—L3 transfer is
limited or unlikely unless L2 proficiency is at a “sufficient” (Williams and Ham-
marberg, 1998, p. 323) or “threshold” (Tremblay, 2006, p. 117) level. Tremblay
also suggests that exposure to L2 is as important a factor as proficiency in L2:
“a high level of L2 proficiency may not be enough for L2 to become automatized
and that L.2 exposure may be essential.” (Tremblay, 2006, p. 117).

1.2.4. Recency

Recency is seen as either recency of use or recency of acquisition. De Angelis
defined recency of use as “how recently a language was last used” (De Angelis,
2007, p. 35). According to Hammarberg: “an L2 is activated more easily if the
speaker has used it recently” (Hammarberg, 2001, p. 23). Some research points
to recency of acquisition, which is related to L2 status or “foreign language ef-
fect”, as also being a factor in L2 activation. Both Shanon (1991) and Dewacle
(1999) allude to a ‘last language effect’, in which speakers are influenced by the
last language they have learnt.

1.3. Aims of the present study

It is clear that cross-linguistic transfer occurs during third language acquisition
and that the influence may be from L1 or L2. In the context of the classroom situ-
ation described below, this paper sought to establish the extent to which forward
transfer from L1 and/or L2 affected L3 production and to ascertain the circum-
stances in which L1 or L2 was the dominant influence.

2. Nature of the present study

The majority of the literature on cross-linguistic influence, transfer and third lan-
guage acquisition is based on data obtained from planned and prepared quantita-
tive studies targeting specific areas (e.g. lexis, syntax, phonology) of learner pro-
duction of non-native languages. The present work was not planned or prepared
in this way; it rather ‘emerged’ out of observations made during the course of
classroom teaching and does not, therefore, carry the weight of a full quantita-
tive study, although some statistical data were obtained from learners’ answers in
written tests.

2.1. Learners, languages and circumstances

The observations presented in this paper arose from a beginners course in Manda-
rin Chinese taught by the author at Andrzej Frycz Modrzewski Krakéw Univer-
sity over two semesters from October 2015 to June 2016. The students involved
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were in their 2nd year of a 3-year English philology degree, who had previously
selected “Elements of Chinese as used in Business” as their special subject for
study during the 2nd and 3rd years. The students were of Polish and Ukrain-
ian nationality, divided more or less equally; therefore, L1 was either Polish or
Ukrainian, with the Ukrainian students being truly bilingual in Ukrainian and
Russian. The students’ L2 was English, and Mandarin Chinese was L3. Apart
from one student who had previously completed a semester of a Chinese begin-
ners course at a different institution, all the students were true beginners. The
general English level of the students was B2/B2+.
English was used as the language of instruction for the following reasons:
1) Given the particular difficulties posed by Mandarin for European learners,
it was considered that the total immersion method would be inappropriate.
2) The use of English rather than any of the students’ L1s would not favour
any members of a mixed group.
3) A standard Mandarin textbook was used,' which is annotated in English.
4) English is the usual language of instruction for subjects taught on the Eng-
lish philology degree.

2.2. Selection and collection of data

The examples of transfer discussed later in this work were noted by the author
during lessons or obtained from students’ answers in a written test. Although
a large number of interesting examples of transfer were noticed, many of these
were isolated examples from only one student. Such examples were disregarded
for the purposes of this study as being statistically insignificant.; only examples
of transfer which were heard several times by different students were selected for
inclusion in the present study, although, as explained above, with the exception of
answers given in tests, quantitative data are not available in these cases.

3. Examples of transfer

As a non-Indo-European, tonal language using a logographic script, Mandarin
Chinese presents substantial phonological, grammatical, lexical and orthographic
challenges to European learners, and examples of transfer were found in each of
the first three of these categories.?

' Liu Xun (2010). New Practical Chinese Reader 1 (2™ Edition). Beijing: Beijing Language & Cul-
ture University Press.

2 While the issue of orthographic transfer from an alphabetic to a logographic script does not arise,

it will be seen that there was an orthographic element in phonological transfer, in that students produced non-
target pronunciations of Mandarin initials and finals due to errors in ascribing phonetic values to syllables
transliterated using pinyin romanisation. These errors were caused by transferring phonetic values from LI/L2
orthography for the romanised Mandarin syllable (see section 3.1.4.2.).
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3.1. Phonological transfer

In the case of Mandarin Chinese acquisition, transfer in the area of phonology can
be divided into two categories: intonation and pronunciation of initials and finals.

3.1.1. Intonation

All European students find the idea of a tonal language difficult. The rationale
for tone differentiation in Mandarin is entirely different from that in European
languages; in the former, tonality is used to differentiate meaning, and is therefore
phonemic since changing the tone of a syllable changes the meaning of a word.
In European languages, intonation has, among others, grammatical, attitudinal
and discourse functions, which in Mandarin are usually performed by particles.

There are five tonal possibilities for syllables in Mandarin Chinese: one
of the four tones® or neutral tone. Accuracy in tone production is very important,
but is perhaps less crucial in disyllabic words (the majority in modern Chinese);
however, in monosyllabic words, and most of the words occurring in the highest
frequency in Mandarin are monosyllabic, tonal accuracy can be absolutely cru-
cial to meaning. For example, the verb mai (third tone) means buy, while the verb
mai (fourth tone) means sell.

Apart from intonational errors caused by transfer of European default in-
tonation patterns (see below), students were generally challenged by the require-
ment to memorise and accurately reproduce the correct tone for each syllable
uttered; in this they were typical of most beginning learners of Mandarin. Accu-
racy in tone production is normally acquired only after considerable exposure to
hearing and practice of speaking the language.

3.1.1.1. Intonational transfer

Certain default intonation patterns are common in European languages. A rising
intonation is used to indicate questions (usually yes/no questions) or uncertainty,
e.g. answering questions without conviction, not being certain if the informa-
tion in the answer is correct. A falling intonation is the default pitch pattern in
sentence-final and clause-final cadences. Students regularly transferred these de-
fault intonations in their production of Mandarin, using falling intonation at the
end of sentences, regardless of the lexical tonality of the Mandarin, and rising
intonation for questions and expressing uncertainty: indeed, the latter was per-
haps the biggest single reason for intonation transfer since students were, quite
naturally for beginners, frequently uncertain of the correctness of their response,
with the result that all such utterances were made in a high rising (i.e. Mandarin
second) tone, regardless of the target tone. When questioned further, students
often correctly identified the target tone of the syllable, but they had been unable

3 First tone: level; second tone: high rising; third tone: low rising; fourth tone: falling.
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to produce it due to the strength of the intonation transfer in a situation where the
student felt even a slight degree of uncertainty.

3.1.2. Segmental phonology: initials and finals

The conventional analysis of the Mandarin syllable is that it consists of an initial
and a final. The initial consists of a single consonant (Mandarin does not have
consonant clusters). However, not all Mandarin syllables require an initial con-
sonant; many syllables consist only of a final. The basic minimum required in
a Mandarin final is a nuclear vowel (with the possible exception of syllabic frica-
tives, see below), with some finals also having a pre-nuclear approximant and
others a post-nuclear nasal or retroflexive.

While some Mandarin phones are similar or identical to those in the stu-
dents’ L1 or L2, there are also others which do not feature in any languages the
students are familiar with and initially seem quite alien. Such phones include
the so-called syllabic fricatives (pinyin transcription zi, ci, si, zhi, chi, shi, ri*
articulation is post-alveolar, with the latter four being retroflexive), the rounded
close-mid back vowel [¥]° (pinyin transcription e), the rounded open-mid front
vowel [ce] (pinyin transcription ¢) and the rounded close front vowel [y] (pinyin
transcription u or #). Phones which do not occur in the students’ L1 but do oc-
cur in English (L2) include schwa [a] (pinyin transcription ¢) and the velar nasal
[n] (pinyin transcription ng). Although the velar nasal [g] occurs in the students’
L1, it is always followed by a velar plosive, either [k] or [g]. In both English and
Mandarin the velar nasal occurs without a following velar plosive.

3.1.3. Issues concerning pinyin®

The advantages and disadvantages of using pinyin to teach Mandarin pronuncia-
tion are familiar to many and succinctly expressed by Bassetti: “On the one hand,
it provides a very useful tool for teaching Chinese phonology and vocabulary, and
for allowing beginner learners to read. On the other hand, it can have negative
effects on learners’ pronunciation.” (Bassetti, 2007, p. 1) The same author conclu-
des: “The influence of pinyin results in non-target-like pronunciations that never
occur ... in the Chinese spoken language learners are exposed to...” (Bassetti,
2007, p. 12).

* T have given only the pinyin transcriptions without IPA transcriptions because there is some disa-

greement among phoneticians concerning the phonetic realisation (due to variation among native Mandarin
speakers) and, therefore, phonetic transcription of these phonemes. The issues revolve around whether and to
what extent the initial frication continues throughout the duration of the syllable.

> In the present work, phonetic realisations are given using International Phonetic Alphabet (IPA)
symbols in square brackets.

¢ Pinyin, or to give it its official name, Hanyu pinyin, is the system of romanisation for Mandarin Chi-
nese most widely used today. Most beginners of Mandarin start to learn the language using pinyin rather than
Chinese characters. Originally developed in the People’s Republic of China (PRC), it is now the official system
(with some variant forms outside the PRC) for transcribing the Mandarin pronunciation of Chinese characters
in the PRC, Taiwan (Republic of China), and Singapore.
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One of the main reasons why pinyin leads to confusion and “non-target-
like pronunciations” is that it is not a consistent and precise system of phonetic
transcription in the way that [PA is. Limited to the letters of the Roman alphabet,
a single vowel letter can be used to represent distinctly different sounds: for ex-
ample, the letters e and a are each used to represent at least three distinct phones
and the letters o and i two different sounds each. Another confusing inconsistency
in pinyin is triphthong reduction: a triphthong final has the middle letter missing
when preceded by a consonant initial. For example, the final -iou [i0U] is written
-iu, as in liu [liov], and the final -uei [uer] is written -ui, as in gui [kuer].

3.1.4. Segmental phonological transfer

With regard to segmental phonology, it would perhaps be appropriate to classify
examples of transfer as belonging to one of two types.

3.1.4.1. Direct transfer from L1/L2

Students struggled with a number of Mandarin phones which do not exist in L1
or L2, some of which have been mentioned in section 3.1.2. However, in many
of these cases, non-target realisations of these sounds were most probably at least
partly caused by their pinyin romanisation and for that reason are not included
here.

The clearest example of direct transfer without any orthographic influence
from the pinyin romanisation is the failure to correctly articulate syllable-final
velar nasals’, which, as explained above, do not occur without a following velar
plosive in the speakers’ L1. In most cases of non-target production, students ei-
ther produced dental/alveolar nasals or velar nasals followed by a velar plosive.
Clearly, this is a result of L1 and not L2 influence since syllable-final velar na-
sals are frequent in English. Having previously taught the same students English
phonetics, the present author can report that mastering velar nasals in English
was (and in some cases, remains) a difficult challenge for students with Polish/
Ukrainian L1, and transfer from L1 of alveolar/dental nasal or velar nasal fol-
lowed by velar plosive was a significant feature in these students’ L2 phonetic
production.

Generally speaking, there were no differences between Polish and Ukrain-
ian students with regard to transfer in segmental phonology. Given the phonetic
similarity between Polish and Ukrainian, this finding was not unexpected. There
was, however, one exception, which concerned the Mandarin unvoiced aspirated
dental plosive initial (pinyin transcription #). The phonetic realisation of this pho-
neme, which appears only in initial position, is [t"]. The aspiration is quite pro-
nounced and the exhalation is audible in the speech of most Mandarin speakers.

7 The pinyin romanisation of the velar nasal is -ng in syllable-final position, which clearly does not
cause any confusion with other phones in either L1 or L2.
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The degree of aspiration is somewhat greater than that of the English unvoiced
alveolar plosive and considerably more marked than either Polish or Ukrainian
unvoiced dental plosive. Aspiration of syllable-initial unvoiced plosives in Slavic
languages is generally quite light or even entirely absent. One noticeable dif-
ference observed was that most of the Ukrainian students (but not the Polish
students) consistently produced incorrect realisations of this initial with no aspi-
ration: [t] instead of [t"]. Aspiration is essential because in Mandarin [t] and [t"]
are phonemic.

This difference between Polish and Ukrainian students was somewhat puz-
zling and initially put down to coincidence since all the data available to me
(which, not being a speaker of Ukrainian, I relied on) suggested that the phonetic
realisation of the unvoiced dental plosive was the same in both languages. How-
ever, an experiment later conducted in class® revealed that this was not the case
and that most of the Polish students produced this phoneme with light but dis-
cernible aspiration, while in the case of the Ukrainian students no aspiration was
produced. It should be noted that this was the only clear and consistent difference
between L1 transfer from Ukrainian and from Polish in segmental phonology, or,
indeed, in any other linguistic feature examined in this study.

3.1.4.2. Indirect transfer from L1/L2 influenced by pinyin romanisation

Although students were thoroughly instructed and drilled in the correct pronun-

ciation of the pinyin transliteration of Mandarin initials and finals, there was

a very strong tendency for their phonological production to be influenced by

transferring phonetic values for orthographic elements from their L1/L2.° The
following are fairly typical examples of this kind of transfer:

1) Non-target pronunciation of e in pinyin was common and usually produced

as an open-mid front vowel [¢€], as is generally the case in L1/L2. In pinyin,

e is an open-mid front vowel only when preceded by a close front vowel

[i] (unrounded, e.g. xie [eig]) or [y] (rounded, e.g. jue [teyce]) as part of the

final. When e constitutes the entire final and is preceded by a consonant

initial, it is pronounced as an unrounded close-mid back vowel [¥], e.g. de

[t¥] (non-target: [te]). When e is followed by an alveolar nasal in the final

-en, it is a mid-central vowel [on] (schwa), e.g. fen [fon] (non-target [fen]),

and an unrounded close-mid vowel [¥] when followed by a velar nasal in

the final -eng [¥p], e.g. feng [f¥y] (non-target [fen]). The frequent inability

8 Polish and Ukrainian both have a word consisting of an unvoiced dental plosive initial followed by
an open central unrounded vowel; the Polish word is #a, while the Ukrainian word is ma (ta). Without being
aware of the purpose of the experiment, students were asked individually to pronounce the word in their respec-
tive language. Virtually without exception, Polish fa was pronounced with light but discernible aspiration, while
Ukrainian ma was pronounced with no aspiration.

It should be noted that although the L1 of Ukrainian students uses the Cyrillic and not the Roman
alphabet, the students are sufficiently well acquainted with the phonetic values of Roman letters in other lan-
guages they have studied for this type of transfer to apply equally to them.
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of students to use schwa in the final -en may be seen as L1 influence since
schwa does not occur in the L1 but is extremely common in the L2.

2) The finals -an and -ian/-iian caused a number of transfer-related non-tar-
get realisations. Probably because of the appearance of the letter @ in the
pinyin, students frequently produced a Polish [a]'%, which is a central open
vowel, whereas the vowel in -an, which, interestingly, is also transcribed
using the IPA symbol [a], is decidedly fronter than Polish [a], and is quite
close phonetically to the English front open vowel [&]. Despite being fre-
quently encouraged to pronounce it similarly to the English indefinite ar-
ticle an, many students persisted in using an L1 pronunciation, indicating
the influence of L1 phonology. Two more complex finals, written -ian and
-tian in pinyin, are preceded by a close front unrounded [i] and rounded
[y] vowel; this changes the quality of the nuclear vowel in the final, which
is an open-mid front vowel. The two finals are pronounced [ien] and [yen]
respectively. Many students transferred whatever pronunciation they gen-
erally used for the final -an, either a front or central open vowel, in both
cases producing non-target realisations of these two finals.

3) Triphthong reduction (see section 3.1.3.) regularly produced non-target
pronunciations, with students pronouncing only the letters in the ortho-
graphic representation of the pinyin romanisation without taking into ac-
count the sound associated with the missing middle letter: thus, for exam-
ple, liu [liov] was pronounced [liu], and gui [kuei] was pronounced [kui].

3.2. Syntactic transfer

Lacking any inflectional morphology, Mandarin grammar relies heavily on syntax
and word order. Transfer leading to non-target grammatical structures to a large
extent resulted from the influence of L1 or L2 word order. Another issue revolved
around differences in the grammatical properties of word classes.

3.2.1. WH-questions

In European languages, WH-questions (questions for information) are usually
formed by placing a question word in sentence-initial position. This requires
some syntactic rearrangement if the question word represents the grammatical
object in a language with underlying SVO (subject-verb-object) typology. Some
European languages, for example English, also require inversion of the subject
and verb, while others, such as Polish, do not.

Questions for information in Mandarin require no syntactic rearrangement
at all; the question word simply fills the syntactic slot where the information re-
quired to answer the question would be in a declarative sentence:

10 Although I am not familiar with Ukrainian, it appears that the Ukrainian « is an open, back, un-
rounded vowel [a]. Therefore, it is somewhat further back than Polish [a] and considerably further back than the
Mandarin final -an.
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(1) Na shi women  ldoshi.
That be we teacher.
That’s our teacher.

(2) Na shi shéi?
That be who?
Who is that?

Students frequently produced incorrect L3 sentences on the pattern of:
(3)* Shéi shi na?

which corresponds exactly to the English syntax of Who is that? in having both
sentence-initial question word and subject-verb inversion. In this case it could be
said that transfer from L2 is stronger than from L1 since the Polish question Kto
to jest?, while having the sentence-initial question word, does not have inversion.

3.2.2. Prepositions/coverbs

Words which serve as prepositions in Mandarin are also lexical verbs (hence the
alternative name ‘coverb’). For example, zai is a verb meaning ‘be located in/at
(a certain place)’:

(4) Dawéi zai yTyuan.
Dawei be located at hospital.
Dawei is at the hospital.

Zai is one of a fairly small number of verbs which also function as a mor-
pheme which binds with nouns, with the resultant phrase appearing between the
subject and the main verb. Their use is analogous to that of prepositions in Euro-
pean languages.

(5) Dawéi zai ylyuan  gongzuo.
Dawei at hospital work.

Dawei works at the hospital.

Mandarin syntax requires the prepositional phrase to be pre-verbal; how-
ever, when forming sentences of this type, students frequently produced the fol-
lowing non-target form, in which the prepositional phrase is post-verbal:

(6) *Dawéi gongzud  zai yTyuan.

This, again, exactly follows the English syntax of Dawei works at the
hospital, which requires the prepositional phrase to be post-verbal. While both
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Mandarin and English syntax are rigid and do not allow any flexibility in the
positioning of prepositional phrases, Unlike both English and Mandarin, Polish
is syntactically more flexible, allowing prepositional phrases to be either pre- or
post-verbal: Pracuje w szpitalu; W szpitalu pracuje. Therefore, while the non-
target form in (6) could have been produced under L1 or L2 influence, it could
reasonably be argued that transfer from L2 was more likely.

3.2.3. Modification of nouns

It is a cardinal rule of Mandarin syntax that subordinate elements precede su-
perordinate elements, and that the modification of nouns is always prenominal:
the noun head is always the final element of a noun phrase. Noun modifiers may
be quantifiers (number + measure), adjectives, other nouns used attributively or
clauses (similar in function to relative clauses in European languages). Where
more than one type of modifier is present, they follow a certain prescribed order
(Li and Thompson, 1981, pp. 124—126); however, what they all have in common
is that they never follow the head.

Pre-head modification with a noun as attributive is common in both Eng-
lish and Mandarin:

(7) Beijing Daxué
Beijing University

With more complex modification, Mandarin retains the modifier-head word
order, adding the modifying particle de to mark the end of the modifier; English
can in some cases also retain this structure, but with no function morpheme used;
alternatively, English can use a function morpheme (typically the preposition of’
but other prepositions can also be used), in which case the modifier follows the
head, which is precisely the inverse of the Mandarin order:

Mandarin:  modifier de head
English: head prep. modifier
(8) Beéijing Daxué de xuésheng

Beijing University modifying particle students
Beijing University students or Students of/at Beijing University

Therefore, both English and Mandarin use function morphemes to connect
modifier and head in noun phrases, but with the crucial difference that in Manda-
rin the modifier precedes the morpheme, while in English it follows it.

In a written test, students were asked to translate the English sentence My
boyfriend’s Dad is also a doctor into Mandarin. The correct translation of the
noun phrase my boyfiiend’s Dad (modifier-head) should have been:
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9) wo nan péngyou de baba
I boyfriend de Dad

A number of students translated the noun phrase my boyfriend s Dad (mod-
ifier-head) into Mandarin as:

(10) wo baba de nan péngyou
I Dad de boyfriend
my Dad’s boyfriend

Of the 15 students who took the test, 2 had totally incorrect answers for
this phrase. Of the remaining 13, 9 had the elements in the correct order (a few
omitted the particle de); however, 4 students (31% of the sample) produced the
grammatically correct but semantically incorrect version in (10).

It would appear to be that those students who gave the translation in (10)
were influenced by the English structure: head prep. modifier and produced the
non-target structure: *head de modifier. L1 influence was probably less likely
in this case since the relationship between nouns is expressed by case inflection
without the use of function morphemes and there is more flexibility in word order
between modifier and head.

3.2.4. Adverb position

The syntax of the class of Mandarin adverbs described as “nonmovable nonman-
ner” (Li and Thompson, 1981, p. 328) is absolutely rigid: they always come im-
mediately before the verb (in cases where more than one of these adverbs is used,
there are rules of precedence). Although not large, this group contains some of the
highest frequency words of Mandarin.

One such adverb is y€, which means also. The English adverb also belongs
to a class of English mid-position adverbs, which similarly includes some very
high frequency words. The rules of syntax of mid-position adverbs are also rigid
but somewhat more complicated that those of “nonmovable nonmanner” adverbs
in Mandarin. Mid-position adverbs come before the verb, except the verb be and
auxiliary verbs, in which case they follow the verb.

Returning to the sentence students were asked to translate, My boyfriend s
Dad is also a doctor, the adverb also occurs in post-verbal position following the
rule given above. Following the rule that the adverb y¢€ comes immediately before
the verb, the correct Mandarin translation of the phrase is also is:

(11) y¢ shi
also be
is also
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A number of students produced the non-target phrase:
(12) *shi ¢

Of the 15 students who took the test, 1 had a totally incorrect answer for
this phrase. Of the remaining 14, 7 gave the correct translation as shown in (11),
while 7 produced the non-target phrase given in (12), which is 50% of the sam-
ple. In these cases it is likely that the transfer was from L2 since English has verb
+ adverb, while Polish normally has the same adverb + verb word order as the
Mandarin: fez jest.

3.2.5. Adjectival verbs
As in European languages, Mandarin adjectives can be used attributively:

(13) hao tianqi
good  weather

When not used attributively, Mandarin adjectives are verbs; they form the
predicate and are not used with a copula verb

(14) Tianqi hen hao
Weather hen!! good
The weather is good.

There was a tendency for students to add a copula verb, producing the non-
target form:

(15) *Tianqi shi hao

In a written test, students were asked to translate the English sentence The
weather is good today. Of the 15 students who took the test, 2 had totally in-
correct answers for this sentence. Of the remaining 13, 9 did not add a copula;
however, 4 students produced the incorrect version in (15), which is 31% of the
sample.

In the case of adjectival verbs, the transfer could be from L1 or L2 since
both Polish and English use a copula verb when adjectives form the predicate.
However, while the copula is essential in English, in Polish there is some scope
for omission: Pogoda dobra; in addition, I am informed by Ukrainian students in

" Adjectival verbs are usually supported by the adverb of degree #én, which means quite, very; how-
ever, when unstressed and toneless, as it very often is, 4én is stripped of its semantic content. If an adjectival
verb is used without supporting 4én, a contrast is usually intended.
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the group that copula deletion with adjectives is common in Ukrainian. Therefore,
in this case one could make a reasonable case for greater L2 than L1 influence.

3.3. Lexico-semantic transfer

Instances of lexico-semantic transfer occurred less frequently than either phono-
logical or syntactic transfer.

3.3.1. Location vs. copula

As was mentioned above, location in a place is expressed in Mandarin not by the
copula shi but using the verb zai:

(4) Dawéi zai ylyuan.
Dawei be located at hospital.
Dawei is at the hospital.

In both L1 and L2, location is expressed by the copula followed by an
appropriate preposition of location. This influenced L3 production of sentences
involving the semantics of location. In a written test, students were asked to trans-
late two sentences expressing location in a place. Of 14 students, 8 consistently
used the correct verb zai, while 6 students used the copula s4i or used the equally
incorrect form of the copula followed by the verb of location: * shi zai. The incor-
rect answers constituted 43% of the sample. Since both .1 and L2 use copula +
preposition to express location, the source of the transfer could equally have been
either L1 or L.2.

3.3.2. Familiarity with vs. knowledge of

Chinese has separate verbs for knowing in the sense of having familiarity, rénshi,
and in the sense of having knowledge of facts, zhidao:

(16) Ni rénshi Dawéi  ma?
You know Dawei  question particle
Do you know Dawei?

(17) Ni zhidao Dawéi  zai nali ma?
You know Dawei  be locatedwhere  question particle
Do you know where Dawei is?

English has just one verb, know, while Polish is similar to Mandarin in
this regard, using znac for the former meaning and wiedzie¢ for the latter. I am
informed that Ukrainian is similar to English in only having one verb for both
meanings, 3Hamu.
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In speech production during lessons, there was a distinct tendency for stu-
dents to use rénshi instead of zhidao to express knowledge of facts. However, in
a written test, only 2 students out of 15 (13% of the sample) made this mistake.

4. Discussion
4.1. Phonological transfer

4.1.1. Intonational phonology

The default intonation patterns of rising tone for questions/uncertainty and falling
tone in clause-final and sentence-final positions, which were widely used by stu-
dents, are certainly examples of transfer and reflect intonational features common
to virtually all European languages, and are certainly the norm in the both L1 and
L2. 1t is, therefore, impossible to categorically state the source of the transfer in
these cases.

4.1.2. Segmental phonology

In the area of phonology, there are mixed opinions as to whether L1 or L2 is
dominant as the source of influence. Wrembel (2010, p. 88) claims that it is L2:
“The partial reliance on L2 phonetic encoding at early stages of phonological ac-
quisition seems to be a coping strategy that outweighs the transfer from the L1.”
This view is shared by De Angelis and Selinker (2001, p. 56), seeing it as part
of the ‘foreign language effect’: “the use of an interlanguage, perceived by the
speaker as “foreign”, may well be preferred over the use of the native language,
particularly in spontaneous oral L3 production, because it “sounds” more foreign
than the native language does.”

Hammarberg, on the other hand, stresses the effect of L1 phonology, attrib-
uting it to “the fact that articulatory patterns have a basis in neuromotor routines
that have been established according to L1 requirements, and are evidently dif-
ficult to control at will or modify” (Hammarberg, 2001, p. 35). Ringbom (2001,
p- 59) is also convinced of L1 influence: “In the area of phonology it appears that,
while all or practically all learners, even at an advanced stage of learning, retain
a foreign, L1-based accent in their speech, at least in their intonation, L2 transfer
here seems to be relatively rare.”

The observations made in this study show no clear evidence of L2 influ-
ence on L3 phonology. Some of the non-target realisations where pinyin romani-
sation probably played a role (section 3.1.4.2.) are just as likely to have been as
aresult of L1 as L2 influence; however, the incorrect pronunciation of the finals
-en and -an point to L1 rather than L2 influence. Moreover, the frequent problems
experienced by students in correctly articulating the velar nasal (section 3.1.4.1.)
are a clear indication of L1 influence. Further evidence of L1 influence in phono-
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logical transfer may be observed in the difference between Polish and Ukrainian
learners’ in the phonetic realisation of the initial # (section 3.1.4.1.).

One possible explanation for greater L1 influence in phonological transfer
may be that Mandarin L3 is so utterly different from either L1 or L2 that students
were inclined to rely on the phonology they were most familiar with. This ap-
pears to reverse Wrembel’s assertion (cited above) that the use of L2 is a “coping
strategy that outweighs the transfer from the L1”; the observations reported here
suggest that faced with the challenges of a very ‘foreign’ L3 phonology, learners
may well retreat to the ‘comfort zone’ of their L1 in order to try to cope.

Non-target pronunciations of Mandarin resulting from orthographic trans-
fer of pinyin romanisation (see section 3.1.3.) are a significant problem in begin-
ners and can persist into intermediate stages and beyond. The students connected
with the present study received detailed phonological instructions using [PA sym-
bols at the beginning of their studies and were frequently reminded of the correct
pronunciation; however, there was a clear tendency for students to simply revert
to non-target phonetic realisations of the pinyin romanisation familiar to them
in L1/L2 orthography, which, although diminished to some extent, continued to
occur. Bassetti stresses the need for regular reminding of correct pronunciation:
“Most Chinese language textbooks provide a description of Chinese consonants
and vowels only in the first few lessons. It is possible that phonological instruc-
tion could be more effective if it was provided not only at the early stages of
language learning, but also at later stages” (Bassetti, 2007, p. 11).

4.2. Syntactic transfer

A number of authors have investigated syntactic transfer in L3 acquisition. Ha-
kansson, Pienemann and Sayheli (2002) proposed a Developmentally Moderated
Transfer Hypothesis, in which they argued against syntactic transfer from L2 to
L3. Bardel and Falk, on the other hand, dispute this theory, presenting evidence to
indicate that “syntactic structures are more easily transferred from L2 than from
L1 in the initial state of L3 acquisition.” (Bardel and Falk, 2007, p. 459) Forsyth
found that negative syntactic transfer from L2 to L3 does take place, but that “it
is perhaps too complex to be attributed to one factor alone”, adding: “As previous
research suggests, psychotypology and L2 status appear to be the main determin-
ers of negative L2 transfer” (Forsyth, 2014, pp. 450-451).

The evidence from the present study suggests that syntactic transfer from
L2 to L3 played a considerably greater role than that from L1 to L3. This was
found to be the case even when there were greater similarities between L1 and
L3 syntax than between L2 and L3 syntax, for example, prepositional phrases,
adverb position and adjectival verbs.

Forsyth suggests that when investigating syntactic transfer “it is neces-
sary to examine some concepts in the field of language typology and distinguish
between actual typological and perceived distance between languages.” (2014,
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p- 434) Language typology can be determined by objective linguistic analysis;
the “perceived distance between languages” (psychotypology), on the other hand,
relates to subjective mental processes performed by learners.

Language typology analysis reveals the following basic characteristics of
L1, L2 and L3:

1) English and Mandarin are analytical languages, that is, languages that
convey grammatical relationships without using inflectional morphemes,
while Polish and Ukrainian are synthetic languages, in which syntactic re-
lations within sentences are expressed by inflection. Thus, syntactic rules
are generally rigid in English and Mandarin, while in Polish and Ukrainian
they are more flexible.

2) Sentence structure in English is SVO, while Mandarin has both SVO and
SOV characteristics. Polish and Ukrainian are free SVO.

On the basis of the foregoing, one could make a reasonable case for stating
that, in its general characteristics, Mandarin is typologically somewhat closer to
English than to Polish or Ukrainian. However, regardless of the objective linguis-
tic data, which, after all, the learners would hardly have been aware of, Bardel
and Falk argue that such data would, in any case, be outweighed by the L2 status
factor, which, according to the authors, “is stronger than the typology factor in
L3 acquisition” (Bardel and Falk, 2007, p. 480). This may explain why, even in
those specific cases when the target L3 syntax was closer to L1 syntax than to L2
syntax, learners still produced syntactic transfer from L2.

4.3. Lexico-semantic transfer

The great majority of studies dealing with lexical transfer in L3 acquisition have
reported on language learning situations in which L1, L2 and L3 were all Euro-
pean languages. As a consequence, many of the findings noted in these works
concern false friends and borrowings. In a situation with European L1 and L2
and Mandarin L3, these are unlikely to feature in lexical transfer; indeed, lexical
transfer will probably occur less frequently than in an all-European context and
any examples of lexical transfer in situations such as that reported in the present
work can, perhaps, be more accurately described as semantic transfer.
According to Ringbom (2001), semantic transfer is L1-based. He distin-
guishes between “errors based on form and errors based on meaning”, comment-
ing that the former are generally influenced by L2, while the latter (i.e. semantic
transfer) are nearly always influenced by L1 (Ringbom, 2001, p. 63). Of the errors
reported in section 3.3., the semantic transfer in the case of location vs. copula
could be attributed to either L1 or L2, since both use the copula with prepositions
to express location. The errors regarding familiarity vs. knowledge are interest-
ing. Mandarin distinguishes lexically between these two semantic values, as does
L1 Polish; L1 Ukrainian and L2 English do not. As commented earlier, there was
a wide discrepancy between speech and written production, with a greater num-
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ber of errors in the former (by both Polish and Ukrainian native speakers) than in
the latter'. A possible explanation for this may be that “limited control in speech
situations causes cross-language influence to occur more often in speech than in
writing” (Ringbom, 1987, p. 128).

In the present study, instances of lexical (semantic) transfer featured less
prominently than those of phonological or syntactic transfer. This may have been
due to the fact that there were virtually no “errors based on form” (e.g. false
friends) because Mandarin in unrelated to either L1 or L2. Furthermore, the lack
of consistently recurring instances of “errors due to meaning” (influenced by L1)
may be related to the fact that the group was divided between Polish L1 and
Ukrainian L1.

4.4. The effect of English L2 as the language of instruction

Generally, the literature on transfer in L3 acquisition does not discuss the ques-
tion of the language of instruction in any detail. The only work I am aware of
to directly comment on this issue is Musona and Mushangwe (2014), which re-
ported on native speakers of Shona in Zimbabwe learning Mandarin through the
medium of English L2. The focus of the study was accuracy in the use of Chinese
prepositions. Their findings are not clear-cut, although they appear to come out
somewhat in favour of greater influence from L1: “The survey shows that though
the acquisition of Chinese prepositions by native speakers of Shona is basically
influenced by the students’ own mother tongue (Shona), however there is clear
evidence that the language of instruction, which is English in this case, has its
own contributions too.” (Musona and Mushangwe, 2014, p. 8)

The area of language where L2 influence was found to be clearly domi-
nant was in syntactic transfer. The possible contribution of the L2 status factor
and (psycho)typology to this finding has already been discussed in section 4.2.
The remaining important factors in determining whether L1 or L2 is the default
supplier’® in cross-linguistic transfer in L3 production are proficiency and re-
cency, and it is perhaps the contribution of these two factors that is most likely
to enhance the role of L2 being the default supplier when L2 is the language of
instruction. At B2/B2+ level, the students certainly had sufficient proficiency in
English. Tremblay found that “a high level of L2 proficiency may not be enough
for L2 to become automatized and that L2 exposure may be essential.” (Trem-
blay, 2006, p. 117); using L2 as the language of instruction for L3 would accord it
an extremely high level of exposure. Moreover, Hammarberg asserts that “an L2
is activated more easily if the speaker has used it recently” (Hammarberg, 2001,
p. 23); as the language of instruction for L3, the recency requirement is easily
satisfied. On the basis of the findings of the cited authors, it could reasonably be

12 Interestingly, both the students who gave erroneous answers in the written text (see section 3.3.2.)
were Polish native speakers, although such a small number is not statistically significant.

13 See section 1.2.
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argued that L2 transfer to L3 is increased through being the language of instruc-
tion. In the present study, this effect was most clearly seen in syntactic transfer.

5. Conclusion

Embarking on the study of a language entirely unrelated to any with which one
is familiar can be something of a ‘shock to the system’ for the beginning learner.
The challenges presented when confronted with such a language are likely to
cause the learner to lean quite heavily on their pre-existing linguistic knowledge
and inventory, making forward transfer inevitable. In the circumstances described
in the present work, There was evidence of transfer from both L1 or L2. Apart
from the phonetic realisation of the Mandarin initial ¢, there were no consistent
differences between Polish and Ukrainian students in transfer from L1 or L2.

In the case of phonological transfer, L1 appeared to be the main influence
underlying the transfer, although some influence from L2 could also be argued.
Transfer resulting from incorrectly assumed phonetic values for pinyin romani-
sation proved to be a significant and persistent issue.!* Lexico-semantic transfer
was confined to semantic transfer. The recorded examples of this form of transfer
were few and provided insufficient evidence to determine whether L1 or L2 was
the source of the cross-linguistic influence. In contrast, there was a considerable
number of examples of syntactic transfer and the evidence from this study indi-
cates that such transfer was considerably more likely to be from L2 than from L1.
It was suggested that one factor leading to the preponderance of L2 transfer in
the area of syntax was the fact that English (L2) was the language of instruction.

Few studies in the literature have investigated situations where L1 and L2
are linguistically entirely unrelated to L3. Therefore, it is hoped that the present
work will provide a somewhat different perspective of cross-linguistic transfer in
L3 acquisition. At the same time, it should be remembered that these findings are
only partly based on quantitative data.

4 There are other forms of transliteration of Mandarin which are phonetically more reliable and con-

sistent than pinyin but, for various reasons, are not widely used. The Wade-Giles system of romanisation gives
more predictable phonetic outcomes than pinyin and predates it, but has largely been superseded by pinyin as
the latter is considered simpler: Wade-Giles makes more use of diacritics and indicates aspiration by the use
apostrophes. A very accurate system phonetically is Zhuyin fuhao, which also predates pinyin and uses symbols
instead of the roman alphabet to represent the initials and finals. The symbols are simple, basic elements of Chi-
nese characters and, once learnt, this system will consistently give accurate phonetic values. However, therein
lies the disadvantage: beginners are required to learn an unfamiliar set of symbols before they can start learning
the language itself. Zhuyin fithao is widely used only in Taiwan. Moreover, in the present digital age, perhaps
the overriding reason for pinyin’s pre-eminent position as the virtually universal transliteration system is that
the vast majority of keyboard input software for digitally generating Chinese characters is based on pinyin.
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Roéznice miedzykulturowe streszczen artykulow naukowych pochodzacych

z ré6znych spolecznosci dyskursu

Globalizacja $wiata akademickiego spowodowata, iz angielski stat si¢ gldéwnym jezy-
kiem komunikacji naukowej. W konsekwencji jezyk ten jest dla naukowcow narzedziem
prezentowania ich osiagnie¢ oraz zdobywania uznania na arenie mi¢dzynarodowej, co
jest niezbgdne dla rozwoju ich kariery zawodowej. Gatunkiem odgrywajacym kluczowa
role w dzieleniu si¢ wiedza wsrdéd naukowcdw jest streszczenie artykutu naukowego.
Jest to pierwsza po tytule czgs¢ artykutu, ktora napotykaja czytelnicy i ktéra wptywa na
ich decyzje o tym, czy artykut wart jest przeczytania — a takze na decyzje wydawcow
czasopism, czy wart jest upublicznienia. Celem niniejszego artykulu jest przedstawienie
miedzykulturowej analizy pordwnawczej struktury retorycznej, funkcji jezykowych oraz
aspektéw promocyjnych streszczen artykuldow naukowych. Badanie opiera si¢ na spe-
cjalistycznym korpusie jezykowym, obejmujacym 60 streszczen artykutow naukowych
w jezyku angielskim napisanych przez uczonych z dwoch réznych kregéow kulturowych
i jezykowych, tj. przez native speakeréw i non-native speakeréw (autoréw polskich).
Analiza streszczen, oparta na modelu analizy retorycznych krokow w dyskursie, pro-
ponowanym przez Swalesa i Feak (2009) oraz modelu metadyskursu Hylanda (2005),
wykazata: 1) podobienstwa i roznice w liczbie, rodzaju i sekwencji retorycznych kro-
kéw oraz ich struktury; 2) wptyw konwencji dyskursu akademickiego na wybér struktur



34 EWA DONESCH-JEZO

gramatycznych, stlownictwa i stylu streszczen napisanych przez wyzej wymienionych
autorow. Oczekuje si¢, ze wyniki tej analizy pomoga w przygotowywaniu materiatow dy-
daktycznych majacych na celu utatwienie zrozumienia konwencji dotyczacych struktury
i stylu streszczenia artykutu naukowego.

Stowa kluczowe: artykut naukowy, streszczenie, retoryczne kroki, korpus jezykowy, me-
tadyskurs, stwierdzenie promocyjne

1. Introduction

A highly competitive contemporary research world, with the English language as
a lingua franca for the communication between academics forced scholars and
graduate students to write their research in English to gain international recog-
nition in their research field, and to have their articles published in internation-
ally recognized science journals. Moreover, publication of research articles plays
a crucial role in the evaluation of the scientific achievements of academics, nec-
essary for the progress in their professional career. As Hyland (2007, p. 1) states,
“Writing in the academy has assumed an enormous importance in recent years
as countless students and academics around the world must now gain fluency in
the conventions of academic writing in English to understand their disciplines, to
establish their careers or to successfully navigate their learning.” Therefore, re-
searchers from various cultural and linguistic backgrounds, including the Polish
one, are required to publish a prescribed number of research papers in prestigious
international journals.

A research article (RA) as well as its abstract belong to the most distin-
guished academic genres (Swales, 2004). Writing a research article and its ab-
stract in English is a challenging task for academics, particularly for those from
non-English-speaking countries and novice researchers who commence writing
research articles.

In relation to this, over the past few decades, a growing body of studies on
the rhetorical structure and lexico-grammatical features of research articles has
been observed. However, pedagogically-motivated contrastive analysis of RA
abstracts written by Anglo-American and Polish researchers in two languages
— Polish and English, terminated with the proposal of teaching instruction and
learning tasks, is needed in view of scarcity of such studies and the importance of
such an analysis for the English for Academic Purposes instruction.

Before commencing the current analysis, clarification of the terms such as
“genre”, “genre analysis” and “rhetorical move” is necessary. “Genre” was de-
fined by Swales (1990) as a class of staged and structured communicative events,
performed by specific discourse communities whose members share some set
of communicative purposes. According to this author, “genre analysis” is an ex-
ploration of discourse features in the broad context of the communicative event,
and an attempt to provide the rationale for these features regarding content and
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style. Each genre exhibits some patterns of similarity in terms of structure, style,
content, lexico-grammatical items and intended recipients.

The analyses of the textual organization of research articles in various dis-
ciplines were performed employing the IMRD (Introduction, Method, Results,
Discussion) model and the models of the rhetorical “moves” of each of the RA
sections. For the purpose of the analysis of rhetorical moves of the RA, particu-
larly its introduction section, Swales (1999, 2004) proposed the Create a Research
Space (CARS) model. Swales noted that there is a regular pattern of “moves” and
“steps” that appear in a certain order in the majority of introductions investigated.
A “move” in genre analysis is a rhetorical, semantic unit which performs a co-
herent communicative function in a written or spoken discourse. It is flexible in
terms of its linguistic realization. Moves are functional units, and can be optional
or obligatory in a genre. Some moves occurring regularly in a genre are consid-
ered obligatory, others occurring less frequently are considered optional (Swales,
2004, p. 228-229). Pho (2008, p. 17) wrote, “each move has its own commu-
nicative purpose, which, together with other moves, contributes to the general
communicative purpose of the text.” The CARS model of the introduction shows
the ways in which academic writers justify and motivate their contribution to the
research field by establishing a topic for the research, presenting the findings of
the previous research and indicating a gap or possible extension of their research.

Studying the impact of culture on discourse structure variation, Kaplan
stated, “the cultural background of the author might lead to variation of the rhe-
torical structures of texts, and such variation should be considered in ESL teach-
ing programs” (Taylor and Chen, 1991, p. 319). Considering the variation of RA
rhetorical structure between languages, researchers who wish to publish in an
international community and for foreign readership will need, not only to know
the writing conventions of this genre, but also to be aware of cross-linguistic
and cross-cultural differences in the RA structure. Hence, in the majority of
cross-cultural and cross-linguistic analyses of the RA structure, RAs written by
non-native-English speakers have always been compared with those written by
native-English speakers.

Gaining, therefore, the understanding of the conventions of the rhetorical
and linguistic features of the research article and the accompanying abstract is
essential for writing an acceptable and correctly organized academic text.

The knowledge and skills necessary to write RA abstracts which are rhe-
torically and linguistically appropriate and adjusted to the standards of an inter-
national academic community, and which will be accepted by science journal
publishers, is extremely important for those researchers who do not have English
as their first language. One of the most commonly used approaches to teaching
RA abstract writing is analyzing its structure with the reference to the prescriptive
model and testing its affinity to it, using the corpus of abstracts from a specific
discipline. Additionally, the comparison of abstracts from different cultural and
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linguistic backgrounds may be carried out, discovering differences and similari-
ties of generic organization and linguistic realization of the rhetorical moves in
this genre.

This article employs a genre-based, corpus-driven approach to the contras-
tive analysis of 60 research article abstracts in order to:

1) reveal differences and similarities between abstracts in the field of linguis-
tics written by native speakers of English and non-native speakers, namely
Polish scholars writing in both English and Polish,

2) find out which types of rhetorical moves and in what sequence are used by
writers from different cultural and linguistic backgrounds,

3) identify the most typical lexico-grammatical features associated with par-
ticular move types,

4) indicate practical implications both for teachers to use in the classroom and
for writers who would like to improve the techniques of writing abstracts
in order to have them admitted for international conferences and for publi-
cation in international science journals.

The analysis will employ the 5-move model as proposed by Hyland (2000,
p- 67). In the present analysis, which is a qualitative and quantitative study, first,
the results will be discussed for each corpus separately and then the features
of the abstracts will be globally summarized and cross-culturally compared (cf.
Melander et al., 1997). The comparison of RA abstracts will be performed at the
level of their rhetorical structure and at the sentence level, including the use of the
tenses and voice of the verbs, and metadiscourse markers. The study presented in
this paper is intended to fill a gap in the analyses of the features of RA abstracts
in the field of linguistics at these two levels across two languages, English and
Polish.

2. Literature review

Research articles in various disciplines were, and still are, a frequent object of
scientific investigation. In the analyses of their rhetorical and linguistic features,
two basic trends can be noted: (1) the examination of the structural organization
of their particular sections: introductions in terms of their move structure (Swales
1990, 2004; Samraj, 2002; Ozturk, 2007), methods (Lim, 2006), results (Brett,
1994; Williams, 1999), discussions (Holmes, 1997; Yang and Alison, 2003) and
abstracts (Hyland, 2000; Samraj, 2005; Swales and Feak, 2009); (2) the examina-
tion of the functions of various linguistic elements occurring in them, for example,
hedging (Hyland, 1994, 1996, Salager-Meyer, 1994), modality (Salager-Meyer,
1992), passive voice (Tarone et al., 1981, 1998; Lachowicz, 1981), tenses of the
verbs (Malcolm, 1987; Thompson and Ye, 1991), personal and demonstrative
pronouns (Kuo, 1998; Hyland, 2001; Kamio, 2001; Harwood, 2005), personal
pronouns and determiners (Gray, 2010).
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Apart from analyses of a particular genre in one language (mainly in Eng-
lish), researchers have conducted contrastive analyses of the rhetorical structure
and linguistic features of particular academic genres written in different languag-
es and in culturally different discourse communities (Arvay and Tanko, 2004;
Cmejrkova, 1996; Donesch-Jezo, 2011; Duszak, 1994, 1997; Hirano, 2009; Mau-
ranen, 1993; Melander et al., 1997; Moreno, 1997; Povolna, 2016; Taylor and
Chen, 1991). This type of analysis shows best how the macrostructure and rhetor-
ical organization of a particular genre is influenced by cultural factors, character-
istic for a particular discourse community as well as characteristic for intellectual
tradition of a given country (Duszak, 1997; Yakhontova, 2006).

Due to the crucial role played by both RA abstracts and conference ab-
stracts, they attracted attention of quite a lot of researchers, who have conducted
analyses of this genre (Hyland, 2000; Lorés, 2004; Melander et al., 1997; Pho,
2008; Povolna, 2016; Samraj, 2005; Santos, 1996; Swales and Feak, 2009, to
mention a few). For example, Santos (1996) explored the textual organization of
RA abstracts at two levels: the macro- and micro-level. Melander et al. (1997) in
their investigation of abstracts from three disciplines and two languages revealed
that rhetorical and linguistic features of this genre depend on the field and size of
the discourse community. Lorés (2004) found that over a half of RA abstracts fol-
lowed the IMRD structure of the research paper, about one third of them followed
the CARS structure, and the remaining ones displayed both features. Samraj
(2005) in her contrastive studies of two genres (RA abstracts and introductions)
across two disciplines, found some discipline- and genre-dependent impacts on
the rhetorical structure of theses texts, responsible for similarities and differences
between these two genres as well as within these genres. Povolna (2016) ana-
lyzed the rhetorical structure of conference abstracts with the aim of ascertaining
whether there is any cross-cultural variation between conference abstracts (CA)
written by native-English speakers and Slavonic-language speakers, represented
by researchers from the Czech Republic, Slovakia, Poland and Ukraine. In addi-
tion, she compared the rhetorical organization of the conference abstracts to that
of RA abstracts. Her analysis revealed cross-cultural differences in the rhetorical
organization of CAs and provided evidence that CAs and RA abstracts also differ
with regard to both number and types of moves.

3. Characteristics of the abstract

The abstract of a published article comes first, before other RA sections, and its
importance in the distribution of scientific knowledge worldwide continues to
grow (Melander et al., 1997). Abstracts were first introduced into medical re-
search articles in the 1960s and since then they have also been accompanying
research articles in other disciplines. An abstract as understood by Bhatia (1993,
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p- 78) is “a description of factual summary of the much longer report, and is
meant to give the reader an exact and concise knowledge of the full article. It con-
tains information on the following aspects of the research that it describes: What
the author did; How the author did it; What the author found; What the author
concluded.” A number of researchers (Fairclough, 1995; Ventola, 1997; Hyland,
2000; Swales, 2004) claim that through abstracts writers demonstrate that they
have some new findings to present, and that doing it, they can encourage further
reading of the article. For this purpose, writers use some linguistic and rhetori-
cal items by which they show the academic community the significance of their
study, or the intention to discuss it using an alternative approach, proving, in this
way, their scientific competence and credibility in their discipline. Berkenkotter
and Huckin (1995, p. 34) express a similar opinion, writing that the abstract is
primarily a promotional genre in which writers attempt to emphasize the value
and novelty of their work in order to gain the reader’s interest and acceptance.
Hyland (2000), in the summary of his study on abstracts from various disciplines,
asserts that the promotional aspect of the abstract is an equally important rhetori-
cal feature as providing the reader with the knowledge contained in the article.

Another feature of abstracts is their limit to the number of words, which
is usually established by publishers of journals, and is provided in the guide-
lines for publication. In most academic journals the maximum number of words
ranges between 150 and 200. This limitation makes the writing of an abstract an
extremely troublesome task, as the writers have to communicate relatively large
amount of information, using a small amount of words.

With regard to the information provided by abstracts, they were classified
by Swales and Feak (2012, p. 384) into two types: indicative, which describe
what was done, and informative or results-driven, which additionally provide the
main findings.

The analyses of abstracts show, not only how to summarize research/work
in a concise and logically organized way, but also which rhetorical and linguistic
features would attract the readers’ attention and persuade them to read the follow-
ing sections of the article, and, which is equally important, would persuade the
journal publisher to accept the article for publishing (Huckin, 2001; Swales and
Feak, 2009).

4. Material and method

The corpus used in the present study included 60 RA abstracts with a total of
8825 words, randomly selected from well-established science journals, Anglo-
American and Polish, in the domain of linguistics, published in the years 2010—
2015. The complete list of RAs from which the analyzed abstracts originate is
provided in the Appendix at the end of this article. For the analytical purposes the
corpus was divided into three corpora:
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» Corpus A containing 20 abstracts written in English by native speakers
(NSs) of English, and published in prestigious international science jour-
nals.

* Corpus B containing 20 abstracts written in English by non-native speak-
ers (NNSs), namely Polish researchers, and published in leading Polish
science journals.

» Corpus C containing 20 abstracts written in Polish by Polish authors and
published in recognized Polish science journals.

Although the abstracts in corpus A were written by authors from differ-
ent countries, they were affiliated with the universities in the countries where
the English language was the L1, and their articles were published in the lead-
ing Anglo-American science journals; therefore, in this study these writers were
designated as native speakers (NSs) of English. The abstracts in corpus B were
written by Polish authors in English, and in corpus C by Polish authors in Polish.
Polish writers were designated as non-native speakers (NNSs). All of them were
affiliated with Polish universities, and published their articles in recognized Pol-
ish academic journals.

In the three corpora analysed, the preponderance of abstracts contain one
paragraph. The abstracts written by NSs of English have an average of 167.5
words, the abstracts written by NNSs in English have 171 words, and those writ-
ten in Polish include 103 words. The discrepancy between the amount of the
words has no influence on the rhetorical analysis.

In this study, Hyland’s (2000) five-move model was used to identify the
rhetorical moves of the RA abstracts in the corpus. According to this model, these
moves are: Introduction (M1), Purpose (M2), Method (M3), Product (M4), and
Conclusion (M5). As shown in Table 1, each move performs a specific communi-
cative function. In contrast to the traditional IMRD model, Hyland distinguishes
the purpose from the introduction move where it is usually placed.

Table 1. A framework for abstract analysis

Move Function

Move 1 Establishes context of the paper and motivates the research or discussion.
Introduction

Move 2 Indicates purpose, thesis or hypothesis, outlines the intention behind the
Purpose paper.

Move 3 Provides information on design, procedures, assumptions, approach,
Method data, etc.

Move 4 States main findings or results, the argument, or what was accomplished.
Product

Move 5 Interprets or extends results beyond scope of paper, draws inferences,
Conclusion | points to applications or wider implications.

Source: Hyland (2000, p. 67). Disciplinary discourses: Social interactions in academic writing. London: Long-
man.
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As stated by Hyland (2000, p. 68), abstracts include five explicit parts.
A brief introduction sets the scene for the reader, providing essential background
to the article and indicating the significance of the topic to the academic com-
munity. It is followed by a purpose statement, usually embedded in a general de-
scription of the method. Then the product of the research is presented, that is, the
results of an experimental study. The conclusion explicitly announces the wider
significance of the research and implicitly suggests a line of further research.

The analysis presented in this article includes the macrostructure of ab-
stracts, their type (indicative versus informative), rhetorical moves (their type,
number and sequence), their lexico-grammatical features (tense and voice of the
verbs), and metadiscourse markers belonging to the interpersonal metadiscourse
model (Hyland, 2005, pp. 50-54). Special attention was paid to linguistic means
used by the authors to promote the presented research and thereby the article.

As Hyland (2005, pp. 49-54) writes, metadiscourse refers to the devices
which the writers use to organize their texts and help readers understand it and
those which guide readers through the text. Metadiscourse is realized through
a range of linguistic forms which are included in the Hyland’s interpersonal
model of metadiscourse. This model comprises two dimensions of writer-reader
interaction: interactive and interactional. The interactive dimension helps to or-
ganize propositional information in such a way that readers find it coherent and
convincing. Interactional dimension, on the other hand, by implying the writer’s
stance towards both presented information and readers, involves them in the text
and opens opportunities for them to contribute to the discourse. Each of these
dimensions includes five sub-categories. The model of metadiscourse is sum-
marized in Table 2.

Table 2. An interpersonal model of metadiscourse

Category Function Examples

Interactive Help to guide the reader through |Resources
the text

Transitions express relations between main in addition, and, but, thus
clauses

Frame markers |refer to discourse acts, sequences |first, next, finally, to conclude
or stages of parts of the text

Endophoric refer to information in other parts |as noted above, see Fig, in section
markers of the text
Evidentials refer to information from other according to X, Z states

texts

Code glosses |elaborate propositional meanings |namely, for example, such as, in
other words
Interactional Involve readers in the text Resources
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Hedges withhold certainty and open might, perhaps, possible, about
dialogue

Boosters emphasize certainty or close in fact, definitely, obviously, it is
dialogue clear that, demonstrate

Attitude express writer’s attitude to unfortunately, hopefully,

markers proposition surprisingly, I agree

Self-mentions |explicit reference to author(s) in  |I, we, my, me, our
the text

Engagement explicitly build relationship with |you, your, consider, note, you can

markers reader see that

Source: Hyland (2005, p. 49) Metadiscourse. Exploring Interaction in Writing. London, New York: Continuum.

The most commonly used hedges in academic discourse are modal auxilia-
ry verbs (may, might, can, could, would, should), lexical verbs (suggest, indicate,
seem, appear, believe) and adverbs (possibly, probably, likely).

In this analysis, the rhetorical moves and grammatical items were identified
manually; lexical elements and metadiscourse markers underwent both manual
and mechanical analysis with the use of concordancing software MonoConc Pro
2.2. The identification of moves and the move boundaries can be accomplished
through two approaches: one, called a “top-down” approach, is based on the con-
tent, and the other one, called a “bottom-up” approach, is based on linguistic
signals (Ackland, 2009). In this study, the textual boundaries of these units were
identified on the basis of semantic criteria, adopting the “top-down” approach.

5. Results of analysis

5.1. Analysis of abstracts in corpus A

Corpus A includes 20 linguistics RA abstracts written by NSs of English with
a total of 3352 words. The abstracts come from articles published in the leading
Anglo-American journals such as Journal of English for Academic Purposes,
English for Specific Purposes, Discourse Studies, Linguistics. The majority of
abstracts are informative — they provide summary and results of the research.

Abstracts, similarly to research articles, have a specific for this kind of gen-
re rhetorical structure, composed of moves. A move in the abstract performs the
same communicative function as in other sections of the research article. Swales
and Feak (2009, p. 5) state that a move “is a stretch of text that does a particular
job. It is a functional, not a grammatical term. A move can vary in length from
a phrase to a paragraph.” The number and type of moves in corpus A are shown
in Table 3.
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Table 3. Frequency of the occurrence of moves in corpus A

Moves Frequency
1. Introduction (background) 11 (55%)
2. Purpose (objectives) 20 (100%)
3. Method (materials/subjects/procedures) 20 (100%)
4. Product (findings) 19 (95%)
5. Conclusion 15 (75%)

As shown in Table 3, in the present study, most of the abstracts have three
moves, that is, the Purpose (M2), the Method (M3), and the Product (M4); the
other two moves, the Conclusion (M5) occurs less frequently and the Introduc-
tion (M1) the least frequently. Thus, the dominant pattern of moves in corpus A is
M2-M3-M4-MS5. In those abstracts in which the Product move (M4) and the Con-
clusion move (M5) are absent, the authors indicate that they are present further in
the article. See the examples below:

The implications of these results for teaching academic writing are dis-
cussed ... (Gray, 2010)

Results and analysis of the instrument s context suitability and limitations
are discussed below (Friginal, 2013).

Similar results were obtained by Hyland (2000) in his study conducted on
800 abstracts from eight disciplines, which showed that more than 95 per cent of
the abstracts had all five moves; moves 2, 3 and 4 being the most frequent, and
move 5 occurring the least frequently.

Below is an example of a linguistics RA abstract from the journal English
for Specific Purposes, showing the linear order of moves (the borders between the
moves are marked in square brackets).

Abstract

Writing the Discussion section of a laboratory report or dissertation is dif-
ficult for students to master. It involves complex causal, conditional and purpo-
sive argument; this argument guides the reader from acceptance of the relatively
uncontroversial data to acceptance of the writers knowledge claim. Students
benefit therefore if they are assisted in acquiring the lexico-grammar commonly
used in discussion of results. [M1-Introduction] 7o explore the lexico-grammar
of Discussions, [M2-Purpose] this article relies on two small corpora, one of
physics research articles and the other of student physics laboratory reports. The
article employs both a clause by clause analysis and concordancing software
to identify the key ways of expressing these meanings. [M3-Method] It finds the
means employed in the student writing to be more congruent, more emphatic and
less closely argued than in the research article corpus, [M4-Product] and sug-
gests specific grammatical resources which might form the subject of tasks from
which students could benefit. [IM5-Conclusion] (Parkinson, 2011)
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As can be seen in the above abstract, some moves are fused together in one
sentence, such as the Purpose (M2) and the Method (M3), the Product (M4) and
the Conclusion (M5).

In 17 abstracts (85%), move 1, or move 4 are the place of research promo-
tion — they contain the so-called “promotional statement” (Hyland, 2000, p. 76).
Most often this statement highlights interesting nature, novelty or usefulness of
the research, or a gap in previous research, justifying, in this way, the about-to-be
presented research. Below are examples of such promotional statements:

a) Previous genre studies have only referred to the use of literature in one
move in discussions ... (Samraj, 2013).

b) Although language training in Philippine call centers continues to improve
(Lockwood, 2012), there are still clear limitations to how the oral perfor-
mance ... (Friginal, 2013).

¢) Thereis, however, little consensus around what intelligence actually means
and how the construct should be applied (Lester & Gabriel, 2014).
Although, generally, the identification of each move in the corpus was un-

complicated, distinguishing the boundary between the Product move (M4) and
the Conclusion move (M5) caused some problems. In order to solve this problem,
it was assumed that the moves that provide the results (that is, what was found)
and those which summarize briefly the main findings of the research together with
their generalization were categorized as the Product. See the examples below:

d) The results of this study show that intertextual links are used for a variety
of rhetorical functions throughout discussions in master s theses and jour-
nal articles (Parkinson, 2011).

e) The texts analyzed and the auditors observed and questioned show that,
although the use of templates is widespread, there is, in fact, some origi-
nal writing involved in drafting the reports ... The study also finds that
although the reports are written in English, a mix of languages (English,
Cantonese and Putonghua) is used by the members of the audit team in
their production (Flowerdew, J., 2010).

On the other hand, those moves that discuss the research by evaluating the
findings and/or relating the reported research to the broad context, were catego-
rized as Conclusion, as in the following example:

) The implications of the findings are highlighted, with suggestions on how
language trainers can focus on particular sections of the audit report in
order to help auditors write better. The overarching conclusion of the pa-
per is that the linguistic and contextual approaches to genre analysis can
complement each other effectively (Flowerdew, J., 2010).

With regard to the sentence opening an abstract, Swales and Feak (2009,
p- 10) distinguish four basic types of sentences opening an abstract: (A) sentenc-
es about real-world phenomenon or standard practice, (B) sentences informing
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about purpose or objective of the work, (C) sentences presenting the researcher’s
action, (D) sentences indicating a problem, uncertainty or a gap in the knowledge.

In corpus A, there is quite a wide variation of the opening sentences. The
largest number of abstracts, 11 (55%), are opened with sentence type C, for ex-
ample:

In this paper I use two case studies to show how corpus linguistics is used
to help in the teaching of business English (Walker, 2011).

Slightly less abstracts, 7 (35%), are opened with sentence type A, as in the
example:

The use of source texts in academic writing has been explored in at least
two groups of EAP studies ... (Samraj, 2013).

One abstract (5%) begins with sentence type B, see the example:

This article has four aims ... (Stokoe, 2012).

Also, one abstract (5%) is opened with sentence type D, for example:

Writing the Discussion section of a laboratory report or dissertation is dif-
ficult for students to master (Parkinson, 2011).

Linguistic features characteristic of abstracts in corpus A are:

1) The promotional aspect of the abstracts is expressed by linguistic items
such as: conjunctions however, although, adjectives little, unclear, novel;
nouns limitations, conflict.

2) The verbs in the Introduction and Purpose moves are usually in the Present
tenses: the Present Simple and, less frequently, the Present Perfect tense, in
the active voice. The predominant tense of the verbs in the Method moves
is Simple Past in the passive voice, and in the Product and Conclusion
moves — the Present Simple tense in the active voice.

3) Personal pronouns in the first person (/, we, my, our) are numerous.

4) Presentation verbs, such as investigate, explore, examine, discover, discuss,
provide, present are used to mark the Purpose move, and verbs such as
show, demonstrate, reveal, suggest are used to indicate the Product move,
for example:

This case study discusses the development and use of an oral performance
assessment instrument intended to evaluate ... [Purpose-M3]

Results from corpus examples show that as in MICASE, ’just’ occurs most
in academic spoken English as a minimizer or mitigator across all four discipli-
nary groupings, often in metadiscursive or ‘teacher talk’ frames. [Product-M4]

5) Metadiscourse markers are infrequent in the investigated abstracts; the
most common are transitions (conjunctions and, but, however, although),
hedges (modal verbs may, might, can, would, the verb suggest), and boost-
ers (the verbs show, demonstrate, must). Hedges and booster are the most
numerous in the Product and Conclusion moves.
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According to Swales and Feak (2009), the significance of the findings in
the Product move may be highlighted or weakened by the choice of verbs in
the main clause, for example, the verbs demonstrate, show strengthen the claim,
whereas the verbs suggest, indicate — weaken it. In corpus A, verbs strengthening
the findings prevail.

5.2. Analysis of abstracts in corpus B

Corpus B includes 20 abstracts written in English by NNSs, that is, Polish au-
thors, with a total of 3416 words. The abstracts come from articles published in
leading Polish science journals such as Studies in Polish Linguistics, Linguistica
Silesiana, Studia Linguistica Universitatis lagellonicae Cracoviensis, Studies in
Polish Linguistics. One half of the abstracts in corpus B, contrary to corpus A, are
of the indicative type (they provide the aim and method, but no results), and the
other half are informative (they additionally provide the results).

In this corpus, as in corpus A, the opening sentences are of various types.
Seven abstracts (35%) begin with sentences type C, describing the writer’s action
and/or the structure of the article, for example:

This paper undertakes an analysis of the connotative meanings of Polish
diminutives ... (Bialy, P., 2013).

Next in amount, six (30%), abstracts are opened with sentences type B,
providing the purpose of the article or the study, as in the example:

The purpose of the following study is to examine how the two modes of
interpreting ... (Gumul, 2012).

Four abstracts (20%) begin with sentences type A, providing real-world
phenomenon, for example:

Bilingualism has long been observed in Silesia (Wieczorek, 2011).

Opening sentences of the type D occur in three (15%) abstracts, indicating
the existing problem, as in the example below.

Questioning in class is often found by students to be highly stressful and
a cause of anxiety (Pakuta-Borowiec, 2013).

Seven (35%) abstracts contain promoting statements which justify the ne-
cessity of investigating into some problem. Below are examples of such sen-
tences:

So far little attention has been paid to the corpus analysis of recurrent
phraseologies found in Polish texts (Grabowski, 2014).

This paper offers a novel analysis of the impersonal constructions marked
with -no/-to in Polish (Ruda, 2014).

The number of abstracts containing particular rhetorical moves is present-
ed in Table 4.
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Table 4. Frequency of occurrence of moves in corpus B

Moves Frequency
1. Introduction (background) 8 (40%)

2. Purpose (objectives) 19 (95%)
3. Method (materials/subjects/procedures) 16 (80%)
4. Product (findings) 7 (35%)

5. Conclusion 2 (10%)

Table 4 shows that the most frequent are the two-move abstracts, composed
of the Purpose move (M2) and the Method move (M3), giving the dominant pat-
tern of moves in corpus B: M2-M3. Below is an example of a linguistics RA
abstract from the journal Studies in Polish Linguistics, showing the most frequent
structure composed of two moves (the boundaries are marked in square brackets).

Abstract

The aim of the paper is to discuss the Manner/Result Complementarity (Lev-
in and Rappaport Hovav 1991, 2006) as one of the restrictions on the construal of
lexical meaning at the level of lexicon-syntax interface from the perspective of Pol-
ish. [M2-Purpose] The investigation of the manner/result complementarity provides
good ground for the analysis of the nature of the relationship between the lexical
meaning of a verb and the associated syntactic projection of a verb phrase. The
investigation of Polish examples in the paper is presented as a test for the cross-
linguistic validity of the complementarity. In the course of the discussion, the role of
morphological marking is integrated into the analysis as reflecting the lexicaliza-
tion pattern of Polish result verbs. [M3-Method] (Biaty, A., 2013).

As in the abstracts in corpus A, it was extremely difficult to distinguish
between the Product move and the Conclusion move, as shown in the example
below.

The distributional and interpretational properties of the construction ...
suggest that the impersonal subject is best analyzed as a minimal pronoun, whose
Case feature is unvalued/absent in the narrow syntax (Ruda, 2014).

Linguistic features characteristic of abstracts in corpus B are as follows:

1) The promotional statement of the abstract is expressed by lexemes such as:
negative forms never described, none of them, there have been no studies;
conjunctions however, although, adjectives little attention, novel analysis;
nouns the lack of corpus.

2) The verbs in almost all the moves are in the Present Simple tense, even
the findings in the Product move are in the Present tense. The predominant
form of the verbs is the passive voice.

3) There is a total absence of personal pronouns.

4) Presentation verbs in this corpus used to mark the Purpose move are more
diversified than in corpus A, and include: discuss, present, undertake, ex-
plore, examine, evaluate, analyze, offer, highlight, investigate, aim, pro-
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vide. The verbs used to indicate the Product / the Conclusion are show,
reveal, suggest, contribute, observe.

5) Metadiscourse markers are less frequent than in corpus A, and include
transitions (conjunctions but, while, although), hedges (modal verbs may,
can, would, the verbs seem, suggest), and boosters (the verbs show, demon-
strate). As in corpus A, hedges and boosters are the most numerous in the
Product and Conclusion moves.

5.3. Analysis of abstracts in corpus C

Corpus C consists of 20 abstracts written in the Polish language by Polish authors.
The total number of words is 2058. The abstracts were extracted from articles pub-
lished in domestic science journals, issued by Polish universities, such as: Nie-
Jjedno ma imig. Prace jezykoznawcze Instytutu Filologii Polskiej; Jezykoznawstwo.
Prace naukowe Akademii im. Jana Diugosza w Czestochowie; Stowo. Studia
Jezykoznawcze; Etnolingwistyka. Problemy Jezyka i Kultury; Acta Neophilologica,
Znaczenie tekst kultura, Prace jezykoznawcze Instytutu Filologii Polskiej. The vast
majority of abstracts are of the informative type. Unlike in corpora A and B, in this
corpus the abstract opening sentences are less diverse — they are of only two types.
Sentences of type C open twelve (60%) abstracts, for example:

Autor podejmuje probeg porownawczego opisu poje¢ ,,wolnos¢” i ,,praca”
w jezykach japonskim i polskim (Koji, 2012).

Sentences of the type B open eight (40%) abstracts, as in the example
below:

Celem artykutu jest rekonstrukcja konceptu ,,ciovooa” w jezyku serbskim
w oparciu o dane ankietowe i ich interpretacje w nawigzaniu do szerokiego kon-
tekstu kulturowego (Grygiel, 2013).

The striking difference between abstracts in corpus C and corpora A and B
is that the promoting statement is present in only one abstract. See the following
example:

Jest ono [badanie]| donioste dla jezyka, jak rownmiez dla swiadomosci
i mechanizmow poznawczych cztowieka.

The frequency of occurrence of particular moves in abstracts in corpus C
is shown in Table 5.

Table 5. Frequency of the occurrence of moves in corpus C

Moves Frequency
1. Introduction (background) 2 (10%)

2. Purpose (objectives) 19 (95%)
3. Method (materials/subjects/procedures) 16 (80%)
4. Product (findings) 7 (35%)

5. Conclusion 2 (10%)
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The moves in this corpus fulfil the same functions as the moves of the
abstracts in corpora A and B, so there is no need to present them again. The most
frequent moves in the abstracts of this corpus are the Purpose and Method —
similarly to the abstracts in corpus B, therefore, the dominant pattern of abstract
structure in this corpus is M2-M3. In the abstracts in this corpus, it was difficult
to determine the borders between moves; they were no lexical means signaling
them, so the moves were defined using semantic clues.

The abstracts in corpus C are characterized by the following linguistic fea-
tures:

1) The overwhelming majority (90%) of sentences (those presenting the aim
of the work, the researcher’s action, the method, and the findings) are in the
Present tense, in the active voice or agentless impersonal passive construc-
tions ending in -no / -to.

2) The sentences indicating the writer’s activity are either active voice sen-
tences, with the subjects being the animate nouns, autor, autorka, or inani-
mate nouns the study or agentless passive voice sentences with the verbs
ending in -no,-to.

3) The diversity of presenting verbs in corpus C is similar to corpora A and
B. Here are some of them: rozpatrywac, podejmowac probe, przedstawiac,
omawiac, stanowic probe.

4) Metadiscourse in the abstracts in corpus C is most frequently represent-
ed by such categories as transitions (conjunctions natomiast, jednakze,
tym samym, choc/chociaz, zas, ponadto), boosters (adverbs zdecydow-
anie, wyraznie), hedges are less numerous in this corpus than in corpora
A and B and are represented by single occurrence of two words (powinien,
mozliwie).

6. Summary of the analysis and pedagogical implications

The presented above qualitative and quantitative, cross-cultural and cross-lin-
guistic analysis of rhetorical structure of moves and linguistic features of linguis-
tics RA abstracts written by Anglo-American and Polish writers has revealed both
similarities and differences. The rhetorical structure of moves in the abstracts in
corpora B and C is fundamentally similar; however abstracts in all three corpora
show deviation, to various extent, from Hyland's reference model (see Table 1).
The moves present in the RA abstracts fulfil the communicative functions defined
in this model, that is, inform the readers of the research in a specified context, jus-
tify the necessity of conducting the research to be presented, indicate the applied
method, provide the outcomes and conclusion. Table 6 shows the comparison
of the percentage of rhetorical moves present in the three corpora studied in this
article.
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Table 6. Frequency of occurrence of rhetorical moves in the abstracts of the

three corpora
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Type of moves Corpus A Corpus B Corpus C
1. Introduction 11 (55%) 8 (40%) 2 (10%)
2. Purpose 20 (100%) 19 (95%) 19 (95%)
3. Method 20 (100%) 16 (80%) 16 (80%)
4. Product 19 (95%) 7 (35%) 14 (70%)
5. Conclusion 15 (75%) 2 (10%) 2 (10%)

As can be seen in Table 6, the rhetorical pattern of the majority of abstracts
in corpus A is M2-M3-M4-M35, and in both corpora B and C — M2-M3. Such find-
ings are in line with those of Santos’s (1996) with the Purpose move (M2) and
the Method move (M3) occurring in almost all the abstracts while the other two
moves, the Introduction move (M1) and the Conclusion move (M5) occurring
less frequently.

The greater deviation from the standard has been observed in the abstracts
written by Polish authors both in the English and in Polish languages. In both
corpora B and C, 90% of abstracts are lacking the Conclusion move, and 90% of
abstracts in corpus C are lacking the Introduction move. Frequently, in all the cor-
pora, because of the limited space allocated for abstracts, two moves are merged
together in one sentence.

In a number of abstracts in the analyzed corpora, some variation in the
conventional move sequence has been observed. This is caused by embedding
one move in another, for example, move 2 is frequently embedded within move
3, or by post-posing the move, for example, move 1 is post-posed after move 2 or
3. Santos (1996, p. 492), who noted this variation, referred to the embedded move
as a “hybrid move”. Pho (2008, p. 238) also noted the flexibility of the position of
moves in his study and stated that, “the methods of the study can be expressed in
a participial phrase at the beginning of a sentence presenting the research.”

One of the most important statements in the rhetorical moves of the ab-
stracts is the promotional statement (Hyland, 2000, p. 75), in which the authors
underline the importance of the topic, encouraging, in this way, the readers to
further reading into the article to learn more about the problem, and publishers
of science journals to publish the article. This promotional sentence is present
in 85% of abstracts written by Anglo-American writers, whereas only in 35% of
abstracts of Polish authors written in English, and in only 5% of abstracts written
in Polish. It seems that Polish authors who ignore providing the motivation for
writing their topic, believe that it is important enough to attract a good deal of at-
tention in their discourse community. Another possibility of not following by Pol-
ish authors the conventional rhetorical justification of their study is culture-based,
which means that in the Polish culture, scientists are not encouraged to promote
their ideas. Nevertheless, the inclusion of this statement in an abstract serves to



50 EWA DONESCH-JEZO

emphasize the value of the article, and may contribute to its acceptance by the
target community and by the publishers of prestigious international journals.

In all three corpora, the Present tense dominates in all the moves, with
the exception of the Method move, which in some abstracts in corpus A is in
the Past Simple tense. In Polish RA abstracts there is significant prevalence of
agentless passive sentences and active sentences with an inanimate subject over
‘I/we-subject’ sentences, frequently occurring in Anglo-American abstracts. Na-
tive English writers, contrary to non-native Polish writers, are willing to mark
their presence in the text by the use of personal pronouns in the first person ‘I’
‘we’, ‘my’, ‘our’ when writing about their own decisions and activities. In this
way they highlight their contribution to the presented study.

To illustrate how the metadiscourse items are used to facilitate effec-
tive writer-reader interaction in the RA abstracts in the three corpora studied,
I searched the texts of the abstracts in all the corpora with the use of a concord-
ancer, MonoConc Pro 2.2. 1 also analyzed the texts manually to check whether
the words or expressions found by the concordancer functioned as metadiscourse
items. The importance of metadiscourse in RA abstract writing is expressed by
their occurrence in these texts — there were 139 metadiscourse items in the 3351-
word corpus A, 140 items in the 3416-word corpus B, and 37 items in the 2058-
word corpus C, which gives a frequency of one discourse item every 24 words in
corpora A and B, and one every 56 words in corpus C. It means that the frequency
with which metadiscourse items occur in corpora A and B is the same, while it is
significantly lower in corpus B.

The comparison of the frequency of occurrence of metadiscourse markers
in the RA abstracts in corpora A, B and C is shown in Table 7.

Table 7. Frequency of metadiscourse in RA abstracts in the analyzed corpora

Corpus A Corpus B Corpus C

Metadiscourse # rounded # rounded # rounded
category % % %
Interactive 78 54 77 54 23 63
Transitions 11 8 2 1 2 5
Evidentials 8 5 24 17 3 8
Code glosses 6 4 7 5 4 10
Frame markers 8 5 9 6 0 0
Endophoric m. 45 32 35 25 14 40
Interactional 63 46 65 46 18 47
Hedges 18 13 24 17 4 10
Attitude m. 4 3 6 4 3 8
Self-mentions 16 12 14 10 3 8
Engagement m. 2 1 0 0 0 0
Boosters 23 17 21 15 8 21
Total 141 100 142 100 41 100
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Table 7 shows that in the analyzed corpora, containing NSs’ and NNSs’
abstracts written in English and in Polish, there is the same percentage of interac-
tional categories with the most numerous boosters. There are significantly more
hedges and self-mentions in corpora A and B than in corpus C. It means that both
NSs and NNSs writing in English are more willing to tone down their assertive-
ness in expressing their opinions, and are more willing to highlight their presence
in the study than the Polish researchers writing in Polish. It indicates that Polish
writers, particularly those writing in Polish, adversely to Anglo-American ones,
do not tend to promote their identity in their research claims, instead they prefer
to use impersonal forms of verbs and agentless passive voice, which gives an
impression of a highly objective scientific style. Within interactive categories,
which are more numerous in corpus C, the most frequent are endophoric markers,
used to refer to the article which follows.

Students commonly do not possess the appropriate competence and skills
to create academic texts according to the conventional standards of written aca-
demic discourse. Therefore, they should be provided by their teachers with the
explicit knowledge of the conventions of RA abstracts writing. Teaching rhe-
torical and linguistic features of a research article abstract effectively, a genre-
centred, corpus-driven approach to text analysis can be advocated. This approach
has been employed in applied linguistics since the early 90s of the past century.
The teaching of RA abstract writing should be based on the specialized corpus
composed of original research article abstracts, written by native speakers of
English, published in highly-indexed science journals. The abstracts should be
then analyzed by students with the reference to a model, as proposed by Hyland
(2000) or Swales and Feak (2009), under the supervision of the teacher, providing
instructional explanatory feedback. To help the students conduct the analysis of
the rhetorical organization and lexico-grammatical elements, I suggest the analy-
sis of abstracts guided by the following tasks.

Task 1. Answer the following questions with the reference to the provided
corpus.

1) Which is the most frequent opening move and what is its function? What
tense is used in this move?

2) What comes first in the Introduction (background) move in your corpus:
the statement of current knowledge in the research area or the statement of
a problem (uncertainty) to be solved?

3) How does the writer justify the necessity of the research/idea being re-
ported? What does he/she underline: benefit, importance, or novelty of the
reported research/idea?

4) What information does the Method comprise? In what tense is it present-
ed?

5) How is the Product move organized? Are the general or specific findings
given? In what tense is it presented?
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6) Is the Conclusion move present in all the abstracts? If it is, what informa-
tion does it provide?

Task 2. Insert the sentences from particular moves into a proper box in
Table 8.

Table 8. Examples of sentences extracted from the moves of the abstracts
written by NSs of English

Move Abstract 1 Abstract 2 Abstract 3
1. Introduction/ |The use of source A key concern for writ- [No Introduction

Background texts in academic wri- |ers is the creation of
ting has been explored|cohesion in a text ...
in at least two groups |However, previous

of EAP studies ... corpus-based investiga-
tions ...
2. Purpose/ ... this article explo- |This study was desi- ... this study high-
Objective res the functions of  |gned to determine ...  |lights the respective
source text use in the roles of linguistic and
discussion sections of contextual
master’s theses ... analysis ...
3. Method / ... using two typo- ... the demonstratives |... the study explores
Materials logies, one created this and these are used |how communicative

by Thompson (2001, |with the goal of under- |purposes are achieved
2005) and, the second, |standing how expert through the system-

an expanded model ... |writers ... atic ...

4. Product ... the results of The results of the study |... show that, al-

/Findings this study show that |indicate that pronomi- |though the use of tem-
intertextual links are |nal uses of this/these ... |plates is widespread,
used for a variety of there is, in fact, some
rhetorical functions ... original writing in-

volved ...
5. Conclusion |... the results of No Conclusion No Conclusion

this study show that
intertextual links are
used for a variety of
rhetorical functions ...

Teaching students how to write a grammatically proper abstract requires
raising their awareness of the important lexico-grammatical features which are
used in this genre. By finding the occurrence of various linguistic features in the
analyzed by students abstracts, they gain a proper understanding of lexical and
grammatical standards that are valid in the RA abstracts in their discipline.

Task 3. In the table, mark the linguistic features occurring in particular
moves of the analyzed abstracts.
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Table 9. The linguistic features found in particular moves of the analyzed
abstracts

Linguistic Introduction | Purpose | Method Product | Conclusion
features

Present tense X X X

Past tense X X

Passive voice X X X X
Active voice X X
modal verbs X X

We, our X X X

To make students aware how metadiscourse markers function, I suggest
abstract analysis together with the tasks, as proposed by Hyland (2005, pp. 186—
188).

For Polish researchers, publishing in international journals is challenging
since they come from a context where the conventions and expectations of aca-
demic discourse may be different from those in the target academic settings. The
teaching of academic writing, therefore, needs to focus not only on genre rhetoric
conventions and lexico-grammatical-related problems, but also, as Johns (1997)
claims, “To produce effectively a piece of writing, students also need knowledge
of the culture, circumstances, purposes and motives that prevail in particular aca-
demic settings. This includes an understanding of the particular academic con-
texts.”

7. Conclusion

The presented here analysis gives rise to the conclusion that conventionalized
features of a specific genre employed in Anglo-American academic culture, and
the requirements of the publishers of leading international science journals re-
quire from the author the production of abstracts which are coherent, logically
organized in terms of rhetorical structure, lexico-grammatical items, and meta-
discourse. Publishing RAs in prestigious international journals is a challenge for
Polish authors who have to write for a culturally and linguistically different tar-
get society. Nevertheless those researchers who want to publish their articles in
the English language have to, as Duszak (1997, p. 37) states, alienate from the
culture of their own academic society and adjust to standards of the target Anglo-
American community. The adaptation to these standards, in terms of the structure
of rhetorical moves and the use of metadiscourse markers, decides on the accept-
ance or rejection of a given research article by the target society as well as by the
publishers of science journals. Therefore, equipping students and junior research-
ers with the knowledge of rhetorical organization, lexico-grammatical features,
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including metadiscourse items, of the abstract is essential for their future career
in academy.

The findings of this study, and the performance of genre analysis coupled
with the appropriate learning tasks may help Polish students and researchers bet-
ter understand the rhetorical and lexico-grammatical organization of RA abstracts
in the discipline of linguistics. By being aware of the generic conventions of rhe-
torical organization, as well as the expectations, in this respect, of the target com-
munity, Polish students and writers can, it may be argued, increase their chances
for publication and thereby becoming effective participants of the international
academic discourse communities.
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Nauczanie sprawnosci czytania uczniéw na poziomie zaawansowanym

Tematem artykutu jest sprawnos$¢ czytania, ktora jest waznym elementem kompetencji
obcojezycznej. Przedstawiono dwa podejscia stosowane w badaniach empirycznych
dotyczacych czytania: perspektywe psycholingwistyczng i socjolingwistyczna, wraz
z wybranymi modelami teoretycznymi stosowanymi w kazdej z perspektyw. Omowione
zostaty takze roézne rodzaje czytania, ktore moga by¢ celem nauczania jezyka obcego
w warunkach szkolnych, takie jak: czytanie,,globalne” i czytanie,,lokalne” oraz czytanie
wybiorcze tekstu i czytanie,,doktadne”, polegajace na bardziej wnikliwej analizie tekstu.
W dyskusji podkreslono role czytania krytycznego, ktore zdaniem autora artykutu powin-
no by¢ gléwnym celem w nauczaniu uczniow o zaawansowanym poziomie kompeten-
cji jezykowej. Przedstawiono zardwno przestanki teoretyczne tego rodzaju czytania, jak
i przyktady ¢wiczen, ktore moga by¢ stosowane w pracy dydaktyczne;j.

Stowa kluczowe: sprawno$¢ czytania, czytanie krytyczne, nauczanie sprawno$ci czyta-
nia, uczniowie na poziomie zaawansowanym

1. Conceptualisations of reading

In a psycholinguistic perspective reading is viewed as a cognitive process. It con-
sists of two levels of cognitive processing: lower, which involves letter identifica-
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tion, word recognition and syntactic parsing and higher, which entails discourse
processing and the activation of content knowledge and the knowledge about text
characteristics. Both levels enable the reader to construct his/her representation
of the text. An interesting psycholinguistic model was suggested by van Dijk and
Kintsch (1983), who claim that text information is represented in memory at three
levels: surface form, propositional textbase and situation model. The surface form
refers to the representation of the exact wording and syntax; the propositional
textbase corresponds to a multileveled, locally coherent propositional network of
semantic text information and the third level, the situation model, depicts real-life
situations presented in the text as perceived by the reader, i.e. the reader’s inter-
pretations of the text. In other words, the surface form processing results in un-
derstanding words and sentences in the text, the propositional textbase processing
enables the reader to reach a literal level of understanding the text and developing
the situation model facilitates constructing the reader’s individual evaluation and
interpretation of the text.

Psycholinguistic research focuses on the reader and the way he/she con-
structs a representation of the text in his/her mind. Studies investigate a variety
of factors that can contribute to the reader’s attempts to understand the text, such
as the role of schemata, later conceptualized as background knowledge (e.g. An-
derson, 1978; Carrell, 1983; Clapham, 1996; Liu et al., 2009), metacognition
(e.g. Carrell, 1989; Kusiak, 2001). Within this theoretical perspective, reading
is often presented as a cognitive process that involves strategic problem solv-
ing (e.g. Olshavsky 1976/1977). It is assumed that readers encounter problems
when reading texts, be it difficult vocabulary, unknown syntactic structures or
new ideas. When copying with the text, they apply various strategies to construct
their representation of the text, i.e. to understand the text. Introspective research,
such as think aloud studies (e.g. Kusiak, 2013), look at the strategies readers ap-
ply when reading various types of texts.

As regards instruction, reading classes aim to teach learners good read-
ing strategies. Students are encouraged to activate their background knowledge
before they begin to read the text. It is believed that raising readers’ awareness
of the strategies they use and their own styles of reading can also bring positive
results. The effectiveness of strategy training has become the subject of investiga-
tion (e.g. Kusiak, 2003; Yang, 2002).

Another theory that has been influential both in teaching and research is
a socio-cognitive perspective. Johns (1997, p. 3) claims that texts are primarily
socially constructed”, which for both researchers and reading instructors means
extending a concept of schema knowledge and the role of the reader suggested
by the psycholinguistic perspective. Comprehending the text does not mean only
activating one’s background knowledge and applying appropriate reading strate-
gies. The reader should be able to understand an implied message shared by the
members of the social group to whom the text is addressed. This will prepare
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the reader to respond to the text in a culturally specific way. McCormick (1997)
in her social-cultural model of reading views reading as a cognitive activity that
occurs in social contexts. Reading is an interaction between the ideology of the
reader and that of the text. Both the text and the reader have their general and
literary repertoires which are derived from their society’s literary and general
ideologies. In the reading situation an intersection of repertoires occurs. It may
happen that the reader will deliberately choose to read “against the grain of the
reading that the text seems to privilege” (McCormick and Waller, 1987, abstract),
which will enable him/her to explore the differences between his/her repertoire
and that of the text.

To understand better the role of cognitive and cultural factors in reading,
let us discuss an interesting distinction into comprehensions vs. interpretations
suggested by Urquhart (1987). Urquhart (1987) claims that comprehension is
a state of achievement, a product of reading in a reading situation organized in
the classroom stimulated by the teacher’s questions or more often reading com-
prehension tasks. By contrast interpretations are different readings of the same
text, variations brought about in the reading product on account of different sche-
mata (different repertoires). Readers from different cultures (either ethnic or pro-
fessional) will understand the same text differently; the same reader at different
times with different knowledge will read the same text in a different way. It is
important to emphasize that conventional tests cannot make allowance for indi-
vidual interpretations; instead they test a product of understanding (comprehen-
sion), which is controlled by specific test tasks.

Studies on text production and comprehension influenced by the socio-
cognitive perspective focus on e.g. the socially constructed nature of the reader
(McCormick, 1997; Smagorinsky, 2001), writing as a socio-cognitive process of
knowledge construction (Zalewski, 2004) and critical reading in FL education
(Wallace, 2005).

2. Teaching reading to advanced EFL learners

It is beyond the scope of this article to discuss the issue of teaching reading in
a very detailed manner. Since this article focuses on teaching reading to ad-
vanced learners of English as a foreign language, only the information which
the author of this article considers essential for this group of learners will be
discussed below.

In discussions concerning teaching reading skills, it is very useful to refer
to taxonomies, which list and group language subskills that are activated in the
process of reading. A taxonomy of reading subskills suggested by Urquhart and
Weir (1998) seems appropriate for our discussion (see Table 1).
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Table 1. A taxonomy of reading subskills as suggested by Urquhart and Weir
(1998, p. 123)

Global Local

Expeditious | Reading quickly (skimming)|Scanning to locate specific information,
to identify discourse topic and | such as symbols, names, dates, figures
main ideas. Search reading to | or words.

find quickly and comprehend
information relevant to the
reader’s predetermined goals.
Careful Reading carefully to establish | Understanding syntactic structures of
accurate comprehension of the | sentences and clauses. Understanding
explicitly stated main ideas the |lexical and grammatical cohesion. Un-
author wishes to express; prop- | derstanding vocabulary, e.g. deducing
ositional inferencing. meaning of lexical items.

The authors distinguish four main types of reading: expeditious global,
expeditious local, careful global and careful local. Expeditious global reading en-
tails reading quickly for the gist of the text, while expeditious local one — reading
quickly to find specific pieces of information, such as numbers or figures. Careful
global reading means processing the text slowly to develop an accurate compre-
hension of the ideas that are explicitly stated in the text. The taxonomy suggests
one more ability — careful local reading, which involves understanding grammar
structures and vocabulary that appear in the text. Although the taxonomy is very
comprehensive, it does not include one more type of reading that seems important
for advanced foreign language readers — critical reading.

3. Developing critical reading skills: theoretical background

The section below presents several ideas how to develop critical reading skills.
The discussion is illustrated with the examples of tasks that can be applied in
teaching advanced learners.

Critical reading, recently referred to as critical literacy, is an ability to
participate actively in the process of reading. Dechant (1991, p. 453) claims that
“critical reading demands that the reader evaluates, passes personal judgment
on the quality, logic, appropriateness, reasonableness, authenticity, adequacy,
value, relevancy, timeliness, accuracy, completeness, and truthfulness of what
is read.” According to McCormick (1997) and Johns (1997), this way of read-
ing entails comprehending a text and linking it with one’s own personal world
and awareness of factors (including social factors) that influence the process
of writing a text and factors that influence how the text can be read. A critical
reader is aware of his/her own worldviews and ideas while constructing his/her
comprehension of the text and consequently — sensitive to how the interaction
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with the text may influence his/her position as the reader. It means that he/she
is aware of consequences of decisions that he/she can make in relation to his /
her interpretation.

Many reading experts, e.g. Alderson (2001), consider developing critical
reading a crucial part of advanced students’ reading education. Dechant (1991)
calls the most advanced level of reading - evaluative comprehension or critical
reading. She suggests that teaching critical reading embraces practicing the fol-
lowing abilities:

* making evaluative or critical judgments about the content of the text;

» evaluating or passing personal judgments on the relevancy, adequacy, va-
lidity, logic, accuracy, truthfulness, and reliability of what is read;

* recognizing the author’s intent or point of view;

» distinguishing facts from opinions or from fiction;

e questioning the writer’s purpose;

* detecting the use of propaganda techniques;

 distinguishing between propaganda and bias;

e evaluating the source of the material.

Undoubtedly this list can serve as a very helpful source in developing syl-
labi for advanced learners of English.

In critical reading instruction, it is of paramount importance to present
reading as a social, critical process and to encourage students to take an active
role in the ongoing interaction with the text. It is also essential to discuss texts
as social and cultural artefacts created in social situations, not only as sources of
grammar and lexical exercises. Very clear clues of how to teach critical reading
in an institutionalized setting can be found in Critical reading in language edu-
cation by Catherine Wallace (2005). This publication is an interesting report of
the author’s endeavors to implement theories of critical reading in the classroom
context. Another useful source of exercises accompanied by student-friendly the-
oretical explanations is suggested by Scott Thornbury (2005) in his book Beyond
the sentence. Both authors develop critical perspectives to textual analysis by
drawing on Halliday’s systemic functional grammar (Halliday, 1994), particular-
ly on the Hallidayan functions — ideational (corresponding to Field of discourse),
interpersonal (corresponding to Tenor of discourse) and textual (corresponding to
Mode of discourse). Below a selection of activities taken from the two publica-
tions is presented.

Wallace (2005, p. 39) suggests a very concise framework for a critical anal-
ysis of texts based Hallidayan functional grammar. The framework is presented in
the form of three sections, each related to Field, Tenor and Mode respectively. It
contains sets of questions that students should ask themselves to analyze the text
from three different perspectives.

To understand ideational meanings of the text, i.e. Field of discourse, read-
ers look at how the writer of the text describes what is going on in the text, i.e.
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what the text is about. The reader analyses participants, processes and circum-
stances described in the text. He/she seeks answers to the following questions:

*  What/who is talked about? What / who are the major participants / the
minor participants and the invisible participants? How are the participants
talked about, e.g. what adjectives or nouns collocate with them?

*  What verbs describe what kind of processes?

* How are circumstances indicated, e.g. by adverbs or prepositional phrases?
Additionally, learners investigate causation of the text by answering the

questions:

e How is causation attributed? Is agency made clear, i.e. who did what to
whom? Are actors in subject position?

An analysis of interpersonal meanings, i.e. Tenor of discourse, requires
reflecting on how the writer indicates his/her relationships with the reader and
what his/her attitude to the subject matter of the text is. This task means looking
for answers to the following questions:

* By means of what personal pronouns does the writer refer to self, subjects
and the reader?

*  What mood is selected — declarative, imperative or interrogative?

*  What role does modality play in expressing a degree of certainty or author-
ity?

e What language (adjectives, adverbs, nouns) is used to indicate writer at-
titude to his/her subject matter?

An analysis of textual meanings (Mode of discourse) entails inspecting
how the content of the text is organized. The text should be discussed in terms of
its semantic structure, overall organization, theme and cohesion. The following
questions will facilitate the analysis:

» [s the text narrative, expository or descriptive, as indicated by the use of
tenses?

* How is the text organized? What larger parts can be it have?

* What information is presented as the one for first position at clause level
and the level of the whole text?

* How does the text hang together as a text?

It is crucial to note that all the discussions should lead to one more impor-
tant question: What effect do the writer’s choices have on the reader?

The Hallidayan framework discussed above can be used in a number of
ways. It could serve as the material to introduce learners to the idea of describing
language in terms of its social purposes. It can be also used as a point of refer-
ence during the course which engages learners in a number of tasks. It can be also
given to students as a homework at the end of the course, which means that after
completing a set of exercises students can be asked to analyze an text of their own
choice following the questions in the framework.
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4. Developing critical reading skills: sample tasks

Below a selection of activities which can help students to read texts in a critical
way and acquire reading skills necessary to do the homework is presented. The
main aim of the exercises is to facilitate the learners’ understanding that “[a] text
becomes intelligible only when it is placed within its context of situation” (Thorn-
bury 2005, p. 97), the maxim which applies both to the understanding and to the
production of texts. The exercises are grouped to underline their main goals.

4.1. Raising the awareness of context, text type and text

Students learn about the concepts of co-text and context. Learners are to realize
that there is a direct relationship between the grammar and lexis of a given text
and the kind of text (genre) a particular text represents. They are also to see that
the genre is a reflection of particular context factors, such as the purpose and
topic of the text as well as the audience it addresses. An example of such a task is
a discovery activity in Thornbury (2005, p. 87). The exercise instructs students to
predict text types in context, e.g. to think of texts that can be found inside a bus or
in a magazine targeted at teenage girls. Students are also supposed to think about
differences and similarities between these texts. Another useful exercise suggest-
ed by Thornbury (1997, p. 122, 123) involves finding in a given text words that
refer to the text itself (co-text) and the words that direct the reader beyond the
text, to the real world (to the context in which the writer is situated).

4.2. Developing an understanding of cohesion and coherence

The main aim of this type of tasks is to introduce to students the concepts of cohe-
sion and coherence. A good introduction can be reading a text that is cohesive but
not coherent (e.g. the one suggested by Thornbury 1997, p. 251). It may encour-
age students to “feel” that coherence is a less defined (if compared with cohesion)
quality of the text. Other more traditional exercises instruct students to identify in
the text the ways that make the text cohesive — learners find examples of lexical,
grammatical and rhetorical cohesion (e.g. Thornbury 2005, p. 167).

4.3. Genre analysis tasks

Thornbury (2005, p. 101) advises that a genre-based approach “begins with the
analysis of representative examples of a text genre”. Students read a text and
discuss the function of the text, its intended audience and its role in the target
culture. Then they look for more examples of the text type. An alternative activity
can be to contrast the text with the texts that would share some generic features
with the text but which would also have some differences. For example, students
can compare an entry from a children’s encyclopedia with the one from an ency-
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clopedia written for academics. A useful exercise could be “experimenting” with
the genre; learners can be asked to reproduce a given genre by changing certain
aspects of the genre.

5. Conclusion

Teaching reading to advanced learners of English is not easy. Activities that pro-
mote critical reading are still very rare. Coursebooks used in teaching reading
often contain tasks that instill in students a conviction that reading in a FL is
an objective act, and as such should be practiced and evaluated at least in an
institutionalized setting. The tasks described in this article present an interesting
perspective of developing reading skills, different from the one propagated by
most coursebooks. What are the advantages of teaching critical reading to this
group of students?

There are a number of benefits that critical reading classes can offer to stu-
dents as readers and foreign language learners. First of all, critical reading classes
are different from traditional reading classes and this difference can make them
attractive to students. Motivation and interest can encourage learners to partici-
pate in the course. The aim of a critical reading course is not to promote reading
coursebook texts for one “universal” comprehension but to encourage readers to
read and interpret texts as products of culture. An undeniable advantage of such
classes is that critical reading classes encourage students to communicate and
exchange opinions about the texts they read. Discussions about texts enable stu-
dents to integrate knowledge from various academic courses, such as descriptive
grammar and language of media courses. Halliday’s (1994) systemic-functional
grammar seems a very useful tool for text analysis in the classroom. It allows for
depth as well as breadth of analysis; analyzing Field, Tenor and Mode of texts
serves to interpret the social context of the text and facilitates readers’ under-
standing that language cannot be divorced from the context which produces it.

There are, however, some problems that teachers should be prepared to
face. It may happen that although students find critical reading tasks interesting
as class activities, they are not prepared to work on their own and analyze texts as
homework assignments. This situation would require from the teacher introduc-
ing additional exercises which could help the class to revise some material neces-
sary to discuss texts, e.g. very basic information about types of phrases and their
syntactic role and meaning in a clause. All in all, despite difficulties that teachers
and learners may encounter, developing critical reading skills appears a valuable
idea that can be implemented either in the form of a separate course or as addi-
tional exercises accompanying any course that engages students in reading.



TEACHING READING TO ADVANCED FOREIGN LANGUAGE LEARNERS 69
References

Alderson, C. (2001). Assessing reading, Cambridge.

Anderson, R.C. (1978). Schema-directed processes in language comprehension. In: Les-
gold, A.M., Pellegrino, J.W., Fokkema, S.D. and Glaser, R. (Eds.), Cognitive psy-
chology and instruction. New York, pp. 67-82.

Carrell, P.L. (1983). Some issues in studying the role of schemata, or background knowl-
edge, in second language comprehension. Reading in a Foreign Language, Vol. 1,
No. 2, pp. 81-93.

Carrell, P.L. (1989). Metacognitive awareness and second language reading. The Modern
Language Journal, Vol. 73, No. 2, pp. 121-134.

Clapham, C. (1996). Studies in language testing 4: The Development of IELTS: A study of
the effect of background knowledge on reading comprehension. Cambridge.

Dechant, E. (1991). Understanding and teaching reading: An interactive model. Hills-
dale, NJ.

van Dijk, T., Kintsch, W. (1983). Strategies of discourse comprehension. New York.

Halliday, M.A K. (1994). An introduction to functional grammar. London.

Johns, AM. (1997). Text, role and context. Developing academic literacies. Cambridge.

Kusiak, M. (2001). The effect of metacognitive strategy training on reading comprehen-
sion and metacognitive knowledge. In: Foster-Cohen, S., Nizegorodcew, A. (Eds.),
EUROSLA Yearbook, Vol. 1. Amsterdam, pp. 255-274.

Kusiak, M. (2003). Trening uzycia strategii czytania w jezyku angielskim. Neofilolog,
No. 22, pp. 19-25.

Kusiak, M. (2013). Reading comprehension in Polish and English. Evidence from an
introspective study. Krakow.

Liu, O.L., Schedl, M., Malloy, J., and Kong, N. (2009). Does content knowledge affect
TOEFL iBT reading performance? A confirmatory approach to differential item
functioning. TOEFL iBT research report. Educational Testing Service. Princeton,
NIJ.

McCormick, K. (1997). The culture of reading and the teaching of English. Manchester.

McCormick, K., Waller, G.F. (1987). Text, reader, ideology: The interactive nature of the
reading situation. Poetics, Vol. 16, No. 2, pp. 193-208.

Olshavsky, J. (1976/1977). Reading as problem solving: An investigation of strategies,
Reading Research Quarterly, No. 12, pp. 654—674.

Smagorinsky, P. (2001). If meaning is constructed, what is it made from? Toward a cul-
tural theory of reading. Review of Educational Research, Vol. 71, No. 1, pp. 133—
169.

Urquhart, A. (1987). Comprehensions and interpretations. Reading in a Foreign Lan-
guage, Vol. 3, No. 2, pp. 387-409.

Urquhart, A., Weir, C. (1998). Reading in a second language: process, product and prac-
tice. London.

Thornbury, S. (1997). About language: Tasks for teachers of English. Cambridge.

Thornbury, S. (2005). Beyond the sentence: Introducing discourse analysis. Oxford.

Wallace, C. (2005), Critical reading in language education, London 2005.



70 MONIKA KUSIAK-PISOWACKA

Yang, Y.F. (2002). Reassessing readers’ comprehension monitoring. Reading in a For-
eign Language, Vol. 14, No. 1, pp. 18-42. Available at: http://nflrc.hawaii.edu/rfl/
April2002/yang/yang.html (Accessed 3.05.2008).

Zalewski, J. (2004), Epistemology of the composing process: Writing in English for gen-
eral academic purposes. Opole.



Panstwo i Spoleczefistwo

2016 (XVI) nr3

e-ISSN 2451-0858
ISSN 1643-8299

Joanna Niemiec

NEEDS ANALYSIS FOR A SPECIALIZED LEARNER POPULATION:
A CASE STUDY OF LEARNERS FROM MEDICAL COLLEGE
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na lektorat z jezyka angielskiego specjalistycznego

Analiza potrzeb jezykowych 0sob uczacych si¢ odgrywa istotng rol¢ w przygotowywaniu
i opracowywaniu kurséw jezykowych oraz lektoratow z jezyka specjalistycznego. Jest
ona takze waznym zrodlem informacji umozliwiajacej interpretacj¢ probleméw i oczeki-
wan uczestnikéw zajgé. Wyniki analizy pozwalaja na lepsze poznanie biegtosci jezyko-
wej docelowych odbiorcéw oraz dalsze rozwijanie ich umiejetnosci w komunikowaniu
si¢. Niniejszy artykul przedstawia wyniki ankiety przeprowadzonej wsrod studentow
Wydzialu Lekarskiego Uniwersytetu Jagiellonskiego — Collegium Medicum. Celem byto
okreslenie potrzeb studentow uczacych sie jezyka angielskiego specjalistycznego. Bada-
nie uwzglednia czas nauki jezyka, opinie o tym, jak wazna jest nauka jezyka angielskie-
go specjalistycznego w przysztej karierze zawodowej, samoocen¢ trudnos$ci w uczeniu
si¢ (obszary oraz braki jezykowe wymagajace dalszej pracy, trudnosci w opanowaniu
konkretnej umiejetnosci jezykowej, sposob oraz zakres poprawy umiejetnosci), sugestie
tematow, jakie powinny si¢ w opinii studentow znalez¢ w sylabusie, ocene stylow ucze-
nia si¢ oraz stylow nauczania przez lektorow i wyktadowcow. Wyniki badania pokazuja,
ze nauka jezyka angielskiego specjalistycznego jest istotna dla studentdéw, i pozwola na
opracowanie sylabusa, ktory begdzie uwzglednia¢ konkretne potrzeby jezykowe w kon-
tekscie dyscyplin medycznych oraz przyszlej pracy zawodowe;.

Stowa kluczowe: analiza potrzeb, jezyk angielski specjalistyczny, studenci medycyny
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1. Introduction

According to Dudley-Evans and St John (1998), needs analysis is “the corner
stone of ESP and leads to a very focused course” (Dudley-Evans and St John,
1998, p. 122). It is an on-going process which allows the language instructors
to revise the syllabus, determine students’ progress and evaluate effectiveness
of teaching methods and strategies. Consequently, the teachers may implement
techniques to facilitate the learning processes and meet the needs of the learners.

Students of the Medical Faculty at the Jagiellonian University Medical
College are taught EMP (English for Medical Purposes) to attain specific goals.
The course is intended to teach them medical vocabulary and terminology and
to master the ability to communicate in English in a hospital or clinical setting.
Depending on the faculty, the course lasts between 120 to 240 hours and is ter-
minated with a final exam. The syllabus is prepared by a coordinator in coopera-
tion with other teachers. Although the introduction of modifications into a course
content is limited by various factors such as university authorities, didactic guide-
lines imposed on teachers by experts or a text book material, it is possible to make
changes that increase the effectiveness and attractiveness of ESP classes. The
teachers may apply techniques and strategies to enhance learning processes and
meet the expectations of the learners.

To find out what are the current needs of my students, I conducted a study.
Presentation of the data includes students’ (1) educational background (2) opin-
ions on the importance of English language use in their future workplace, (3)
self-assessment of difficulties in learning English (weaknesses and lacks; difficul-
ties in mastering particular language skills, the way and extent of improving the
skills), (4) suggestions for topics which, in their opinion, should be included in
the EMP syllabus, (5) evaluation of learning and teaching styles. The paper con-
cludes with recommendations presented according to the results obtained.

2. Theory

2.1. Different definitions of “needs”

There are various definitions of needs representing a different educational value
but all take the learner as a focus of analysis. The following is a review of major
definitions of needs according to different scholars.

2.1.1. Target needs and learning needs

Both Hutchinson and Waters (1987) offer two concepts of needs: target needs and
learning needs. Target needs refer to learner’s necessities, lacks and wants. That
is what the learner needs to do in the target situation. Whereas learning needs
concern learners’ motivation to study a foreign language, future career, interests,
and time available. In other words what the learner needs to do in order to learn.
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2.1.2. Target needs

Target needs is an umbrella term that includes necessities, lacks and wants (Hutch-
inson and Walters 1987). Necessities are the type of need determined by the target
situation. That is what the learners have to know to perform successfully in the
target situation. For medical learners, for example, they should master reading
skills in scientific papers, journals, magazines and books; the writing skills in
emails, medical documents, reports, conference abstracts and articles. The oral
skills such as telephoning, taking a patient history, giving a physical examination
and using general English language skills for everyday communication. To gather
the information presented above, a target situation analysis (TSA) should be car-
ried out by the teachers. The analysis involves examination of the target situation
that is determination of the learners’ skills, knowledge involved and the types of
tasks the learners need to do in order to attain a particular purpose. This informa-
tion is relatively easy to collect. The teachers’ task is to observe what situations
the learners need to function in and then analyse the integral parts of them. These
observations may be used as a starting point for designing a syllabus. Subsection
2.2.3. presents more information on TSA.

To identify the necessities alone is not enough since the needs of particu-
lar learners are important in successful language teaching. It is essential to find
out what the learners already know and what they need to know to be able to
complete the tasks. In that case, the lacks represent the discrepancy between the
required proficiency in the target situation and the existing proficiency of the
learners (Hutchinson and Waters, 1987, p. 56). This in turn involves a present
situation analysis (PSA) where the teachers evaluate the learners and determine
what language skills they lack. Commonly, diagnostic tests are used in this type
of analysis. Subsection 2.2.4. discusses PSA in detail.

Hutchinson and Waters (1987) definition of target needs stresses allowing
the learners to have their own perception of their needs. In that context, wants
refer to the learners’ idea of what they want and need to comprehend and produce.
The learners may be perfectly aware of their necessities and lacks in the target
situation, however, it might happen that their views are in conflict with that of
the teachers. That is why the ESP practitioners should find out what learners ex-
pectations are towards language courses. In that case a learning situation analysis
(LSA) is necessary. This process allows to identify how the learners learn the
language best, what resources are available to facilitate their learning and what
teaching styles are preferred by them. Subsection 2.2.5. provides more detailed
information on LSA.

2.1.3. Learning needs

According to Hutchinson and Waters (1987), it is unrealistic do create a course
design solely on the target objectives just as it is unrealistic that a journey (the
ESP course) can be planned solely with regard to the starting point (lacks) and the
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destination (necessities). The needs, potential and constraints of the route that is
the learning situation should be taken into consideration. Learning needs explain
how the learners are able to make progress from the starting point (lacks) to the
destination (necessities). For example, the learners may be highly motivated in
the subject because they may like the subject teacher or examination session is
coming soon, but their willingness to participate in classroom activities may be
completely lost when they are given long and boring texts. In other words the
learners’ motivation in the target situation may not necessarily transfer to the ESP
classroom. According to Donesch-Jezo (2011), every experienced teacher can
notice that the problem with motivation in the classroom arises when a negative
tension and/or boredom starts to dominate over joy and interest in the task be-
ing performed, which leads to inevitable dissatisfaction and, in consequence, to
demotivation. It means that learning process should be enjoyable, and at the same
time effective.

Figure 1. Hutchinson & Waters’ (1987) Classification of Needs Analysis

Needs
Target needs: what the Learning needs: what
leamer needs to do in the leamer needs to do
the target situation. in order to learn.
/ "\
Necessities Lacks ‘Wants

2.1.4. Needs classification from outsiders and insiders viewpoint

Dudley-Evans and St John (1998) argue that if needs are derived by outsiders
from facts, from what is known and can be verified then they are classified as
objective and perceived needs. For example, if the learners learn English because
they want to complete the language course in order to get a language certificate,
then their needs to learn English are seen as objective and perceived. On the other
hand, if needs are derived by insiders and correspond to cognitive and affective
factors such as “to be confident” then they are classified as subjective and felt
needs. The authors further state that “(...) product-oriented needs derive from
the goal or target situation and process-oriented needs derive from the learning
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situation” (Dudley-Evans and St John, 1998, p. 123) thus a target situation analy-
sis (TSA) encompasses objective, perceived and product-oriented needs, while
a learning situation analysis includes subjective, felt and process-oriented needs.

2.1.5. Objective and subjective needs

Brindley (1989) makes a distinction between objective and subjective needs. Ob-
jective needs can be diagnosed by teachers following the analysis of learners’
personal data including information about their educational background, current
language proficiency and difficulties in foreign language learning. The analysis
may also involve examination of the target communicative situations in which
the learners participate and types of spoken and written discourse they have to un-
derstand and produce. This factual information may be used as a way to identify
objective needs. In contrast, subjective needs, refer to “the cognitive and affective
needs of the learner in the learning situation” (Brindley, 1989, p. 69) and can be
derived from the data on affective and cognitive factors. These factors include
the learners’ wants, desires, expectations, personality, self-confidence or other
psychological manifestations. However, these factors cannot be identified as eas-
ily or even recognized by learners themselves which can be attributed to “elusive
nature of the variables” (Brindley, 1989, p. 70).

2.1.6. Learner needs

Widdowson (1983) argues that learner needs is a concept which offers two dis-
tinct interpretation. On the other hand it may refer to what the learners need to do
once they mastered the language. This is a goal-oriented definition of needs. On
the other hand it may refer to what the learners need to do to learn the language.
This is a process-oriented definition of needs. Briefly, a goal-oriented definition
of needs concerns the ends of learning and involves syllabus aims, while a pro-
cess-oriented definition of needs relates to the means of learning and has to do
with pedagogical objectives (Widdowson, 1983, p. 20). The above interpretation
of learner needs empathizes the importance of assessing the learner’s level of
English language proficiency and evaluation of the target situation where it is
necessary for the learner to use the language in practice.

As it was stated at the beginning of this section, there are various defini-
tions of needs. This implies that in order to identify learners’ needs, the teachers
are advised to conduct needs analysis. The results would help to diagnose the cur-
rent language proficiency of the learners and introduce changes into the syllabus.

2.2. Needs analysis
2.2.1. What is needs analysis?

Needs analysis is a process which allows to find out what skills and knowledge
learners need to have to be able to master a foreign language. According to West
(1997), the term first appeared in India in the 1920s and referred to learning
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General English. The term did not gain its prominence until around 1970 when
its return is closely related to the development of ESP. And since the scope of the
ESP concept has changed, as a result the notion of needs analysis has evolved.

2.2.2. Components of needs analysis

There are various components of needs analysis put forward by researchers.
However, the majority of researchers agree that a target situation analysis (TSA),
a present situation analysis (PSA) and a learning situation analysis (LSA) consti-
tute integral parts for assessment of learners’ language needs.

2.2.3. Target situation analysis

Munby’s model is generally perceived by the ESP teachers as a means to conduct
a target situation analysis (TSA). Namely, a kind of needs analysis which centres
around learners’ needs at the end of a language course (Robinson, 1991). The
target needs are a result of this analysis. The Communication Needs Processor
(CNP), which is a central part of the model, consists of eight variables within
which information on the learners’ target situation can be obtained. The variables
include: purposive domain (ESP classification), setting (the time and place), in-
teraction (student-student, student-lecturer), instrumentality (medium of commu-
nication and channel of communication), dialect (the dialects which the learners
will have to comprehend and produce), target level (level of linguistic proficien-
cy), communicative event (what the learners will have to do with English), and
communicative key (the way in which communication needs to be performed)
(Munby, 1978). The processing of eight parameters provides a profile of needs
(Figure 3), which constitutes a presentation of what the learners, the participants,
will be able to do with the language at the end of the course.

Figure 2. John Munby’s Model of Needs Analysis Communication

Participant

Communicaton Needs Processor

Profile of Needs
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It seems that the instrument proposed by Munby enables the course de-
signers or teachers to establish accurate characteristics of an individual language
learner. On the other hand, Dudley-Evans and St John argue that although Mun-
by’s gives detailed lists of microfunctions, he fails to prioritize them or any of
the affective factors which today are considered essential (Dudley-Evans and St
John, 1998, p. 122).

2.2.4. Present situation analysis

A target situation analysis (TSA) centres on the learners’ needs at the end of
a langue course, while a present situation analysis (PSA) focuses on what the
learners already know at the beginning of a language course taking into consid-
eration their strengths, lacks, and weaknesses. In other words, it attempts to iden-
tify what the learners are like at the start of the course. PSA is usually conducted
through established placement tests. Also, background information on the learn-
ers cannot be ignored. It is very important at this stage of analysis to gather infor-
mation on the learners’ social and educational background, age and occupation,
the gap between the current and target proficiency, preferred learning and teach-
ing styles, availability (time constraints) aptitude for learning and motivation to
learn the language. McDonough (1984) argues that PSA involves “fundamental
variables,” which must be taken into consideration before conducting a target
situation analysis. In practice, needs analysis may be perceived as a combina-
tion of TSA and PSA since seeking information concerning both analyses usually
takes place simultaneously.

2.2.5. Learning situation analysis

According to Dudley-Evans and St John (1998), a learning situation analysis
(LSA) gives information on the learners’ subjective or felt needs. It also concerns
the learners’ process-oriented needs that is their idea of language learning, what
their best strategies, techniques of learning a foreign language are. To analyze
learning needs (the term is discussed in section 2.1.), Hutchinson and Waters
(1987, pp. 62—63) propose a target situation analysis framework that consists
primarily of the following questions:

* why are the learners taking the course?

* how do the learners learn?

* what resources are available?

* who are the learners?

e where will the ESP course take place?

e when will the ESP course take place?

The concept of analysis of learning needs proves to be useful, since it at-
taches importance to the whole process of learning. Also, it provides the ESP
practitioners with an opportunity to analyze the learners’ learning needs accord-
ing to their existing knowledge and skills, the conditions of the learning situ-
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ation and motivation. An-ongoing collection and processing of information on
the needs gives a vital source of information which, in turn, may serve as a basis
for designing a language course that will meet the needs of a particular group of
learners.

3. Study

3.1. Student’s needs analysis in practice

Taking into account the importance of needs analysis, I decided to conduct
a study which aim was to reveal students’ necessities, lacks, wants and learning
needs. I hoped that the study would shed light on the reality of EMP classes. Cor-
respondingly, the questionnaire included questions on choices ranging from the
traditional to the modern learning and teaching style preferences. The aim was
to identify which approaches are best for the students to facilitate their learning
processes. The data obtained from this investigation may enable the teachers to
evaluate their teaching methods and choose the appropriate techniques to meet
the students’ learning needs.

3.2. Material and data collection method

The respondents who participated in the study conducted in October 2015 for the
purpose of obtaining information on their learning needs, were 40 students of the
Medical Faculty at the Jagiellonian University Medical College. The research
group included: (1) 16 third-year students, and (2) 24 fourth-year students of the
same faculty. Both male and female students were among the respondents and the
age range was between 21 and 23. The language proficiency of the respondents
was intermediate and upper intermediate which corresponds to the CEFR levels
B1 and B2 respectively.

The instrument used as a diagnostic tool was a questionnaire which was an
adaptation of a questionnaire by Busch, et al. (1992) intended to survey the needs
of students at Kanda University of International Studies. Some of the questions
were modified and adjusted to reveal target information based on the goals of the
study. Four questions were added to obtain more comprehensive data. The ques-
tionnaire designed for the students included both closed- and open-ended ques-
tions which were tailored to elicit information on their immediate and long-term
needs. Most questions were closed-ended since open-ended responses could have
produced complex answers and thus lead to numerous interpretations and under-
mine the validity and reliability of the results collected (Serafini, Lake and Long,
2015, pp. 11-26). The students were asked to write their answers to open-ended
questions in English and to mark closed-ended questions using a three-stage rat-
ing scale. The quantitative findings are presented in Appendix 1. For better inter-
pretation of data, the results obtained from the 3"-year and 4"-year students are
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introduced in one table. Before collecting the data, I pretested the questionnaire
on 5 students from my target group. The representatives were invited to complete
the questions in the same way that they would complete it in an actual project.
Having found that the questionnaire is clear and understandable, I distributed it
among the students during the classes. The participants filled it in within 25 min-
utes. 40 answer sheets were collected, however, 1 of them turned out to be invalid
since not all answers were provided.

3.3. Results

The majority of students (70%) have been learning English for over 16 years.
One would expect that after years of learning English their levels of proficiency
would be higher than Blor B2. This situation may be related to their previous
educational experience received at school. Polish schools offer exam-oriented
education which focuses on the preparation of learners for tests and seems to fail
to include their long term-learning needs.

3.3.1. Necessities

The analysis of data reveals that the target situations in which the students will
use English in the future are: communication with foreign language-speaking pa-
tients, healthcare professionals and specialists, participation in international med-
ical conferences, meetings and international internships, reading scientific papers,
magazines and journals, writing medical documents, reports, publications, giving
presentations, using medical software programs, training and working abroad.
These correspond to the topic suggestions, which in students’ opinion, should
be included in the EMP syllabus in order to help them meet their target needs.
The list of areas include (according to the 3™-year students): reading medical
literature, conducting research on various diseases and conditions, guidelines for
writing abstracts and medical publications, communication with patients, taking
a patient history, revision of grammar, discussing medical breakthroughs and dis-
coveries, new treatment approaches, introduction of new terminology for health
professionals (according to the 4™-year students), and learning General English.
25% of the 3"-year students and 10% of the 4™-year students do not suggest any
changes in the current syllabus.

3.3.2. Lacks

Both groups of students feel that they weakest skill is speaking. The substantial
majority of the 3"-year and 4™-year students marked the following areas as prob-
lematic:

* using a variety of grammatical structures in communicative activities,

* using a wide range of vocabulary in speaking and writing,

¢ understanding spoken description or narrative,

e expressing opinions in a clear and comprehensive way,
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¢ understanding different accents,
* recognising individual words.

The 4™-year students have almost two-fold greater problems with giving
oral reports and short talks including expressing their own opinions. Consequent-
ly, in students’ view, improvement of speaking skills should be a teaching prior-
ity. In contrast, the least problems both groups have are with spelling, reading
carefully to understand all the information in a text and the main idea of a text.

3.3.3. Wants

The analysis shows that both groups of students prefer when the teachers apply
strategies and techniques developing interactive skills such as working with other
students in pairs and small groups, learning in a friendly environment with teach-
ers facilitating and encouraging learning processes. Also, the study reveals that
the students favour modern teaching and learning approaches including the use
of tapes/CDs/Video films in the classroom, discovering answers to the problems
by themselves and having choice and voice in what they want to learn. A decisive
majority of students like when the teachers explain unknown material in English,
although 50% of the 34-year students want the teachers to use Polish when clari-
fying unfamiliar words. This may be explained by the fact that some specialized
vocabulary may be too difficult to understand if explained in a foreign language.
More students of the 3™-year favor translation exercises and when they can chose
a partner to work with. Also, they prefer when the teachers walk around the class-
es, help individual students and correct their mistakes immediately. Dominating
the class activities by the teachers and correcting students’ mistakes anonymously
is strongly objected by both groups of students.

3.3.4. Learning needs

The students’ desire to improve their weakest skills is very strong since the ma-
jority of respondents will use English in their future career and workplace. 60%
of the 3-year students will have a continuous contact with a foreign language.
This suggests that learning English for their prospective employment is their
main motivation. Interestingly, 30% of the 3™-year students and 25% of the 4™-
year students consider working abroad.

3.4. Conclusions and recommendations

Needs analysis is a useful tool which provides vital information on learners’
needs, preferences and expectations. This is very important since it helps the
teachers to identify what kind of activities, methods, styles and strategies are
preferred by the learners. The data gathered in this way may serve as a starting
point to write a syllabus framework which may in turn ensure that the ESP classes
will be effective, practical and realistic. Trying to design a language course which
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meets the needs of the learners is not an easy task, nevertheless introduction of

changes may prove to be satisfactory both for the students and the teachers.

Considering the results of the questionnaire, the following recommenda-

tions can be taken into account by the teachers.

Teachers are advised to:

conduct needs analysis which can provide them with student profiles and
allow them to design an effective and productive course,

consider student input in syllabus design (a learner-centred approach),
identify factors which may affect the way students learn such as previous
learning experiences, expectations and motivation,

accommodate students learning needs when selecting materials and activi-
ties (communicative activities and tasks practised in pairs or small groups,

expanding vocabulary),

* apply modern teaching methods,

 facilitate learning process through friendly atmosphere.

Appendix

Needs analysis student questionnaire

1. How long have you been learning English?

2. To what extent do you expect to use English at your future work?

3rd year (%) 4t year (%)
Never 0 0
Rarely 0 0
Sometimes 18.7 25.0
Often 37.5 45.0
Continuously 61.8 30.0

3. In what situations do you expect to use English at work?

specialists.

* Giving presentations.
» Using medical software programs.
* Training and working abroad.

* Participation in international medical conferences/meetings.
* Participation in an international internship.

* Reading scientific papers, magazines, journals.

¢ Writing medical documents/reports/publications.

* Communication with foreign language-speaking patients, healthcare professionals and

4. What is your weakest area of English?

34 year (%) 4™ year (%)
Listening 12.5 25.0
Speaking 56.2 59.0
Pronunciation 15.5 36.0
Writing 12.5 25.0
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Reading 6.2 8.3
Vocabulary 18.7 45.8
5. How much difficulty do you have in each of the skills listed?
a lot (%) a little (%) none (%)
3rd 4tl| 3rd 4th 3rd 4ﬂl
year year year | year | year | year
Giving oral reports and short talks 18.7 12.5 43.7 75 37.6 12.5
Expressing your own opinions 18.7 8.3 43.7 70.8 37.6 20.9
Using a variety of grammatlcal 437 541 50.0 459 63 0
structures when speaking
Using a variety of grammatical 125 83 563 | 583 | 312 | 334
structures when writing
Using a wide range of vocabulary
. 31.2 25 62.6 70.8 6.2 42
when speaking
Using a wide range of vocabulary 0 4.1 750 | 625 | 250 | 334
when writing
Expressing what you want to say 125 166 | 563 | 500 | 312 | 334
clearly
Spelling 12.5 0 37.5 41.1 50.0 58.9
Reafhng carc?ful!y to understand all 0 41 437 411 56.3 548
the information in a text
Reading to get the main idea from 6.2 0 25.0 250 68.8 75.0
a text
Understanding different accents 25.0 25.0 68.8 50.0 6.2 25.0
Understapdlng spoken description 187 0 56.2 70.8 251 292
or narrative
Understanding informal language 18.7 20.8 68.8 41.6 12.5 37.6
Recognising individual words 6.2 12.5 75.0 62.5 18.8 25.0
6. How much would you like to improve the following:
a lot (%) a little (%) none (%)
3rd 4th 3rd 3rd 4th 3rd
year year year | year | year | year
Listening 37.5 29.1 56.2 50.0 6.3 20.9
Speaking 75.0 66.0 25.0 | 29.1 0 4.9
Pronunciation 31.2 37.5 43.7 41.6 25.1 20.9
Reading 6.2 4.9 75.0 | 54.1 18.8 41.0
Writing 31.2 25.0 62.6 | 66.0 6.2 9.0
Vocabulary 68.8 54.0 31.2 | 41.1 0 4.9

7. What topics in your opinion should be included in the programme of teaching English to
medical students?
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¢ Medical breakthroughs and discoveries,
* New treatment approaches,
¢ Reading medical literature,
* Writing abstracts, medical publications,
* Various diseases and conditions,
¢ Terminology for health professionals
¢ Communication with patients,
» Taking a patient history,
¢ Revision of grammar,
* Learning General English
8. How much do you like the following learning styles
a lot (%) a little (%) none (%)
3rdyear | 4"year | 3" year |3"year|4"year |3 year
Working with other students in pairs 62.6 541 312 375 6.2 3.4
and small groups.
Working alone in class. 12.5 37.5 68.8 334 18.7 | 29.1
Teaching only by the teacher & no
activities by the students. 0 126 437 291 56.3 | 583
When the teacher is strict and con- 312 12.6 312 375 376 | 499
trols the lesson.
When the teacher. facilitates and 562 66.0 375 291 63 49
encourages learning.
When the class follows a textbook 250 208 50.0 62.4 250 | 416
closely.
When the teacher gives tests and 6.2 16.7 62.6 458 312 | 375
homework.
When the teacher makes explana- | 5 5| 599 62 | 416 | 438 | 375
tions in Polish.
When the teacher makes explana- | ¢, 75.0 188 | 167 | o0 | 83
tions in English.
When the teacher corrects all my 562 | 416 312 | 333 | 126 | 251
mistakes immediately.
When the teacher corrects students 187 125 312 375 501 500
mistakes anonymously.
When I correct my mistakes 43.7 37.5 37.5 50.0 18.8 12.5
charmng Wth the use of tapes/CDs/ 62.6 791 312 16.6 6.2 43
Video films in the classroom.
Learning English grammar and the 433 291 562 50.0 0 209
rules of correct English.
When the teacher moves around the
class and helps individual students. 56.2 291 250 458 188 | 25.1
When we have translation exercises. | 62.6 29.1 31.2 41.6 6.2 29.3
When I.can choose other students to 62.6 374 374 50.0 0 12.6
work with.
When I see the text rather than just 5.0 416 562 375 188 | 209
listen to it.
Discovering answers by myself
rather than just giving me the an- 56.2 41.6 37.5 45.8 6.3 12.6
swers by the teacher.
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When there is a friendly atmosphere
in class.

When I can choose what I would
like to learn.

When we (students) help each

other in correcting our written work | 31.2 37.5 37.6 37.5 31.2 | 25.0
(or tests).

Having homework, which makes me
read English articles or search on the| 31.2 25.1 56.2 333 12.6 | 41.6
Internet.
Having fun while learning. 81.2 83.4 12.5 16.6 6.3 0

100 95.8 0 4.2 0 0

62.6 66.0 31.2 34 6.2 0
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The guiding idea of the hereby paper constitute considerations on the scope of compe-
tence — both preliminary and professional — which should display teachers of not typical
languages. The entirety of divagating was based on the experience of teaching the Cop-
tic language to European students. The emphasis was on such elements of professional
knowledge which — due to the specificity of the cultural circle of Egyptian Christians —
are gaining, in this case, a higher importance than in relation to teachers of congressional
languages (e.g. religious-historical aspect of teacher’s general knowledge). The point of
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as well as the results of the questionnaire research performed among students of UPJPII,
who were learning the Coptic language in years 2009-2014.
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1. Wprowadzenie

Jezyk koptyjski postrzegany jest w srodowisku srodkowoeuropejskich humani-
stow jako egzotyczny, a jego znajomos¢ w tym kregu nalezy do rzadkosci. Nota
bene niewiele korzystniej prezentuje si¢ stan wiedzy przecigtnego Europejczyka
na temat burzliwych dziejow i bogatej cywilizacji egipskich chrzescijan. Cho¢ na
ptaszczyznie polskich badan historyczno-patrystycznych odnalez¢ mozna szereg
thumaczen cennych dziet koptyjskich, to brakuje rodzime;j literatury specjalistycz-
nej poswieconej dydaktyce tegoz jezyka. Niniejsze rozwazania stanowig probe
cho¢ czastkowego zapelnienia tej luki poprzez zaproponowanie teoretycznego
modelu kompetencji, jakimi powinien odznaczaé si¢ w warunkach europejskich
lektor jezyka koptyjskiego (podobnie Matocha, 2014). Przy czym rozwazania
te nie majg charakteru dyskursu czysto akademickiego, lecz bazuja na praktyce
dydaktycznej autorki oraz na badaniach przeprowadzonych wsrdd studentow.

2. Czes$¢ teoretyczna

2.1. Jezyk koptyjski jako przyklad jezykow mniejszosciowych

Koptyjski nalezy do rodziny afroazjatyckiej i stanowi ostatnig faz¢ rozwoju jezy-
ka egipskiego. Jego alfabet sktada si¢ zatem z dwudziestu czterech liter greckich
oraz siedmiu znakow wywiedzionych z pisma demotycznego. Za czas jego po-
wstania przyjmuje si¢ przetom II i III stulecia. Jednakze juz od VII w. podlegat
on rosnacej dominacji arabskiego — jako jezyka okupanta Egiptu. Pomimo tego,
jeszcze za czasOw Jeana-Frangoisa Champolliona badacze i podrdznicy euro-
pejscy potwierdzali istnienie kaptanow, ktorzy swobodnie porozumiewali si¢ po
koptyjsku w mowie i pismie. Za§ w latach 30. ubieglego stulecia uczeni odkryli,
iz niektorzy mieszkancy gornoegipskich wiosek wciaz uzywajg szeregu wyrazow
i zwrotow koptyjskich. Od poczatku XX w. podejmowane sg tez proby prze-
prowadzenia zorganizowanej rewitalizacji tegoz jezyka poprzez wlaczenie go do
programu nauki w wybranych szkotach publicznych oraz placowkach wyznanio-
wych (m.in. w ramach spotkan chrzescijanskich szkolek niedzielnych). Obec-
nie — dzigki postepowi techniki — koptyjski na nowo wzbudzit zainteresowanie
szerszych kregoéw, a wyrazem jego dostosowywania do wspolczesnych potrzeb
komunikacyjnych jest tworzenie i wprowadzanie do stownikow wyrazow typu
MITEAENAY — ,telewizja” (Atiya, 1978; Davies, 1998; Gabra, 2009; Swanson,
2014; Thompson, 2008, s. 149).

Do najwazniejszych placowek naukowych prowadzacych badania nad je-
zykiem koptyjskim nalezg The Institute of Coptic Studies w Kairze (powstaty
w 1954 1.) oraz francuska L’Ecole Biblique et Archéologique w Jerozolimie. Za$
mniej lub bardziej regularne kursy tegoz jezyka dostgpne sa obecnie w niemal
pigédziesieciu krajach §wiata (w Europie, Australii, Kanadzie i Stanach Zjedno-
czonych).
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2.2. Nauczanie jezyka koptyjskiego w Polsce

W ostatnim dziesig¢cioleciu w Polsce lektorat koptyjski prowadzony byt lub nadal
wystepuje w ratio studiorum na pigciu uczelniach wyzszych z trzech miast:

1) Warszawa:

» Instytut Archeologii na Wydziale Historycznym Uniwersytetu Warszaw-
skiego (Jezyk koptyjski na poziomie podstawowym oraz lektura tekstow
koptyjskich)

*  Wydzial Nauk Historycznych i Spotecznych Uniwersytetu Kardynata Ste-
fana Wyszynskiego w Warszawie (Jezyk koptyjski — poziom podstawowy
i zawansowany)

2) Krakow:

» Instytut Filologii Klasycznej na Wydziale Filologicznym Uniwersytetu Ja-
giellonskiego (Jezyk koptyjski — wprowadzenie do jezykoznawstwa staro-
zytnego)

*  Migdzywydzialowe Studium Jezykéw Obcych Uniwersytetu Papieskiego
Jana Pawta II w Krakowie (Jezyk koptyjski — poziom podstawowy i za-
awansowany).

3) Katowice:

«  Wydziat Teologiczny Uniwersytetu Slaskiego w Katowicach (Jezyk kop-
tyjski — morfologia i sktadnia).

Niezwykle ciekawe — cho¢ niestety odosobnione — przedsiewzigcie z tego
zakresu stanowi funkcjonujaca od roku akademickiego 2011/2012 Fundacja Ba-
bel, ktorej partnerem jest Instytut Filologii Klasycznej Uniwersytetu Warszaw-
skiego!. Wérod bogatej oferty komercyjnych zaje¢ z jezykow orientalnych, ktore
prowadzone sg w ramach dziatan statutowych organizacji, znalaz! si¢ takze lekto-
rat koptyjski na poziomie podstawowym i zaawansowanym. Powyzszy przeglad
wykazuje zatem, iz zapotrzebowanie na nauke¢ koptyjskiego na polskich uczel-
niach wyzszych dostrzezono w kontekscie ksztalcenia przysztych archeologow,
teologow, filologdéw klasycznych oraz historykow.

Gorzej przedstawia si¢ natomiast zaopatrzenie rodzimego rynku w pomoce
dydaktyczne dla nauczycieli jezyka Koptow. Do dzis nie ma bowiem polskiego
podrecznika, ktory odpowiadalby graficzno-edytorskim standardom wspotcze-
snych wydawnictw lingwistycznych?. Z koniecznosci lektorzy musza wiec sie-
ga¢ po publikacje obce (glownie angielskie i niemieckie). Pewna pomoca moga
tez shuzy¢, pojawiajace si¢ w ostatnim czasie, nowatorskie rozwigzania w postaci
edukacyjnych stron internetowych oraz translatorow multimedialnych.

' Celem fundacji — dziatajacej pro publico bono — jest zachowywanie, rozwijanie, a takze upo-

wszechnianie jezykowego dziedzictwa wielkich cywilizacji i ich religii: judaizmu, chrze$cijanstwa, islamu oraz
hinduizmu i buddyzmu, http://www.babel.uw.edu.pl [dostep: 02.02.2015].

2

Najwigksza popularnoscia w tym wzgledzie cieszy si¢ praca W. Myszora (1998), ktora jednakze
ma charakter blizszy skryptowi anizeli podrgcznikowi jezykowemu we wspotczesnym rozumieniu tego stowa.
Istotna pomoc dla polskich lektorow stanowia rowniez: Dembska i Myszor (1996; 1998); Dembska (2010).
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2.3. Kompetencje profesjonalne nauczyciela jezyka obcego

Pod pojeciem kompetencji profesjonalnych (professional competence) nauczy-
ciela jezyka obcego w ujeciu zaproponowanym przez Michaela Wallace’a rozu-
mie si¢ zespol pogladow i umiejetnosci danego lektora, jakie osiaga on i rozwija
na bazie kompetencji wstgpnej w trakcie swojej dziatalnosci zawodowej. Wspo-
minana za$ kompetencja wstepna (initial competence) definiowana jest jako
formalne (np. poswiadczone dyplomem) stwierdzenie, iz kto$ jest uprawniony
do wykonywania zawodu (Wallace, 1995, s. 58; Wysocka, 2003, s. 11-12). Za
podstawe rozwazan prowadzonych w dalszej czgsci artykutu postuzy natomiast —
komplementarny i dobrze nadajacy si¢ do tego celu — schemat kompetencji i wie-
dzy profesjonalnej zaproponowany przez Dorote Werbinska (2004, s. 15-27).

a)

b)

Z modelu tego wybrano nastgpujace komponenty:

Kompetencje lingwistyczne — trzon wiedzy lektora, obejmujacy dwa ob-
szary: bieglos¢ jezykowa w zakresie sprawnos$ci stuchania, czytania, mo-
wienia i pisania oraz kompetencj¢ przedmiotowa (jej elementy sktadowe
wymienia szczegotowo Richards, 1998, s. 8), czyli wiedze o jezyku, kto-
ra z reguly jest obca osobom nienauczajacym jezyka (fonologia, morfo-
logia, sktadnia, etc.). Model bieglosci jezykowej odwotuje si¢ zatem do
zaproponowanego jeszcze w latach 60. XX w., ale obowigzujacego do
dzi$ postrzegania jezyka przez pryzmat ,,czterech sprawnosci”. W kontek-
$cie zajeC lektoratowych warto jednakze wzbogaci¢ t¢ kompetencje takze
0 umiejetnos$¢ postugiwania si¢ jezykiem obcym w czasie tzw. dyskursu
klasowego (np. proszenie, nakazywanie, zadawanie pytan, wydawanie po-
lecen) (Stern, 1992, 75-77).

Kompetencje metodyczne — umiejetno$¢ nauczania jezyka (pisanie kon-
spektow lekcji, prezentowanie nowych zagadnien jgezykowych, przepro-
wadzanie ¢wiczen kontrolnych, sprawdzanie postgpéw w nauce, praca
z tekstem i dialogiem etc.). Wedlug czesci badaczy wiedza ta powinna
nadgzac za pojawiajacymi si¢ coraz nowszymi technologiami i §rodkami
przekazu. Wspétczesnie zatem obejmowac winna miedzy innymi umiejgt-
no$¢ sprawnego postugiwania si¢ komputerem, Internetem czy platforma-
mi edukacyjnymi (Brzezinski, 1980, s. 11; Jacoby, 1979, s. 7; Kr6l i Pie-
lachowski, 1995, s. 102; Marynowska-Sowula i Wajda, 1998, s. 36-43;
Petty, 2010, s. 363-375).

Kompetencje pedagogiczne — pozostaja w pewnym zwiazku z kompeten-
cjami metodycznymi, przy czym chodzi tu o wiedz¢ i umiejetnosci wspolne
dla wszystkich nauczycieli niezaleznie od przedmiotu (np. planowanie lek-
cji 1 budowanie poszczegdlnych jednostek lekcyjnych, monitorowanie pro-
cesu uczenia si¢, dostosowanie metod i technik nauki do potrzeb stuchaczy
etc.). Z tej racji kompetencje te bywaja rowniez nazywane umiej¢tnoscia
nauczania lub kompetencjami dydaktycznymi (Babel i Wisniak, 2008; Be-
reznicki, 2007, s. 372; Hamer, 1994, s. 27-36; Richards, 1998, s. 4).
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d) Kompetencje psychologiczne — nauczycielska umiejetnos¢ efektywnego
komunikowania si¢ z uczniami. Owa wiedza psychologiczna bywa cza-
sem nazywana kompetencja emocjonalng nauczyciela (Hamer, 1994, s. 37;
Head i Taylor, 1997; Komorowska, 1993, s. 12—-13; Medrecka-Kondak,
1999, s. 91).

e) Wiedza §rodowiskowa — rozumienie czynnikéw Srodowiskowych, w ra-
mach ktorych odbywa si¢ proces nauczania (np. program i typ placow-
ki edukacyjnej, wiek stuchaczy etc.) (Richards, 1998, s. 12). Jak bowiem
stwierdzita Hanna Komorowska, ,,poczucie sukcesu w nauce jezyka jest
budowane poprzez poczucie sensu pracy i przydatnosci opanowywanych
umiejetnosci oraz poprzez zainteresowanie tre§ciami wartymi poznawania
i omawiania” (Komorowska, 2005, s. 51).

f) Wiedza ogolna — wiedza o $wiecie, obejmujaca umiejetnosci i informacje,
ktére czynig z nauczyciela osobg dobrze zorientowang. Jak uzasadnia to
bowiem D. Werbinska, ,,nauczyciel jezyka obcego zwykle potrzebuje wig-
cej wiedzy ogoélnej niz nauczyciel matematyki, gdyz nawet na poziomie
elementarnym w nauczaniu jezyka wystepuja tresci z innych przedmiotow
i wigcej informacji interdyscyplinarnych niz przy nauczaniu matematyki”
(Werbinska, 2004, s. 26).

3. Czesé badawcza — sprawozdanie z badania ankietowego

3.1. Cel ankiety i prezentacja grupy badawczej

Punkt wyjscia dla przedstawionych ponizej rozwazan nad wzorcowym modelem
kompetencji europejskich nauczycieli jezyka koptyjskiego stanowig — oprocz re-
fleksji wiasnych autorki — wyniki badan. Anonimowe ankiety® przeprowadzone
zostaly wéréd studentow Wydziatu Historii 1 Dziedzictwa Kulturowego oraz Wy-
dziatu Teologicznego Uniwersytetu Papieskiego Jana Pawta II w Krakowie, kto-
rzy uczyli si¢ jezyka koptyjskiego w latach 2009—2014. Probe statystyczng two-
rzyto tu szes$¢ grup: cztery na poziomie poczatkujacym (tj. po dwoch semestrach
nauki) liczace od 10 do 15 os6b oraz dwie pigcioosobowe, reprezentujgce poziom
zaawansowany (tj. po czterech semestrach nauki). Lacznie byta to proba 61 stu-
dentoéw. Nadmieni¢ trzeba, ze 37 z nich nie uczyto si¢ nigdy jezykéw innych niz
zaliczane do grupy kongresowych plus tacina. W pozostatych przypadkach (24
osoby) mieli kontakt z arabskim i hebrajskim.

3.2. Omowienie wynikow ankiety

Ankieta skladata si¢ z 11 pytan i dotyczyta takze oceny materiatéw dydaktycz-
nych uzywanych do nauki jezyka koptyjskiego oraz propozycji wprowadzenia
w ramach lektoratu zaje¢ e-learningowych. Podczas warto$ciowania réznych

3 Wzér ankiety w Aneksie do niniejszego artykutu.
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form ¢wiczen standardowe zadania, polegajace na ustnym i pisemnym ttumacze-
niu zdan, uzyskaly najwyzsza ocen¢ pod wzgledem przydatnosci, ale tez uznano
je zanajmniej atrakcyjne. Zas w ogéIlnym rozrachunku najlepiej wypadty ¢wicze-
nia z wykorzystaniem oryginalnego materiatu ikonograficznego (pierwsze miej-
sce pod wzgledem atrakcyjnosci i drugie, jesli chodzi o przydatno$¢) oraz rézne-
go rodzaju testy czy nieco ludyczne ¢wiczenia leksykalne. Pozytywnie oceniono
takze zastosowanie w trakcie zaje¢ multimediow oraz wiaczenie do zestawow
tekstow ¢wiczeniowych fragmentow (dostosowanych do poziomu studentéw)
oryginalnych pisanych zrodet koptyjskich. Ankietowani w wigkszosci uznali
réwniez zajg¢cia e-learningowe za ciekawy sposob uatrakcyjnienia lektoratu —
jako pozytywne strony takiej formy wymieniali dowolno$¢ w wyborze momentu,
tempa i miejsca nauki, duzg ilo$¢ czasu na rozwigzanie zadan oraz mozliwos¢
¢wiczenia samodyscypliny. Niemniej zdarzaly si¢ takze gltosy zwracajace uwage
na wady nauczania zdalnego: np. wystgpowanie problemow technicznych, brak
kontaktu z jezykiem méwionymi oraz bezposredniej stycznosci z prowadzacym.

Cztery sposrod zadanych pytan w sposob szczegdlny dotyczyty tematyki
omawianej w niniejszym artykule, stad tez ponizej przedstawiono dokladniejsza
analiz¢ udzielonych na nie odpowiedzi.

1) W jakiej mierze Pana/i zdaniem zajecia z jezyka koptyjskiego wymagajq
odmiennej metodyki i formy przeprowadzania anizeli lektoraty z jezykow kongre-
sowych?

Bylo to pytanie otwarte. Odpowiedzi na nie udzielito 49 ankietowanych,
z czego 16 osoOb stwierdzito, iz odmienne formy prowadzenia zaje¢ nie sg ko-
nieczne lub jest to potrzebne w niewielkim stopniu. 33 badanych zauwazyto po-
trzebe istnienia odrebnej metodyki nauczania (a co za tym idzie — takze kompe-
tencji nauczyciela), ukonkretniajac w kilku przypadkach, iz zajecia te wymagaja
odmiennego sposobu pracy z oryginalnymi tekstami zrodtowymi oraz zwracania
szczegblnej uwagi na kontekst historyczny i kulturowy.

2) O jakie formy ¢wiczen jezykowych lub materiatow edukacyjnych chciat-
by/aby Pan/i wzbogaci¢ zajecia z jezyka koptyjskiego?

Bylo to rowniez pytanie otwarte. Odpowiedzialo na nie 43% responden-
tow. Jedyng sugerowang przez nich formg ubogacenia lektoratu byto zwigksze-
nie ilosci przekazywanych w jego trakcie informacji na temat kultury Koptow.
Niektorzy studenci poddawali nawet konkretne propozycje czestszego wykorzy-
stywania podczas zaje¢ muzyki koptyjskiej czy — w miar¢ mozliwosci — filmow
(dokumentalnych i fabularnych).

3) Jak ocenia Pan/i potrzebe przekazywania w trakcie lektoratu jezyka kop-
tyjskiego wiadomosci z zakresu szeroko pojetej kultury i historii swiata Koptow?

Bylo to pytanie polotwarte, opatrzone trzema proponowanymi odpowie-
dziami do wyboru oraz mozliwosécig dopisania wlasnych uwag. W tym przy-
padku wypowiedzieli si¢ wszyscy studenci, z czego 57 (94% ankietowanych)
zaznaczylo odpowiedz: ,,Jest to konieczne do wlasciwej interpretacji thumaczo-
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nych tekstow i uatrakcyjnia zajecia”. Jedynie czterech studentow (6%) wybrato
mozliwos¢: ,,Nie sg to wiadomosci niezbedne, ale moga pojawic si¢ w trakcie
zaje¢¢ lektoratowych”. Nikt natomiast nie wybrat odpowiedzi: ,,Lektorat powi-
nien ograniczy¢ si¢ wylacznie do przekazywania informacji z zakresu jezyko-
znawstwa”.

4) Jak ocenia Pan/i wartos¢ wymienionych nizej kompetencji w odniesie-
niu do nauczyciela jezyka koptyjskiego?

Pytanie zamknigte, w ktorym respondenci proszeni byli o przyznanie kaz-
dej z podanych kompetencji okreslonej liczby punktéow w skali od 1 do 5 (gdzie
1 oznaczato kompetencj¢ o najmniejszym znaczeniu, a 5 — kompetencj¢ uznang
za najbardziej wartosciowg). Odpowiedzi udzielili wszyscy ankietowani, wyniki
przedstawia tabela 1 (w nawiasie podano miejsce na li§cie rankingowej).

Tabelal. Ocena warto$ci kompetencji nauczyciela jezyka koptyjskiego

Kompetencje Warto$¢ kompetencji
w przypadku lektora
Jj- koptyjskiego (maksymalnie 305 pkt)
Znajomo$¢ jezyka 300 (1)
Szczegdtowa wiedza jezykoznawcza 53 (8)
Znajomos$¢ zasad dydaktyki szczegotowe;, 247 (3)
wlasciwej dla nauki jezyka
Znajomos$¢ zasad dydaktyki ogolnej 180 (6)
Umiejetno$¢ nawigzania kontaktu ze 220 (4)
studentami
Znajomos$¢ charakteru uczelni i specyfiki 208 (5)
kierunkow, z ktorych pochodza studenci
Wiedza ogdlna 86 (7)
Szczegdtowa znajomos¢ historii oraz 298 (2)
cywilizacji koptyjskiej

Zrédto: opracowanie whasne.

Respondenci zauwazyli wigc potrzeb¢ istnienia odrebnej metodyki na-
uczania jezyka koptyjskiego, a co z tego wynika — takze specyficznego profilu
kompetencyjnego lektora. Przy czym odpowiedzi udzielone na dwa pierwsze
pytania na dobra sprawe stanowily zarazem antycypacj¢ odpowiedzi na pytanie
trzecie. Wyraznie bowiem wskazywaly one na potrzebe przekazywania w trakcie
zajec jezyka koptyjskiego wiadomosci z zakresu szeroko pojetej kultury i histo-
rii $wiata Koptow. Zas z punktu widzenia rozwazanego tematu najwazniejszy,
a zarazem najbardziej czytelny obraz opinii sluchaczy daly oceny przyznane
zaproponowanym kompetencjom nauczyciela. Za najwazniejsze uznane zosta-
ly znajomos¢ jezyka (co zreszta zrozumiate) oraz posiadanie doktadnej wiedzy
na temat specyfiki cywilizacji koptyjskiej. Na dalszych miejscach uplasowaty
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si¢: znajomo$¢ warsztatu dydaktycznego, umiej¢tnos¢ nawigzywania kontaktu ze
stuchaczami oraz wyczulenie na ich potrzeby, wynikajace z charakteru studiow.
Najnizej natomiast oceniono warto$¢ wiedzy ogolnej oraz szczegdlowej wiedzy
jezykoznawczej. Te ostatnie wyniki zapewne tlumaczy¢ mozna niewiedzg na
temat praktycznego przetozenia rzeczonych kompetencji na korzys¢ studentow
w trakcie zajec.

3.3. Propozycja teoretycznego modelu kompetencji nauczyciela jezyka
koptyjskiego

Dostosowujac ogolny model kompetencji lektorow do specyfiki pracy nauczy-
cieli jezyka koptyjskiego w Europie autorka pragnie zaproponowac nastepujace
wnioski.

Nauczyciel jezyka koptyjskiego, jak kazdy lektor, powinien posiada¢
w mozliwie wysokim stopniu wszystkie wymienione sktadniki kompetencji pro-
fesjonalnej (tj. lingwistyczng, metodyczng, pedagogiczna, psychologiczng oraz
wiedze $srodowiskowa). Jednakze w sposob szczegolny winien dba¢ o rozwoj
wiedzy ogdlnej — a jeszcze lepiej, aby przybrata ona posta¢ wiedzy szczegotowe;,
obejmujacej szereg informacji z dziedzin, ktore definiuja i ksztattujg charakter
cywilizacji koptyjskiej. Bedzie tu zatem chodzito o wiadomosci z zakresu histo-
rii (czasem nawet archeologii) Egiptu, teologii chrzescijanskiej czy politologii
krajow arabskich. Tym samym wiedza ta staje na pograniczu kompetencji kul-
turowej, ktorag D. Werbinska uznaje za jeden ze sktadnikow bieglosci jezykowe;j
(Werbinska, 2004, s. 17). Hans Heinrich Stern rozumie ja natomiast jako ,,przy-
swojenie norm, warto$ci 1 postaw tworzacych dane spoteczenstwo, jak rowniez
umiejetno$¢ rozpoznawania kulturowo istotnych faktow i tego, jakie zachowa-
nie jest akceptowane badz nie” (Stern, 1992, s. 83). Jesli przyjmiemy definicje
Sterna, to — ze wzgledu na specyfike nauczanego przedmiotu — wydaje sig, iz
w proponowanym modelu trzeba jednak t¢ kompetencje potraktowac jako osob-
ng, samodzielng i niezwykle istotng.

Przemawia za tym wyrazna odmienno$¢ tradycji koptyjskiej i realiow zy-
cia Koptéw w porownaniu z krajami europejskimi. Ich odrgbnos$¢ i samoswia-
domos¢ de facto bazuje bowiem na kwestiach zwigzanych $cisle z historig reli-
gii, za$ brak wiedzy z zakresu patrystyki uniemozliwia prawidtowe odczytanie
wigkszo$ci — czasem nawet najprostszych —tekstow oryginalnych, a wspotczesna
sytuacja egipskich chrzescijan wymaga z kolei znajomosci zagadnien politolo-
gicznych. Co ciekawe potrzebg tego typu kompetencji u nauczycieli koptyjskiego
dostrzegaja — czasem niemal intuicyjnie — nawet studenci znajdujacy si¢ na po-
czatkowych etapach nauki tego jezyka. Juz bowiem na wstepie — cho¢by w pod-
stawowym stownictwie rzeczownikowym — otrzymuja oni obraz spoleczenstwa,
ktérego nie rozumieja, i oczekujg od lektora wyjasnien wykraczajacych poza za-
kres czysto jezykowy.

Na koniec warto rowniez zaznaczy¢, iz tak rozumiana kompetencja kul-
turowa pozostaje w korelacji z inng wazng umiejgtnoscia, ktéra w przypadku
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nauczycieli j¢zyka koptyjskiego zaznacza si¢ wyrazniej anizeli np. w odniesie-
niu do anglistow. Chodzi o umiej¢tnos¢ tworzenia materiatow dydaktycznych
o0 znaczgco wysokich walorach realioznawczych, zgodnie z postulatem Heleny
Zmijewskiej wysunietym na przetomie lat 80. i 90. (Gny$, 2003, s. 194-195;
Jankowska, 2010, s. 159). Nota bene tego typu hasta w polskich badaniach nad
metodyka nauczania jezyka obcego wystgpowaty juz w okresie powojennym.
W potowie lat 50. Zofia Bagsten pisata bowiem, iz ciekawe teksty, dobrze prze-
prowadzona analiza wybranych wyjatkow z literatury pigknej, publicystyki, pi-
$miennictwa popularnonaukowego czy zwyktych ,,rozmowek” — od poczatku
nauki jezyka zwracajg uwage uczniow na specyficzne roznice warunkow zycia
i pracy (Bagsten, 1956, s. 53—54). Dla polskich koptologdw umiejetnos¢ ta nabie-
ra za$ dodatkowego znaczenia w kontekscie przedstawionego wyzej deficytu na
rodzimym rynku wydawniczym materiatow do nauczania tegoz jezyka.

4. Podsumowanie

Osobng kwestig pozostaje pytanie, w jakim stopniu zaproponowany tu teoretycz-
ny model kompetencji nauczyciela jezyka koptyjskiego przystaje do rzeczywi-
stego stanu polskiego szkolnictwa wyzszego ostatnich lat. Niezaleznie jednak
od wynikow takiego porownania nalezaloby sobie zyczy¢, aby wszyscy lektorzy
w miar¢ mozliwosci dbali o przekazywanie studentom — zgodnie z ich wlasnymi
postulatami — zaré6wno informacji $cisle filologicznych, jak i wiedzy na temat
kontekstu kulturowego, w jakim jezyk koptyjski funkcjonuje.
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Aneks

Ankieta
Jezyk koptyjski — poziom podstawowy/zaawansowany*

1. Czy uczyl/a si¢ juz Pan/i jezyka spoza grupy jezykow konferencyjnych? — Tak/Nie*
Jesli tak, to prosze podaé jakiego ..................e..

2. Ile semestrow nauki jezyka koptyjskiego ma Pan/i za soba? ..................
3. Jak ocenia Pan/i przydatno$¢ wymienionych ponizej form ¢wiczen jezykowych w przy-

padku nauki jezyka koptyjskiego? (prosze okresli¢ punkty w skali od 1 do 5, gdzie 1 to
¢wiczenia catkowicie nieprzydatne, a 5 to najwiecej wnoszqca forma zadan)

Samodzielne tlumaczenie zdan koptyjskich na jezyk polski i polskich

na jezyk koptyjski 112131415
Cwiczenia typu testowego (np. wskaz wsrod podanych mozliwosci 11213145
poprawne tlumaczenie)

Cwiczenia typu graficznego (np. przyporzadkuj formy gramatyczne 1121314l5s

do podanych grup)
Cwiczenia typu leksykalnego (np. krzyzowki, wykreslanki) 112]3]4]5
Cwiczenia z wykorzystaniem materiatu ikonograficznego

(np. odczytywanie fragmentow inskrypcji z zalgczonych ilustracji)

4. Jak ocenia Pan/i atrakcyjno$¢ wymienionych ponizej form ¢éwiczen jezykowych
w przypadku nauki jezyka koptyjskiego? (prosze okreslic punkty w skali od 1 do 5, gdzie
1 to ¢éwiczenia catkowicie nieatrakcyjne, a 5 to najbardziej interesujqca forma zadan)

Samodzielne thumaczenie zdan koptyjskich na jezyk polski i polskich na
jezyk koptyjski
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Cwiczenia typu testowego (np. wskaz wéréd podanych mozliwosci
poprawne ttumaczenie)

Cwiczenia typu graficznego (np. przyporzadkuj formy gramatyczne
do podanych grup)

Cwiczenia typu leksykalnego (np. krzyzowki, wykreslanki) 11213415
Cwiczenia z wykorzystaniem materiatu ikonograficznego

(np. odczytywanie fragmentow inskrypcji z zalgczonych ilustracji)

5. Czy Pana/i zdaniem wlaczenie fragmentdéw oryginalnych pisanych zrodet koptyjskich
do zestawow tekstow ¢wiczeniowych moze utrudni¢ zrozumienie omawianego zagad-
nienia jezykowego, czy tez jest sposobem na uatrakcyjnienie materiatu dydaktycznego?

6. Czy Pana/i zdaniem forma zaj¢¢ e-learningowych jest dobrym sposobem na uatrakcyj-
nienie nauki jezyka (w tym wypadku koptyjskiego)? — Tak/Nie*

7. Jakie dostrzega Pan/i korzysci i niedogodnos$ci plynace z przeprowadzania zaje¢ lekto-
ratowych w formie e-learningowe;j?

8. Jak ocenia Pan/i potrzebe przekazywania w trakcie lektoratu jezyka koptyjskiego wia-
domosci z zakresu szeroko pojetej kultury i historii §wiata koptyjskiego? (prosze zazna-
czy¢ krzyzykiem wybrang propozycje i/lub dopisac wlasne uwagi)

Jest to konieczne do wlasciwej interpretacji ttumaczonych tekstow i uatrakcyjnia
zajgcia

Nie sg to wiadomosci niezbedne, ale moga pojawic si¢ w trakcie zajg¢ lektoratowych
Lektorat powinien ograniczy¢ si¢ wylacznie do przekazywania informacji z zakresu
jezykoznawstwa

INne ..o

9. O jakie formy ¢wiczen jezykowych lub materiatow edukacyjnych chciatby/aby Pan/i
wzbogaci¢ zajecia z jezyka koptyjskiego?

10. W jakiej mierze Pana/i zdaniem zajecia z jezyka koptyjskiego wymagaja odmiennej
metodyki i formy przeprowadzania anizeli lektoraty z jezykow kongresowych?
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11. Jak ocenia Pan/i warto$¢ wymienionych nizej kompetencji w odniesieniu do nauczy-
cicla jezyka koptyjskiego? (prosze okresli¢ punkty w skali od 1 do 5, gdzie 1 oznacza
kompetencje o najmniejszym znaczeniu, a 5 — kompetencje najbardziej wartosciowg)

Znajomo$¢ jezyka 1123415
Szczegdtowa wiedza jezykoznawcza 112]3(4]5
Znajomos$¢ zasad dydaktyki szczegotowej, wlasciwej dla nauki jezyka| 1 |2 |3 |4 |5
Znajomos¢ zasad dydaktyki ogdlnej 11213415
Umiejetno$¢ nawigzania kontaktu ze studentami 11213415
Znajomos¢ charakteru uczelni i specyfiki kierunkow, z ktorych

. 1123|415
pochodza studenci
Wiedza ogdlna 1123415
Szczegdtowa znajomo$¢ historii oraz cywilizacji koptyjskiej 112]|3(4]5

* - prosze skresli¢ niewtasciwa odpowiedz

Dzigkuj¢ za udzial w ankiecie!
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1. Wprowadzenie

W opracowaniu Ministerstwa Nauki i Szkolnictwa Wyzszego Autonomia pro-
gramowa uczelni. Ramy kwalifikacji dla szkolnictwa wyzszego znajomos$¢ jezyka
obcego na okreslonym poziomie traktowana jest jako narzedzie do zdobywania
konkretnych umiejetnosci koniecznych do ukonczenia okre§lonego etapu stu-
diéw. Wymagania zawarte w tabelach opisujacych efekty ksztalcenia dla obsza-
row poszczegdlnych studiow obejmujg m.in.:

* umiej¢tnos$¢ porozumiewania si¢ w zakresie tematycznym danej dziedziny

w jezyku obcym, tacznie z popularyzowaniem danego obszaru wiedzy;

* umiej¢tno$¢ tworzenia wypowiedzi pisemnych oraz przygotowywania
wystapien ustnych w jezyku obcym;

* znajomos$¢ stownictwa specjalistycznego w stopniu niezbednym do czyta-
nia prostych tekstow oraz literatury fachowej w swojej specjalizacji;

* umiej¢tno$¢ porozumiewania si¢ w roznych srodowiskach (tacznie z ob-
szarem zawodowym);

* stosowanie technologii informatycznych w celu pozyskiwania i przetwa-
rzania informacji, a takze do postugiwania si¢ jezykiem obcym na pozio-

mie zaréwno biernym, jak i czynnym (Autonomia programowa, 2011).

W wymaganiach dotyczacych umiejgtnosci porozumiewania si¢ w jezy-
kach obcych, zar6wno w obszarze studidéw humanistycznych, jak i technicznych,
pojawia si¢ informacja o koniecznos$ci legitymowania si¢ przez studenta znajo-
moscig jezyka na okres§lonym poziomie wg typologii stosowanej w Europejskim
Systemie Opisu Ksztalcenia Jezykowego. Aspektem, na ktéry zwrocono szcze-
g6lng uwagge, jest umiejetno$¢ porozumiewania si¢ w jezyku obcym specjali-
stycznym wykorzystywanym w celach zawodowych.

2. Komunikacja w jezyku obcym

2.1. Kompetencja komunikacyjna

Reforma szkolnictwa wyzszego naktada na prowadzacych obowigzek przygoto-
wania sylabuséw opracowanych wedtug $cisle okreslonych kryteriow. W przy-
padku jezykow obcych punktem odniesienia jest Europejski System Opisu
Ksztalcenia Jezykowego, ktorego autorzy definiujg jezykowe kompetencje ko-
munikacyjne jako kompetencje pozwalajace uczestnikowi zycia spotecznego
dziata¢ za pomoca srodkow jezykowych. Tak rozumiana jezykowa kompetencja
komunikacyjna sktada si¢ z trzech elementow:
» kompetencji lingwistycznej, ktora obejmuje znajomos$¢ i umiejetnosé sto-
sowania systemowej wiedzy o jezyku,
» kompetencji socjolingwistycznej, obejmujacej m.in. zasady komunikacji,
spoteczne i regionalne odmiany jezyka, reguty grzeczno$ciowe, schematy
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porozumiewania si¢, czyli caty system uwarunkowan socjokulturowych,

jakie powinny by¢ brane pod uwage w trakcie dyskursu;

» kompetencji pragmatycznych, czyli umiejetnosci odnoszacych si¢ do
funkcjonalnego uzycia $rodkéw jezykowych z wykorzystaniem scena-
riuszy standardowych rozméw i negocjacji. Kompetencje pragmatyczne
przejawiaja si¢ w umiejetnosci prowadzenia dyskursu, wypowiadania si¢
w sposob logiczny i gramatyczny, jak réwniez rozpoznawania rodzajow
i formy tekstow, tacznie ze zrozumieniem ironii i parodii (Europejski Sys-
tem, 2003, s. 20).

Kazdy z tych komponentow opiera si¢ wigc nie tylko na wiedzy, ale takze
na umiej¢tnosci zastosowania posiadanych informacji w praktyce. Dziatania je-
zykowe polegaja wigc na zastosowaniu jezykowych kompetencji komunikacyj-
nych w konkretnej sferze zycia do stworzenia lub zrozumienia jednego lub wig-
cej tekstow w celu wykonania danego zadania. Kompetencje te stuza nie tylko
do wlasciwego tworzenia i odbierania wypowiedzi — znajdujg odzwierciedlenie
takze w interakcjach i mediacjach miedzyludzkich (szerzej: Europejski System,
2003, s. 20-24).

Nasuwajg si¢ wigc nastgpujace pytania: Jak studenci moga naby¢ jezyko-
wa kompetencje komunikacyjna? Jak uczy¢, by im w tym pomoc? Jak uczy si¢
obecnie — a jak powinno si¢ to robic?

2.2. Komunikacyjne nauczanie jezyka

Obecnie uczenie si¢ jezyka obcego postrzegane jest jako rezultat nastepujacych
procesow:

* interakcji pomi¢dzy osobg uczaca si¢ a uzytkownikami jezyka;

» celowych interakcji zmierzajacych do osiagnigcia zalozonego celu;

* uzycia strategii negocjowania znaczenia — do momentu gdy osoby biorgce
udzial w rozmowie osiaggng wspdlny poziom zrozumienia;

* uczenia si¢ poprzez zwracanie uwagi na informacj¢ zwrotna, jaka otrzy-
muje osoba uczaca si¢ jezyka w momencie jego uzycia;

* zwracania uwagi na jezyk mowiony oraz uzywania nowych form;

» cksperymentowania z réoznymi sposobami wypowiadania i probowania
nowych — tak aby przekaza¢ mysli w sposob wiasciwy i odpowiedni do
sytuacji (Richards, 2006, s. 4).

Kompetencja komunikacyjna moze zosta¢ wypracowana za pomocg ko-
munikacyjnego nauczania (rozumianego jako zespot zasad dotyczacych celow
nauczania jezyka) oraz analizy sposobow tego, jak uczacy ucza si¢ jezyka. Przed-
miotem badan sa réwniez zadania umozliwiajace i wspierajace uczenie si¢ oraz
rola nauczyciela i uczacych si¢ w klasie. Wedtug Jacka C. Richardsa (2006, s. 3)
kompetencja komunikacyjna obejmuje nastgpujace obszary wiedzy:

» jak uzywac jezyka dla osiagnigcia roznych celow oraz funkcji;
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» jak zroznicowaé uzycie jezyka w zaleznosci od uczestnikow rozmowy

1 otoczenia;

» jak wytworzy¢ oraz zrozumie¢ rdzne rodzaje tekstow;
* jak podtrzyma¢ komunikacje pomimo ograniczen (np. poprzez uzycie roz-
nych strategii komunikacyjnych).

Jednym z kluczowych elementéw komunikacyjnego nauczania jezyka jest
pomoc uczacym si¢ w zrozumieniu — i okresleniu osobistego — celu uczenia sig
jezyka. Proces uczenia si¢ jest postrzegany jako dtugofalowy, trwajacy przez cate
zycie. Stad wyplywaja zmiany w podejsciu do nauki jezyka, ktdre obejmuja m.in.
potozenie nacisku na autonomi¢ osoby uczacej si¢. Tak rozumiana autonomia po-
lega na dawaniu uczacemu si¢ mozliwosci wyboru — w zakresie przyswajanego
materiatu i stosowanych strategii uczenia sie.

W $wietle powyzszych rozwazan oraz analizy wymagan stojacych zarow-
no przed lektorami jgzyka obcego, jak i — a moze nawet bardziej — studentami
wazne jest, aby obie strony zrozumiaty, jaka rolg¢ ma odgrywac i do czego ma stu-
zy¢ jezyk obcy w przysztym zyciu zawodowym. Z analizy Ram kwalifikacji dla
szkolnictwa wyzszego wynika, iz jezyk ma sta¢ si¢ narzedziem do prowadzenia
badan oraz upowszechniania ich wynikow, poszerzania wiedzy zawodowej, ko-
munikacji w okre$lonym celu, jak rowniez nawigzywania kontaktow. W zwigzku
z tym nauczanie j¢zyka obcego wymaga zrozumienia funkcji, jakg bedzie pehit,
oraz zadan, jakie przy jego pomocy beda realizowane. Takie postrzeganie jezyka
powinno osadza¢ go w realiach zycia codziennego — tak aby student postrzegat
jego uzywanie jako nieodlgczny element zycia zawodowego, pracy naukowej
oraz kontaktéw spotecznych. To ukazanie korzysci plynacych ze znajomosci j¢-
zyka obcego wiaze si¢ z budowaniem i ksztatceniem wsrod studentow postawy
autonomicznej, niezaleznej i samodzielne;.

3. Autonomia w procesie uczenia si¢ jezyka obcego

Definicja autonomicznego ucznia — jako jednostki, ktéra sama bierze odpowie-
dzialno$¢ za wilasne uczenie si¢ — od momentu wprowadzenia w 1979 r. ulegata
zmianom i ewaluacji. Leslie Dickinson podaje, iz o autonomii uczacego si¢ mo-
wimy, jezeli jest on catkowicie odpowiedzialny nie tylko za wszystkie decyzje
zZwigzane z procesem uczenia si¢, ale rowniez za ich realizacje. William Littlewo-
od z kolei podkresla predyspozycje, zdolnos¢ do dokonywania wybordw, jakie
kieruja postepowaniem osoby uczacej si¢. Wedtug Davida Little’a taka autono-
mia pojawia si¢, kiedy osoba akceptuje wtasng odpowiedzialno$¢ za swoj proces
uczenia si¢. Autonomia wiaze si¢ z podejsciem uczacego si¢ do procesu oraz
materiatu, ktory ma opanowaé¢. W obszarze ksztalcenia jezykowego w §rodowi-
sku szkolnym bardzo czesto zachowania autonomiczne nie wystepuja w sposob
naturalny. Uczacy si¢ niekoniecznie przyjmuja odpowiedzialno$¢ za proces ucze-
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nia si¢ 1 nie zawsze jest im tatwo wzbudzi¢ w sobie szczerg i krytyczng samore-
fleksj¢ odnosnie do tego procesu (Shen, 2011).

Kluczowym stowem w przytoczonych definicjach jest odpowiedzialno$¢ —
$wiadomos¢, ze podejmowane decyzje wigzg si¢ z okreslonymi konsekwencjami
i prowadzg uczacego si¢ do okreslonego celu. Uczacy si¢ powinien sam rozumieé
potrzebg wzigcia odpowiedzialno$ci za wlasne uczenie sig, a co si¢ z tym wigze
—za wybor metod uczenia si¢, sposob ewaluacji itp. Motywacja, zwlaszcza ta we-
wnetrzna, odgrywa ogromng rol¢ w uczeniu autonomicznym (Wu, 2008, s. 45).
W ksztaltowaniu motywacji i budowaniu autonomii w procesie nabywania jezyka
niewatpliwie wazne sg czynniki zaliczane do tzw. wartos$ci instrumentalnej, czyli
powiazanej z praktycznymi korzy$ciami wyptywajacymi ze znajomosci danego
jezyka. Do takich nalezg m.in.: uzyskanie lepszego stanowiska pracy (lub awan-
su), mozliwo$¢ wyjazdu za granice i og6lnie lepsze perspektywy na przysztosé.

4. Technologie informacyjne i komunikacyjne

Biorac pod uwage oczekiwania wobec lektorow jezykéw obcych na uczelniach
wyzszych, warto zastanowi¢ si¢ nad unowoczesnieniem sposobu nauczania tak,
aby stal sie on nie tylko atrakcyjny dla studentéw w trakcie zajgc, ale rowniez po-
magat im w stopniowym ksztaltowaniu podej$cia autonomicznego w uczeniu si¢
jezyka. Na wigkszoS$ci uczelni lektorat jezyka obcego nie przekracza 120 godzin
w calym wymiarze studiow I stopnia, nalezy wiec zachgca¢ studentéw do zdo-
bywania wiedzy poza zajeciami. Znacznym wyzwaniem dla nauczycieli jezykow
obcych jest nie tylko zapewnienie rownomiernego i statego rozwoju kompetencji
komunikacyjnej ucznia w trakcie zajg¢ lektoratowych, ale takze wskazanie do-
datkowych form jej doskonalenia, ktére jednoczesnie beda rozwijaty autonomie
uczacego si¢. W dobie spoleczenstwa cyfrowego jednym z narzgdzi wspomaga-
jacych osiagniecie tych celow jest wykorzystanie w procesie nauczania, zaroOwno
formalnego jak i nieformalnego, technologii informacyjnych i komunikacyjnych
(TIK). Technologia coraz bardziej i coraz $Smielej wkracza w obszar edukacji.
Uczelnie wychodza nowej rzeczywisto$ci naprzeciw nie tylko poprzez oferowa-
nie tzw. wirtualnych dziekanatdéw, ale takze poprzez platformy e-learningowe
oferujace zajecia w formie blended learning i wyposazanie uczelni w sprzet kom-
puterowy, rzutniki, oprogramowania do podrecznikow oraz tablice interaktywne.
Zajecia z wykorzystaniem multimediow staja si¢ niejako koniecznoscia, a szybki
rozwoj technologii sprawia, iz prowadzacy maja szeroki wybor w zakresie spo-
sobu przedstawiania materiatu.

Celem niniejszego artykutu nie jest przedstawianie szczegdélowych roz-
wigzan technologicznych, ktore mozna stosowa¢ w trakcie zaje¢. Internet za-
pewnia bogactwo materialdéw przydatnych w procesie nauczania i uczenia si¢
jezyka obcego — poczynajac od stron internetowych z artykutami w obcym jezy-
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ku, gier edukacyjnych i kursow jezykowych online, poprzez platformy oferujace
¢wiczenia doskonalgce sprawnosci jezykowe, a konczac na mozliwosci realnej
rozmowy z rodzimymi uzytkownikami danego jezyka. Kuszacg dla niektorych
studentow moze by¢ takze opcja wejscia w wirtualny $wiat, ktérego uczestnicy
postuguja si¢ obcym jezykiem.

Niemniej jednak obecne badania wskazuja, ze niezaleznie od stosowa-
nych rozwigzan nalezy pamigtac, iz studenci inaczej wykorzystuja technologie
w codziennych interakcjach, a inaczej — w §rodowisku formalnym. Ponadto
okazuje si¢, ze czesto studenci — mimo iz uzywaja danej technologii w zyciu
codziennym — nie sg zbyt chetni do uzywania jej w procesie uczenia sig, dlatego
tez powinno si¢ ja wprowadzac¢ rozwaznie i bra¢ pod uwage nie tylko wlasne
preferencje, ale rowniez, a wrecz przede wszystkim, oczekiwania studentow
(Waycott et. al., 2010, s. 1203). Wydaje sig, iz TIK powinny by¢ wprowadzane
W sposob systematyczny, stopniowy, tak aby studenci, ktérzy nie mieli z nimi
do czynienia w trakcie zaje¢ jezyka obcego w szkole $redniej, mogli ,,oswoié
si¢” z nimi. Ponadto waznym elementem jest odpowiednie przeszkolenie stu-
dentow — tak aby unikneli pdzniejszych problemow, rozczarowan i ewentual-
nych niepowodzen.

5. Badanie

5.1. Opis ankiety

Celem ankiety byto uzyskanie odpowiedzi na pytania obejmujgce trzy zagadnienia:
* pojecie autonomicznego ucznia i zwigzane z tym postrzeganie autono-
micznosci studentow;
» zaobserwowane wsrod studentéw czynniki motywujgce do nauki jezyka
obcego;
* sposoby uzycia technologii informacyjnych i komunikacyjnych wraz

z okresleniem ich roli we wspieraniu autonomii uczacych sig.

Ankieta skierowana byta do lektorow jezykow obcych pracujacych na
dwoch uczelniach wyzszych na terenie Krakowa. W badaniu wzi¢to udziat
39 respondentow uczacych réznych jezykdéw obeych, zard6wno nowozytnych
(angielskiego, niemieckiego, rosyjskiego, wloskiego oraz hiszpanskiego), jak
i starozytnych (lacinskiego, greckiego oraz koptyjskiego). Zdecydowana wigk-
szo$¢ ankietowanych (33 nauczycieli) to osoby uczace jezykoéw nowozytnych,
a zwlaszcza jezyka angielskiego (25 0sob). Pozostale szes¢ osob to nauczyciele
wymienionych wczesniej jezykow starozytnych. Kwestionariusz ankiety miat
forme¢ dokumentu tekstowego i obejmowatl pytania o charakterze otwartym,
pytania jednokrotnego i wielokrotnego wyboru oraz pytania macierzowe.
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5.2. Omowienie wynikow ankiety

1. Autonomiczny student

Pierwsze pytanie dotyczyto tego, czy ankietowanym znane jest pojgcie au-
tonomicznego ucznia. Zdecydowana wigkszo$¢, bo az 33 osoby na 39 bioracych
udziat w badaniu (co stanowi prawie 85% respondentow), udzielita na nie odpo-
wiedzi twierdzacej. W kolejnym (wykorzystujagcym definicje autonomii podang
przez Henriego Holeca), ankietowani poproszeni zostali o okre$lenie, czy po-
strzegaja swoich uczniéw jako ucznidéw autonomicznych. W tym przypadku 18
0s0b (48% ankietowanych) udzielito odpowiedzi TAK, tyle samo wybrato opcje
NIE, natomiast nikt z ankietowanych nie wybrat odpowiedzi NIE WIEM. Trzy
osoby podaly nastepujace odpowiedzi:

+ niekiedy tak;

* spora czg$¢ tak;

* NIE — na poczatku procesu dydaktycznego, TAK — na wyzszych etapach
zaawansowania niz poczatkujacy.

Ankietowani mieli rowniez mozliwo$¢ uzasadnienia wybranej przez sie-
bie odpowiedzi. Sposrod 18 osob, ktore wybraty opcje TAK, jedynie siedmiu
ankietowanych podato uzasadnienie swojego zdania. Zupetnie inaczej ksztattuje
si¢ liczba uzasadnien podanych przez ankietowanych, ktoérzy wybrali odpowiedz
NIE. W tym przypadku na 18 0sob az 12 podato szczegétowe uzasadnienie. Przy-
ktadowe odpowiedzi lektorow:

Pracuj¢ z osobami dorostymi, ktore poza nielicznymi wyjatkami podchodza do jezyka ob-
cego uzytkowo, wiedza, ze bgdzie im potrzebny przy poszukiwaniu dobrej pracy w przy-
szto$ci. Zauwazylam, ze nie musze¢ ich ciggle kontrolowac, za§ zadania domowe, ktore wy-
magaja kreatywnosci i tworczego podejicia, wykonuja ze szczegdlnym zaangazowaniem
(staz pracy lektora: 8 lat).

Studenci (w wigkszo$ci) wiedza, czego chca, i coraz wigcej wérdd nich stara si¢ korzystaé
z mozliwosci, jakie stwarza im uczelnia; szukajg sposobow poglebienia znajomosci jezyka
obcego, majac swiadomos¢ tego, ze bedzie on niezbgdny w ich przysztym zyciu zawodo-
wym i niejednokrotnie prywatnym,; potrafia definiowa¢ swoje potrzeby i zgtasza¢ propozy-
cje dotyczace zajec (staz pracy lektora: 12 lat).

Uczeg jezykow starozytnych, ktore wykorzystuje si¢ glownie do ttumaczenia tekstow pi-
sanych. W wigkszo$ci przypadkow studenci nie sg autonomiczni na poczatku nauki (choé¢
zdarzaja si¢ wyjatki), poniewaz zazwyczaj na poczatku nauka nie daje zbyt wielu mozli-
wosci rozumienia tekstow. Z czasem jednak, gdy studenci zaczynaja wigcej rozumiec, na-
bieraja motywacji do nauki i samodzielnego poszukiwania, zwlaszcza ci, ktorzy wybieraja
jako temat pracy konczacej studia zagadnienia, ktore wymagaja umiejetnosci rozumienia
tekstow w danym jezyku. Ponadto zajgcia prowadzone sa w taki sposob, aby sktoni¢ stu-
denta do bycia coraz bardziej autonomicznym, i na wyzszych poziomach zaawansowania
widoczne sg efekty (staz pracy lektora: 12 lat).

W wigkszosci przypadkow student oczekuje, ze nauczyciel nauczy go jezyka i nie czuje si¢
odpowiedzialny za swoja nauke (staz pracy lektora: 10 lat).



106 AGNIESZKA KOSCINSKA

Uczniowie wykonuja jedynie zadnia powierzone im na lekcji oraz jako zadanie domowe.
Wiegkszos¢ z nich nie pracuje nad jezykiem poza szkotla. Uczniowie wykazuja si¢ auto-
nomia jedynie w przypadku projektéw oraz zadan, gdzie zostaja im przedstawione rézne
opcje do wyboru, z ktorych muszg zdecydowac si¢ na jedng (staz pracy lektora: 3 lata).

Wigkszo$¢ studentéw przejawia postawe roszczeniowa; cheieliby, aby jezyka nauczono ich
w taki sposob, by sami nie musieli w to wktadaé¢ zadnego wysitku (staz pracy lektora:
11 lat).

Moi studenci wydaja si¢ bezradni i catkowicie zalezni od moich wskazowek, praktycznie
bez wyjatkow; wrazenie to narasta w kilku ostatnich latach (staz pracy lektora: 16 lat).

Studenci studidow licencjackich przewaznie polegaja na instrukcjach prowadzacego, rzadko
siggaja do zrdodta, prawie nigdy nie kwestionujg tego, co jest im przedstawione, ani tez nie
staraja si¢ samodzielnie poszerza¢ wiedzy. Za ilustracj¢ podejécia studentow do samodziel-
nego rozwijania umieje¢tnosci moze postuzy¢ styszane przeze mnie czgsto zdanie: ,,Nie
ogladam filméw w oryginale [po angielsku], poniewaz szkoda mi na to czasu” (staz pracy
lektora: 20 lat).

Kolejne pytanie dotyczyto sposobu postrzegania studentow przez prowa-
dzacych zajecia. Wykorzystujac opis zachowan autonomicznego ucznia zapro-
ponowany przez A. Wenden (1998), lektorzy oceniali zachowania swoich stu-
dentow. Tabela 1 przedstawia liczbe 0sob, ktore wybraly poszczegolne warianty
odpowiedzi.

Tabela 1. Jakie zachowania zaobserwowal/a Pan/Pani w$rdd swoich studentow?

Moi studenci: zawsze | przewaznie |czasami|rzadko |nigdy
zwracaja uwageg na swoje strategie 1 13 12 1 )
i style uczenia

angazujg si¢ samodzielnie w zadania, 0 19 19 | 0
ktére maja wykonaé

sa sktonni do podejmowania ryzyka (np.

prob komunikacji w jezyku, ktorego si¢ ) 19 12 5 1
ucza, za wszelka ceng, nawet ryzykujac

bycie niezrozumianym)

df)brze domyslaja si¢ znflczema 0 17 71 | 0
nieznanych form/wyrazow

przywiazuja taka sama wage do formy 0 12 17 9 1

i tre$ci wypowiedzi

traktuja jezyk, ktorego si¢ ucza,
jako osobny system odniesienia, nie 1 7 12 14 5
poréwnuja go z jezykiem ojczystym
maja postawe tolerancji i otwartosci

w stosunku do jezyka, ktérego si¢ ucza.

Zrodto: opracowanie wlasne.
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Analiza podanych przez ankietowanych odpowiedzi pokazuje, iz lektorzy
tylko czesciowo postrzegaja swoich uczniéw jako osoby zwracajace uwage na
swoje wlasne strategie i style uczenia si¢ (odpowiedz ,,przewaznie” lub ,,czasa-
mi” wybrata ponad potowa respondentéw). Biorac pod uwage fakt, jak wazne
jest dostosowanie stylu nauki oraz stosowanych strategii uczenia si¢ do wtasnych
mozliwosci oraz okoliczno$ci, niepokojace jest to, ze prawie 30% badanych
dostrzega, ze ich studenci rzadko doceniajg wage strategii i stylow uczenia sig.
Dane te pokrywajg si¢ z wynikami badan przeprowadzonych przez Autorke
wsrod studentow uczelni wyzszych (pazdziernik 2012) na temat znajomosci stra-
tegii uczenia si¢ — ktore pokazaty, ze zdecydowana wiekszos$¢ ankietowanych nie
dostrzega potrzeby rozmawiania o stylach i strategiach uczenia sig.

Lektorzy bardzo pozytywnie oceniaja zachowania swoich studentow w za-
kresie samodzielnego angazowania si¢ w zadania. Studenci sg tez postrzegani
jako osoby sktonne do wypowiadania si¢ w jezyku obcym (31 0sob uznato, iz
ryzyko to podejmowane jest przewaznie lub czasami). Lektorzy uwazajg swoich
uczniow za osoby, ktoére w miar¢ dobrze domys$laja si¢ znaczenia wyrazow lub
form im nieznanych. W punkcie dotyczacym przywigzywania takiej samej wagi
do tresci i formy wypowiedzi lektorzy najczgsciej wybierali opcje ,,czasami” lub
»przewaznie” (stanowig one 74% wszystkich odpowiedzi). Zdecydowanie go-
rzej przedstawia sig¢ sytuacja w zakresie traktowania J2 jako osobnego systemu
odniesienia oraz braku porownywania go z J1. Najcze$ciej wybierang przez lek-
torow odpowiedzig byto tutaj ,,rzadko” (35% badanych), a rozktad odpowiedzi
na to pytanie jest najbardziej zréznicowany. Wysoce optymistyczny jest wynik
uzyskany w punkcie zwigzanym z postawami tolerancji oraz otwartosci wobec
J2, poniewaz 92% badanych okreslito, iz ich studenci wyrazaja je zawsze lub
przewaznie.

Obraz studentéw wylaniajacy si¢ z analizy powyzszych informacji jest
wigc dos¢ pozytywny. Z uzyskanych od lektorow opinii wynika, iz pracujg oni
raczej samodzielnie, wymagaja wsparcia w procesie uczenia si¢ poprzez zapo-
znanie ich ze sposobami nabywania wiedzy i raczej chetnie wypowiadaja sig
w jezyku obcym. Wydaje si¢ wiec, ze mimo do$¢ niskiego stopnia postrzegania
studentow jako osOb autonomicznych, lektorzy dostrzegaja w znacznej wigkszo-
$ci z nich szereg zachowan o charakterze autonomicznym. By¢ moze wigc spo-
sob postrzegania oraz definiowania studenta jako autonomicznego uzalezniony
jest nie tylko od stanu faktycznego, ale rowniez od tego, jak uczacy pojmujg to
pojecie oraz jakie zachowania wedlug nich mieszczg si¢ w ramach zachowan
autonomicznych.

II. Zaobserwowane czynniki motywujace studentow do nauki jezyka obcego
Jako gtowne czynniki motywujace studentéw badani wybrali nastgpujace:
» perspektywa znalezienia dobrej pracy — 32 lektorow (84% badanych);
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» perspektywa wyjazdu za granicg na wakacje — 31 lektorow (82% bada-
nych);

» perspektywa wyjazdu za granice na studia — 27 lektorow (70% badanych);

* znajomos$¢ jezyka potrzebna jest w trakcie studiow (np. w trakcie pisania
pracy licencjackiej/magisterskiej) — 26 lektorow (71% badanych);

» perspektywa awansu w pracy — 25 lektorow (65% badanych);

* che¢ nawigzania kontaktow towarzyskich z obcokrajowcami — 23 lekto-
row (60% badanych).

Do zaobserwowanych wsrod studentdw czynnikow motywujacych lekto-
rzy zaliczyli rOwniez:

» cickawo$¢ jezyka (atrakcyjnos¢ samego faktu jego poznawania);

* cheg¢ czytania literatury w oryginale (odpowiedzi takiej udzielity dwie
osoby);

* che¢ zrozumienia tekstow piosenek;

+ satysfakcje z osigganych postepow;

* che¢ zdania egzaminu jezykowego;

* przydatnos¢ jezyka starozytnego do przeprowadzenia badan komparatyw-
nych przy analizie terminéw naukowych, okreslen specjalistycznych z za-
kresu danej dziedziny;

» posiadanie chtopaka/dziewczyny cudzoziemca/cudzoziemki;

* uznanie ze strony prowadzacego zajecia;

» szacunek lub sympatia do prowadzacego;

* che¢ wyrdzniania si¢ znajomoscig mniej popularnych jezykow (np. greka,
facina, hebrajski);

+ che¢ wykonywania zawodu wymagajacego znajomosci danego jezyka (np.
jezyki starozytne, niezbedne w zawodach zwigzanych z historig sztuki, ar-
chiwistyka, historig kosciota);

III. Technologie informacyjne i komunikacyjne (TIK) jako element wspierajacy
autonomi¢ uczacych si¢

W obszarze wykorzystania technologii informacyjnych i komunikacyj-
nych ankietowani lektorzy w zdecydowanej wickszosci (37 os6b) uznali, iz moga
one by¢ narzedziem pomocnym do wspierania autonomii uczacych sie. Zaden
z ankietowanych nie wyrazit na ten temat opinii negatywnej, a odpowiedz NIE
WIEM wybraty jedynie dwie osoby. Réwniez 37 osob sposrod ankietowanych
zadeklarowato, iz zachgca swoich studentow do wykorzystania TIK w procesie
samodzielnego uczenia si¢. Zdecydowana wigkszos$¢ lektoréw (34 osoby) po-
data, iz wskazuje przydatne strony, dzigki ktérym studenci moga rozwijaé¢ swo-
ja znajomos$¢ jezyka obcego poprzez m.in. rozwigzywanie ¢wiczen, krzyzowek
lub czytanie obcojezycznych tekstow. Podobna liczba ankietowanych (32 oso-
by) proponuje zadania, ktore wymagaja od studentéw poszukiwania informacji
w wirtualnym $wiecie. 26 lektoréw zacheca do korzystania z udostgpnionych
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w sieci materiatow dotgczonych do podrecznikow kursowych, w tym artykulow
oraz pomocniczych platform e-learningowych. Prawie potowa ankietowanych
(18 osob) twierdzi, iz propaguje wsrdod swoich studentow wypowiadanie si¢
w formie pisemnej w jezyku obcym (np. komentowanie artykutow). Zblizona
liczba (17 o0s6b) rozmawia ze swoimi studentami na temat skutecznych dla nich
strategii uczenia si¢ opartego na wykorzystaniu TIK. Tyle samo os6b deklaruje
budowanie swoich kursow w taki sposob, aby studenci musieli poszukiwa¢ infor-
macji w sieci. Ponad jedna czwarta ankietowanych lektorow (10 oséb) zachgca
do korzystania z serwisow spotecznosciowych w celu doskonalenia umiejgtnosci
jezykowych. Niestety zaledwie pig¢ osob zadeklarowato propagowanie pisania
blogdéw w jezyku obcym.

Zestaw gotowych odpowiedzi podanych przez Autorke ankiety zostat
przez lektoréw uzupeliony nastgpujagcymi formami zastosowania TIK:

* korzystanie z ¢wiczen do podrecznika w wersji online;

+ stosowanie aplikacji obcoj¢zycznych w telefonach komoérkowych;

* czytanie obcoj¢zycznej prasy w Internecie;

» zachecanie do gier online, ktore umozliwiajg interaktywne korzystanie
z jezyka obcego;

* korzystanie z elektronicznych zbiorow tekstow na stronach www i z elek-
tronicznych wersji stownikow (w tym np. skanoéw starych stownikow jezy-
ka tacinskiego i greckiego ,,du Cange’a”);

*  webquests.

Mimo iz badania zostaly przeprowadzone na niewielkiej grupie respon-
dentow, uzyskane dane jednoznacznie wskazuja, iz zdecydowana wigkszos$¢ lek-
torow postrzega TIK jako skuteczne narzedzie mozliwe do zastosowania przez
studentow w procesie samodzielnego uczenia si¢. Z informacji udzielonych przez
respondentow wynika, iz nie tylko interesujg si¢ oni wykorzystaniem nowych
technologii w swojej pracy zawodowej, ale rowniez zachgcajg studentow do
ich uzycia, poprzez wskazanie r6znych form korzystania z materiatéw nie tylko
zamieszczonych w sieci, ale takze dostepnych w formie np. ptyt DVD. Warto
jednak zauwazy¢, iz obszarem, ktory zdecydowanie wymaga wigkszego rozpro-
pagowania wsrdd studentow, jest mozliwos¢ tworzenia wypowiedzi pisemnych
w formie zamieszczania komentarzy w sieci lub tez tworzenia blogu. Godny roz-
powszechnienia jest rowniez pomyst webquestu, ktory z uwagi na réznorodnosé
i bogactwo uzytych materiatow zrodtowych oraz stownictwa moze stanowic cie-
kawe wyzwanie nie tylko dla studentow, ale rowniez dla samego lektora.

6. Podsumowanie

Prezentowane badania stanowia cze$¢ szerszej analizy nauczania jezykow ob-
cych na poziomie pierwszego i drugiego cyklu ksztatcenia w szkotach wyzszych
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w warunkach zmieniajgcej si¢ technologicznie rzeczywistosci. Niewatpliwie
pokazuja one zaledwie wycinek zlozonego zagadnienia wykorzystania TIK
w pracy zawodowej lektorow jezyka obcego. Badania glowne, ktore zostang
przeprowadzone, beda mialy na celu m.in. dalsze okreslenie, czy lektorzy uczel-
ni wyzszych posiadajg i rozwijajg swoje umiejetnosci korzystania z TIK, jak
rowniez ustalenie powodow korzystania lub braku wykorzystania TIK w proce-
sie nauczania jezyka obcego. Waznym elementem pracy bedzie okreslenie wy-
zwan, szans oraz problemow zwigzanych z uzyciem TIK w pracy zawodowe;j
i ustalenie mozliwych sposobdw zachecenia lektoréow J2 do wykorzystywania
narzedzi technologicznych poprzez analize ptynacych z tego korzysci. Celem
pracy bedzie rowniez nakreslenie charakterystyki zmian, jakie powinny doko-
na¢ si¢ w programie ksztatcenia lektorow J2, aby — wiasciwie uzywajac do-
stepnych narzedzi — potrafili oni nie tylko wyksztatci¢ wsrod swoich studentow
postawe ciekawosci i checi uczenia si¢ jezyka na studiach, ale pomogli im staé¢
si¢ autonomicznymi jednostkami aktywnie poszukujacymi wiedzy i umiejacy-
mi samodzielnie ja nabywac.
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1. Wprowadzenie

Potrzeba powszechnej znajomosci jezykow obcych nie wymaga obecnie gleb-
szych uzasadnien. Dynamiczny rozwdj naukowo-techniczny, ekonomiczny, kul-
turalny, rozszerzanie si¢ miedzynarodowych kontaktéw gospodarczych, nauko-
wych, kulturalnych i turystycznych wymaga licznych specjalistow oraz szerokich
kregow spolecznych znajacych dobrze jezyki obce.
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Zaprezentowany tekst adresowany jest przede wszystkim do studentow
kierunkéw nielingwistycznych oraz wszystkich podejmujacych trud przyswo-
jenia sobie jezyka obcego. Jego powstanie wynika z przekonania, ze u§wiado-
mienie sobie lingwistycznych podstaw oraz psychologicznych uwarunkowan
procesu przyswajania jezyka obcego, nade wszystko za$ zdanie sobie sprawy
z indywidualnych i spotecznych korzysci wynikajacych ze znajomosci i postugi-
wania si¢ drugim (i kolejnymi) jezykami, wzbudzi u uczacych si¢ stosowng mo-
tywacje, ulatwiajacg im pokonywanie licznych trudnos$ci napotykanych w proce-
sie nabywania jezyka obcego.

W artykule zaprezentowano migdzy innymi badania nad wymienionymi
kwestiami prowadzone w latach 70. XX w., a to dlatego, ze wyniki tych badan
spowodowaly radykalne zmiany w 6wczesnej dydaktyce nauczania jezykoéw ob-
cych, ktore sa w duzej mierze aktualne.

Rozwazania dotyczace uczenia si¢ i nauczania jezyka obcego nalezy roz-
poczac od stwierdzenia, Ze procesy te r6znig si¢ od uczenia si¢ i nauczania innych
przedmiotow. Istotna réznica wynika stad, ze jezyk, ktory w uczeniu si¢ wszyst-
kich przedmiotow stanowi narzedzie, za pomoca ktérego przekazuje si¢ wiedzg,
W procesie opanowywania jezyka obcego sam staje si¢ przedmiotem nauki. Po-
nadto, opanowujac jezyk obcy, uczen musi sobie przyswoic¢ nie tylko wiedz¢ do-
tyczaca struktury nauczanego jezyka, ale takze posiasc¢ zdolnos¢ postugiwania sie
ta strukturg w procesach komunikowania si¢. Inaczej mowiac, musi zdoby¢ kom-
petencje jezykowa (Chomsky, za: Kurcz, 2005), czyli zdolnos¢ (umiejetnos¢) re-
alizowania wszystkich funkcji jezykowych poprzez struktury nauczanego jezyka,
a takze kompetencje komunikacyjng (Hymes, 1980), czyli zdolno$¢ realizowania
tych funkcji zgodnie z normami spotecznymi i kulturowymi obowigzujacymi
w spotecznosci postugujacej si¢ nauczanym jezykiem.

Opanowanie jezyka obcego jest procesem ztozonym i dtugotrwatym. To-
warzyszg mu specyficzne trudno$ci zdeterminowane istotg jezyka jako narzedzia
percepcji rzeczywistosci i ludzkiej komunikacji oraz instrumentu wyrazania
samego siebie. Bardzo istotne w procesie nabywania jezyka obcego jest to, ze
uczen, ktory postuguje si¢ juz jezykiem ojczystym, musi ustawicznie po-
konywaé¢ opor tego ojczystego jezyka, tj. musi przeciwstawiac si¢
samoistnie 1 silnie narzucajacym si¢ jego $wiadomosci strukturom i umiejg¢tno-
$ciom w zakresie jezyka ojczystego. Musi nieustannie przezwyci¢za¢ naturalng
tendencj¢ do percepcji otaczajacej go rzeczywistosci oraz ekspresji samego sie-
bie poprzez struktury jezyka ojczystego po to, aby mdc opanowaé umiejgtnosc
percepcji $wiata i ekspresji samego siebie poprzez struktury jezyka nauczanego.
Tylko pod tym warunkiem dochodzi do faktycznego opanowania jgzyka obcego
jako narzedzia komunikacji, a nie do mechanicznego jedynie wyéwiczenia zbioru
nawykow jezykowych (Bouton, 1972).
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2. Lingwistyczne podstawy uczenia si¢ jezyka obcego

Zgodnie z komunikacyjnym podejsciem do jezyka, ktore glosi, ze glownym
przeznaczeniem j¢zyka jest realizowanie kontaktow migdzy ludzmi, przyjeto, ze
prymarng funkcja jezyka jest funkcja komunikacyjna. Proces nauczania jezyka
obcego zgodnie z tym przekonaniem musi by¢ nauczaniem komunikowania si¢
w tym jezyku, a nie opanowywaniem pewnej liczby struktur jezykowych czy
mechanicznym ¢éwiczeniem jezykowych sprawnosci, ktoérych uczen nie potrafi
pozniej wykorzysta¢ w procesie komunikowania si¢. Jednakze pomiedzy aktami
komunikowania si¢ w jezyku ojczystym oraz obcym zachodzi istotna réznica,
polegajaca na tym, ze podczas realizowania aktu komunikowania si¢ w jezyku
obcym wystepuje rownoczesnie kodowanie tresci w jezyku rodzimym oraz ich
transpozycja na kod obcojezyczny. Jesli te dwa procesy nie sg dostatecznie zauto-
matyzowane, to w komunikacie ustnym wystepuja bledy lub przerwy w termino-
wym nadawaniu i odbieraniu informacji (Markunas, 1993).

Inna r6znica miedzy komunikowaniem si¢ przy uzyciu jezyka ojczystego
1 obcego wynika z faktu mozliwosci wystagpienia rdznic pomiedzy rzeczywi-
sto§cig jezykowa jezyka ojczystego oraz obcego (Markunas, 1993). Jakkol-
wiek rzeczywisto$¢ obiektywna jest taka sama dla jezyka prymarnego i sekun-
darnego, to rzeczywisto$¢ jezykowa, stanowigca transformacj¢ rzeczywistosci
obiektywnej, w przypadku dwu réznych jezykow moze by¢: taka sama, czgscio-
wo taka sama lub tez zupehie rézna. Opanowanie komunikacji obcojezycznej
polega wigc w istocie na wchodzeniu w nowa rzeczywistos¢ jezykowa. Nalezy
takze zwrdci¢ uwage na fakt, ze w procesie komunikowania si¢ nadawca i od-
biorca dokonujg pewnych operacji komunikacyjnych. Przedmiotem tych operacji
sa dwa gltowne rodzaje informacji: dotyczace faktow oraz ustosunkowania si¢
do tych faktow przez uzytkownika jezyka. Zdolnos¢ zakomunikowania swego
stosunku do faktéw wymaga od uczacego si¢ jezyka obcego nie tylko opanowa-
nia kompetencji jezykowej, lecz takze kompetencji komunikacyjnej. Zachodzi
wiec konieczno$¢, aby w toku nauczania jezyka obcego wyksztalci¢ u uczniow
rowniez owa kompetencj¢ komunikacyjng. Zdaniem Antoniego Markunasa pet-
na kompetencja komunikacyjna zawiera w sobie obok kompetencji jezykowe;j
jeszcze co najmniej nastgpujgce dyspozycje: socjolingwistyczng, dyskursywna,
strategiczng, lokucyjng, lingworealioznawczg i cywilizacyjng (Markunas, 1993,
s. 16). W procesie poprawnie przebiegajacej komunikacji jezykowej wymienione
sktadniki kompetencji komunikacyjnej powinny funkcjonowaé w sposdb nieza-
wodny. Opanowanie tak szeroko pojetej kompetencji komunikacyjnej w jezyku
obcym, zwlaszcza poza obszarem postugiwania si¢ tym jezykiem, nie jest fatwe
1 zwigzane jest zazwyczaj ze znacznym wysitkiem ucznia.

Markunas zwraca roéwniez uwage na fakt, ze nauka jezyka obcego ma ce-
chy komunikatywnosci wowczas, gdy operowanie materiatem jezykowym wyni-
ka z potrzeby realizowania konkretnych zadan porozumiewania si¢ w warunkach
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zblizonych do naturalnych. W takich warunkach moéwieniu towarzysza czesto
komponenty paralingwalne, wyrazone przez gesty, mimike, melodig, ton i sitg
glosu, dodatkowy sens wypowiedzi oraz emocje. W procesie nauki jezyka ob-
cego nalezatoby wiec stwarza¢ warunki pozwalajace na uzupelnienie aktu ko-
munikacji realizowanego za posrednictwem srodkow jezykowych o komponenty
paralingwalne.

Powyzej zasygnalizowano pewne, wazniejsze implikacje jezykoznawstwa
wspolczesnego dla dydaktyki jezykoéw obcych. Interesuje nas rowniez to, jakie
implikacje wobec tego przedmiotu wynikaja z psychologii.

3. Psychologiczne implikacje dotyczace uczenia si¢ jezyka obcego

Fakt uwiktania wiedzy jezykowej w szeroki kontekst procesow poznawczych,
spostrzezeniowej i pojeciowe]j percepcji rzeczywistosci spowodowat, ze do-
strzezono potrzebe uwzglednienia szeregu podmiotowych zmiennych determi-
nujacych proces uczenia si¢ jezyka obcego. Postulat tego typu sformutowat juz
T. Todorov w 1966 r.: ,,nalezy postawi¢ w centrum badan podmiot méwiacy,
gdyz to on jest tym, ktéry moze w danym wypadku wypowiedzie¢ lub zrozumie¢
nieskonczong ilo§¢ zdan, ktoérych przedtem nigdy nie styszal” (za: Klis, 1978).
Realizujac postulat Todorova w procesie uczenia si¢ jezyka obcego, zwrdcono
uwage na takie wlasciwo$ci ucznia jak: ogdlna sprawno$¢ procesow poznaw-
czych (spostrzezeniowych oraz myslowych) i sposobow zdobywania, organizo-
wania i przechowywania wiedzy, czyli strategii uczenia si¢, sprawnos¢ procesow
pamieci, zakres ogolnych i specyficznych zdolnosci jezykowych, a takze stylow
poznawczych ucznia (Matczak, 1982), jego motywacji i postaw wobec nauczane-
go jezyka oraz spotecznosci postugujacej sie tym jezykiem, a takze inne jeszcze
cechy osobowosci ucznia (Bouton, 1962; Niebrzydowski, 1972; J. Sylwestro-
wicz, 1976). Ponizej dokonano przegladu wynikow istotniejszych badan w tym
zakresie.

3.1. Zdolnosci jezykowe

Badania zmierzajace do wykrycia specjalnych jezykowych zdolnosci determinu-
jacych proces uczenia si¢ jezyka sa bardzo popularne i prowadzi si¢ je w wielu
krajach $wiata. Jednakze z powodu terminologicznych niescistosci trudno jest
dokona¢ porownan w tym zakresie. Poszczegolni autorzy badan uzywaja bowiem
zamiennie takich terminow jak: zdolnosci, sprawnos$ci, umiejetnosci, zreczno$ci
jezykowe. Czestym kryterium wyodrebniania owych zdolno$ci jezykowych jest
przyjeta przez autora badan struktura wiedzy jezykowej. Zgodnie z tym kryterium
wyrozniane sa zdolno$ci zwiazane z systemem fonologicznym jezyka, stowni-
kiem umystowym, skladnikiem syntaktycznym oraz sktadnikiem kompetencji
komunikatywnej. Teorie kompetencji jezykowej optuja na rzecz jej genetycznych
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uwarunkowan oraz za jej niezaleznos$cig od rozwoju innych zdolno$ci poznaw-
czych. Jako argument potwierdzajacy te druga wlasciwos¢ podaje si¢ fakt, ze
dzieci z glebokim niedorozwojem umystowym potrafig jednak opanowac¢ pewne
umiejetnosci jezykowe w zakresie wszystkich sktadnikéw kompetencji jezyko-
wej — umiejg mianowicie wypowiadac proste zdania. Jednak bardziej zaawanso-
wany rozwo¢j kompetencji jezykowej pozostaje w relacji do ogoélnego poziomu
inteligencji uzytkownika jezyka. Istnieja badania wskazujgce na pozytywna ko-
relacje pomigdzy osiggnieciami w zakresie nauki drugiego jezyka a rozwojem
inteligencji ogodlnej mierzonej testami. Korelacja ta jednak nie jest zbyt silna.
Okazalo si¢ przy tym, ze nie wszystkie zdolnosci jezykowe koreluja dodatnio
z poziomem inteligencji. Zdolnosci socjolingwistyczne na przyklad, mierzone
zdolnoscig komunikowania si¢ w roznych sytuacjach spotecznych, nie pozostaja
w zwigzku z inteligencja ogdlng (Gardner i Lambert, 1965).

Tytutem przyktadu przedstawiam listg zdolno$ci sprzyjajacych opanowa-
niu jezyka obcego zestawiona przez Jankowskiego (1973) na podstawie dokona-
nej analizy literatury przedmiotu:

1) wiedza jezykowa, okreslana jako ogolna znajomos¢ jezyka w zakresie
stownictwa i gramatyki,

2) pamig¢¢ mechaniczna stuchowa, tj. tatwos¢ zapamigtywania brzmienia gto-
sek, wyrazow 1 zwrotow wylacznie poprzez ich powtarzanie,

3) pamig¢ mechaniczna wzrokowa utatwiajgca zapamigtywanie pisowni wy-
razoéw na podstawie samego ich widoku, bez potrzeby kojarzenia ich z wy-
razem podobnym, znaczeniem wyrazu itp.,

4) zdolno$¢ rozrézniania glosek,

5) zdolnos¢ artykulacji, tj. tatwo$¢ wymawiania glosek lub nasladowania ich
brzmienia,

6) latwo$¢ kojarzenia dzwigku z symbolem — przypisania okreslonej tresci
rozpoznanym stuchowo lub wzrokowo wyrazom,

7) zdolno$¢ nasladowania intonacji i rytmu,

8) zdolnos¢ uogodlniania znaczenia, inaczej latwo$¢ przyswajania znaczen
wyrazow, rozgraniczania zakresOw znaczeniowych i porownywania réznic
znaczeniowych,

9) zdolno$¢ uogodlniania konstrukcji jezykowych, tzw. wyczucie grama-
tyczne,

10) wrazliwos¢ na styl,

11) tatwos¢ nazywania pokazywanych przedmiotow,

12) tatwo$¢ znajdowania wyrazéw w stowniku umystowym, inaczej ptynnosé
myslowa, polegajaca na zdolno$ci wymieniania jak najwiekszej liczby wy-
razow z zakresu tego samego jezyka,

13) ptynnos¢ stowna, wyrazajaca si¢ w szybkim odszukiwaniu wyrazow
o okreslonych cechach formalnych,
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14) tatwos¢ wypowiedzi — zdolnos¢ do przytaczania coraz to innych zwrotow
i okre$len na dany temat,
15) zdolno$¢ ustnego wypowiadania si¢, wymagajaca rozbudowanej stylistyki

i bedaca niejako rozwinigciem tatwosci wypowiedzi.

Ciekawy poglad dotyczacy podziatu zdolnosci jezykowych zaprezentowat
J. Cummins (za: Kurcz, 1992). Zdaniem tego autora istnieje pewna pula podsta-
wowych sprawnosci jezykowych wspolnych wszystkim ludziom i niezaleznych
od konkretnego jezyka. Nabycie takiej podstawowej sprawnos$ci jezykowej jest
warunkiem dalszego rozwoju wiedzy jezykowej, ktora dopiero woéwczas moze
dotyczy¢ rowniez konkretnych, odrebnych struktur jezykowych. Hipoteze funk-
cjonowania ogodlnej sprawnosci jezykowej Cummins przeciwstawia odrebnym,
specyficznym sprawnosciom, charakterystycznym dla poszczegoélnych jezykow.
Autor ten zaktada, ze warunkiem skutecznej nauki jezyka obcego jest opanowa-
nie do pewnego poziomu ogodlnej sprawnosci jezykowej w jezyku ojczystym.
Dziecko, ktore nie zdotato jeszcze opanowa¢ w wystarczajacym stopniu ogdlnej
sprawnosci jezykowej, powinno by¢ doksztalcone w tym zakresie w swoim 0j-
czystym jezyku, przed rozpoczeciem nauki drugiego jezyka. Dopiero po osig-
gnigciu dostatecznie wysokiego poziomu w zakresie ogdlnej sprawnosci jezy-
kowej moze ono przystapi¢ do opanowywania drugiego jezyka. Jest to istotna
informacja dla emigrantow, ktorych dzieci nie osiaggnety jeszcze dostatecznie wy-
sokiego poziomu rozwoju ogolnej sprawnosci jezykowej i zostaty poddane nauce
jezyka obowigzujacego w kraju, do ktérego przybyly. Taki sposob nauki moze
uniemozliwia¢ im osiagniecie pelnej dwujezycznosci, a nawet utrudni¢ rozwoj
podstawowych sprawnosci jezykowych w zakresie jezyka ojczystego. Wykrycie
zréznicowanych zdolnosci jezykowych sugeruje, ze u poszczegélnych jedno-
stek beda one wystepowaly w roznych konfiguracjach, osiagajac wyzszy poziom
w zakresie jednych, a nizszy — w zakresie innych uzdolnien. Zatem ludzie r6znig
si¢ miedzy sobg strukturg posiadanych zdolnosci jezykowych. Jednakze o prze-
biegu i efektach uczenia si¢ jezyka obcego decyduja — obok inteligencji ogdlnej
i zdolnosci specyficznych — takze inne wlasciwos$ci ucznia. Do bardziej istotnych
sposrdd nich nalezg motywacja oraz postawy wobec nauczanego jezyka i spote-
czenstwa nim si¢ postugujacego.

3.2. Motywacja i postawy wobec procesu uczenia sie jezyka obcego

Znaczenie motywacji w procesie uczenia si¢ i nauczania jezykow obcych jest za-
gadnieniem wzglednie nowym. Problem ten zostat dostrzezony w zwiazku z ten-
dencjami, jakie pojawily si¢ w psychologii nauczania juz w latach 60. XX w.,
podkreslajacymi znaczenie czynnikéw emocjonalno-motywacyjnych oraz spo-
tecznych w uczeniu si¢ szkolnym (Sylwestrowicz, 1976).

W 1962 r. J.B. Carroll (za: Kli$, 1978) wysunat sugesti¢, Ze uczenie si¢
jezyka obcego jest funkcja trzech whasciwosci ucznia: zdolnosci ogdlnej, inte-
ligencji i motywacji. Autor zakwestionowatl przekonanie, ze kazdy czlowiek
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z tatwoscig moze nauczyc¢ si¢ jezyka obcego, skoro zdotat opanowac jezyk oj-
czysty. Badania nad zdolno$ciami jezykowymi wykazaty indywidualne r6zni-
ce W procesie opanowywania jezyka obcego. Carroll twierdzil, ze wynikaja
one nie tylko ze zréznicowanych zdolnosci jezykowych uczniow, lecz takze
z roznorodnych motywoOw uczenia sig¢, z jakimi uczniowie przystepuja do nauki
jezyka obcego.

Badania eksperymentalne nad znaczeniem motywacji w procesie opa-
nowywania jezyka obcego prowadzone byty gtownie na terenie spoleczenstw
wielonarodowosciowych: Wielkiej Brytanii, Kanady i USA, a wigc ich wyniki
moga mie¢ zastosowanie przede wszystkim w specyficznych warunkach tych
spoteczenstw.

R.C. Gardner i W.E. Lambert (za: Klis, 1979b), w badaniach prowadzo-
nych wsrdd studentéow na terenie Kanady, a nastepnie stanow Luizjana, Maine
i Connecticut w USA oraz na Filipinach, wyr6znili dwa rodzaje motywacji towa-
rzyszacej uczeniu si¢ drugiego jezyka: motywacje¢ instrumentalng oraz integra-
cyjna. Motywacja instrumentalna wynika z dgzenia do odniesienia korzysci oso-
bistych, jakie daje znajomos¢ drugiego jezyka. Jezyk traktowany jest wowczas
jako narzedzie uzyskania tych korzysci, np. opanowania jakiej$ gatezi wiedzy,
zdobycia zawodu, uzyskania pracy.

Motywacji instrumentalnej autorzy przeciwstawili motywacje integra-
cyjng, ktéora ma miejsce wowczas, gdy uczeniu si¢ jezyka obcego towarzyszy
dazenie do stania si¢ czlonkiem nowej grupy spolecznej, che¢ zintegrowania
si¢ z kulturg wyrazong w nauczanym jezyku. Motywacja integracyjna, zdaniem
Gardnera i Lamberta, moze by¢ ksztaltowana poprzez proces modyfikowania si¢
wlasnej tozsamosci ucznia. Jesli motyw dazenia do integracji z nauczanym je-
zykiem i postugujacym si¢ nim spoteczenstwem oraz jego kulturg nie zagraza
wlasnej tozsamosci ucznia, zwigzanej z jego jezykiem ojczystym, to wptywa on
korzystnie na nauke drugiego jezyka. Jesli jednak motyw ten zagraza w jakis spo-
sOb utozsamieniu si¢ ucznia z jego jezykiem ojczystym (np. poprzez fakt wiek-
szej atrakcyjnosci kultury zwigzanej z nauczanym jezykiem), to wowczas motyw
taki moze okaza¢ si¢ niekorzystny i to zarowno w odniesieniu do opanowania
jezyka ojczystego, jak i obcego (sytuacja submersji). Submersja jest to podpo-
rzagdkowanie jednego jezyka drugiemu, zawtadnigcie jednego jezyka przez drugi,
co prowadzi do zubozajacych intelektualnie skutkéw dwujezycznosci dziecigeej
— w odroznieniu od immersji, wptywajacej wzbogacajaco na rozwoj jezyka
dziecka (za: Kurcz, 1992).

Gardner i Lambert okreslili kilka zmiennych motywacyjnych wplywaja-
cych na postgpy w uczeniu si¢ jezyka obcego. Wszystkie mialy charakter spo-
teczny, a mianowicie:

1) srodowisko domowe ucznia przychylne wobec spotecznosci postuguja-
cej si¢ nauczanym jezykiem sprzyja ksztalttowaniu si¢ motywacji inte-
gracyjnej,
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2) ogdlna atmosfera spoteczna w otoczeniu ucznia przychylna spoteczno-
$ci postugujacej si¢ nauczanym jezykiem moze sprzyja¢ budowaniu jego
przychylnej postawy wobec niej,

3) wysokie wyniki na skali anomii oraz postaw autorytaryzmu nie sprzyjaja
rozwojowi motywacji integrujacej oraz postgpom w nauce jezyka,

4) nadmiernie silna tendencja do identyfikowania si¢ z jedng grupa spoteczng
moze hamowac zdolnos¢ opanowania drugiego jezyka,

5) sytuacja krzyzujacych si¢ wplywow kulturowych (np. na Filipinach)
sprzyja tendencjom do opanowania drugiego jezyka i identyfikowania si¢
z druga, nowa grupa spoleczng bez utraty poczucia przynaleznosci do gru-
Py pierwotnej,

6) orientacja na zadanie zwigzane z naukg drugiego jezyka wyplywa z glebo-
kich spotecznych postaw ucznia.

Autorzy wysungli hipotezg, ze cechy osobowosci ucznia, takie jak wyso-
ka samoakceptacja (self-concept) oraz potrzeba ekspresji, sprzyjaja uczeniu si¢
drugiego jezyka.

Rozwazania dotyczace psychologicznej i pedagogicznej roli motywacji
W nauczaniu j¢zyka obcego prowadzil rowniez francuski lingwista Ch. Bouton
w 1972 1. (za: Kli$, 1979a). Obserwujac dorostych stuchaczy L’Ecole Pratique de
L’ Alliance Frangaise, autor doszedt do wniosku, ze r6znorodnos¢ motywow po-
dejmowania nauki jezyka obcego jest tak duza, ze wszelka ich klasyfikacja bytaby
niepetna. Wspolnym czynnikiem, w réznym stopniu zabarwiajagcym motywacje
kazdego ucznia, okazalo si¢ zainteresowanie jezykiem i egzotyka narodu, ktory
si¢ nim postuguje. Przy czym stopien uspolecznienia motywow uczenia si¢ jezy-
ka obcego, zdaniem Boutona, moze by¢ r6zny: emigrant, ktory stoi wobec presji
spotecznej, jest daleko silniej motywowany do opanowania jezyka obcego, niz
stypendysta, ktory tylko przez pewien okres pozostaje w obcym $rodowisku je¢-
zykowym i spotecznym. Stopien opanowania jezyka obcego w takiej sytuacji za-
lezy rowniez od cech osobowosci. Osoby ulegte podlegaja obcojezycznym wpty-
wom tatwiej niz osoby o silnie zintegrowanej osobowosci. Jednakze wymienione
motywy stanowig wg autora zaledwie powierzchni¢ motywacyjng, przykrywa-
jaca istotng i gleboka motywacje uczenia si¢ jezyka obcego. T¢ gleboka moty-
wacje stanowi akceptacja jezyka obcego jako instrumentu mys$le-
nia i komunikowania si¢, co wigze si¢ z zakwestionowaniem,
podaniem w watpliwos¢ swego gitebokiego ,,ja”, swej osobowosci,
zbudowanej przy wykorzystaniu struktur jezyka ojczystego. Zdaniem Boutona
osoby, ktore Igkaja si¢ podswiadomie tej zmiany, odrzucaja nauke nowego spo-
sobu ekspresji swej osobowosci, sposobu podajacego w watpliwos¢ ich dotych-
czasowa, zintegrowana osobowos¢, ktora powstata dzieki jezykowi ojczystemu.
Bouton stwierdza, ze na sformutowanie powyzszego wniosku pozwolity mu wy-
powiedzi jego uczniow. W opisanej sytuacji powstaje pewna ,,blokada psycholo-
giczna”, stanowigca rodzaj trudnej do przezwycig¢zenia ,,negatywnej motywacji”,
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z ktorej istnienia nauczyciele jezyka obcego najczgsciej nie zdaja sobie sprawy.
Tymczasem zadaniem nauczyciela jest uswiadomienie sobie owych ztozonych,
pierwotnych oraz wtornych motywow wystepujacych u uczniow i odpowiednie
wzmacnianie jednych, a ostabianie drugich. Prestiz kulturowy i uniwersalnosc¢
nauczanego jezyka moga utatwi¢ nauczycielowi przezwyci¢zanie negatywnych
motywoOw ucznia i pobudzanie sztucznej, pedagogicznej motywacji. Wytwarza-
nie owej sztucznej pedagogicznej motywacji uczenia si¢ obcego jezyka jest spra-
wa skomplikowang. Autor wysuwa pewne propozycje dotyczace tej kwestii:

1)

2)

3)

4)

5)

Nauczyciel powinien wykorzysta¢ zainteresowanie ucznia nauczanym j¢-
zykiem.

Wykorzystujac upodobanie uczniéw do ,,0siedlania si¢” w nowych struk-
turach, ktore oferuje jezyk obcy, nauczyciel powinien oswoi¢ ucznia z sys-
temem nauczanego jezyka i osadzi¢ go w tym systemie na tyle silnie, by
uczen nie odczuwat potrzeby ciggltego odwotywania si¢ do systemu jezyka
ojczystego. Ma to zapewnic, zdaniem autora, sktonno$¢ ucznia do wyraza-
nia siebie samego — chociaz w sposob powierzchowny — juz w nauczanym
jezyku.

Na etapie oswajania ucznia z systemem nauczanego jezyka nauczyciel po-
winien przywiazywac duza wage do glebokiego, psychologicznego zna-
czenia, jakie ma dla ucznia nabycie drugiego jezyka. Jezeli przyswojenie
drugiego jezyka jest pelne, prowadzi do swego rodzaju §wiadomego i in-
tencjonalnego podwojenia osobowos$ci ucznia. Srodkiem pozwa-
lajacym na wyeliminowanie ,,blokady psychologicznej”, spowodowane;j
doznaniem swoistego podwojenia osobowosci, powinna by¢ odpowiednio
dobrana metoda nauki. Metoda taka ma dostarczy¢ uczniom $rodki do wy-
razania mysli poprzez formy jezykowe coraz to bardziej ztozone, lecz opa-
nowane przez uczniéw tak, aby wprowadzenie nowych form wyrazowych
nie wywotato u nich zaburzen, onie§mielenia, niecheci czy urazow, ktore
moga zaistnie¢ wobec materialu jezykowego trudnego do opanowania.
Nowe trudno$ci moga by¢ pokonane tylko wowczas, gdy uczen przygoto-
wany jest do ich przyjecia.

Motywacja sprzyjajaca przezwyciezeniu wymienionych trudnosci polega
na wywotaniu u ucznia nowej potrzeby ekspresji siebie w taki sposob, aby
zaakceptowatl on kazdorazowo wysilek niezbedny do ich pokonywania.
Nauczyciel musi ustawicznie ustala¢ hierarchi¢ trudnosci elementow jezy-
kowych podawanych do opanowania tak, aby pojawiaty si¢ one w momen-
cie, w ktorym uczen, wspomagany przez nauczyciela, dojrzat psychicznie
do ich akceptacji.

W taki sposéb w odpowiednim czasie powinny by¢ wprowadzone wszyst-
kie elementy nauczanego jezyka. Pozwola one uczniowi na stopniowe
opanowanie jego mechanizméw oraz na znalezienie nowego sposobu eks-
presji wlasnego ,,ja”, swojej osobowosci. Doprowadzi to ucznia do odkry-
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cia nowej motywacji uczenia si¢ obcego jezyka, wynikajacej z satysfakcji

przeformulowania swego dotychczasowego ,,glgbokiego” myslenia, zro-

dzonego ze struktur wlasnego ,,ja” — w nowa form¢ drugiego jezyka.

6) Na tym etapie opanowywania jezyka obcego zrédiem motywacji
staje si¢ wlasnie owo poczucie ,,podwojenia swojej 0so-
bowosci”, przed ktorym wczesniej uczen odczuwat utajony lgk. Ostroz-
ne prowadzenie ucznia przez nauczyciela ma pozwoli¢ na uniknigcie prze-
szkod 1 wstrzgsow zwigzanych z owym poczuciem poszerzenia osobowosci
ucznia. Uczen ma $ledzi¢ swego mistrza i postgpowac za nim, zachowujac
poczucie wewngtrznego bezpieczenstwa — jego utrata definitywnie zubo-
zataby (uniemozliwiala) postepy. Zdaniem Boutona przedstawiona przez
niego koncepcja jest realna pod warunkiem przyjecia, ze prawdziwa zna-
jomos¢ drugiego jezyka oznacza dojscie do owego ,,podwojenia wlasnej
osobowosci”, a nie, jak to ma miejsce w tradycyjnym nauczaniu jezykow
obcych, poprzestanie na opanowaniu mniej czy bardziej przecigtnego, re-
latywnego systemu odpowiednikow jezyka ojczystego. Znajomos$¢ jezyka
zdobyta metoda tradycyjna sprowadza si¢ do umiejetnosci thumaczenia
tekstow, ale nie do ekspresji samego siebie poprzez formy obcego jezyka,
a wlasnie to — zdaniem Boutona — powinno by¢ zadaniem wspotczesnego
nauczyciela jezykow obcych.

Ciekawa 1 stale aktualna koncepcja Boutona dotyczaca ksztaltowania mo-
tywacji uczenia si¢ jezyka obcego wydaje si¢ stuszna z tym zastrzezeniem, ze
zostanie odniesiona do dorostych stuchaczy kurséw jezyka obcego, majacych juz
wyraznie uksztattowang osobowos¢, owo glebokie ,,ja”, na podstawie form jezy-
ka ojczystego. Wydaje si¢ rowniez, ze mozna ja odnies¢ do uczniéw juz zaawan-
sowanych w jakim$ stopniu w znajomosci nauczanego jezyka. Dyskusyjne jest
natomiast zastosowanie tej teorii w sytuacji szkolnego nauczania jgzyka obcego
dzieci i mlodziezy mtodszej, szczegolnie w jego poczatkowym okresie.

Nasuwa si¢ pytanie, w jakim stopniu, w warunkach szkolnych, realizowa-
ny jest taki sposob nauczania obcego jezyka, ktory uwzgledniatby w jakimkol-
wiek zakresie motywy, potrzeby i cechy osobowosci ucznia. W polskiej litera-
turze na znaczenie motywacji w szkolnym nauczaniu jezykow obcych wskazuje
np. Waldemar Marton (1972), ktory wyrdznia dwa typy motywacji: integrujaca
i instrumentalng. Zdaniem autora, w warunkach szkolnego nauczania jezykow
obcych byloby trudno wzbudzi¢ motywacj¢ integrujacg. Dlatego tez waznym
zadaniem nauczyciela jest rozwijanie motywacji instrumentalnej. Z kolei Bogu-
staw A. Jankowski (1973) wyr6znia motywacj¢e wewnetrzng, powstala jako efekt
zadowolenia z wykonywania czynnosci, oraz motywacj¢ zewnetrzng, wynikaja-
cg z korzysci zewngtrznych, jakie mozemy uzyskaé, wykonujac dang czynnosc.
Za bardziej skuteczng autor uwaza motywacj¢ wewnetrzng. W badaniach pro-
wadzonych w latach 70. XX w. przez autorke tego artykutu (Klis 1978, 1979b)
wsrod uczniow szkot podstawowych udato si¢ ustali¢, ze mlodziez rozpoczyna
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nauke jezyka obcego w szkole z pozytywnym nastawieniem i z oczekiwaniem,
ze nabedzie umiejetnosci komunikowania si¢ i porozumiewania si¢ w naucza-
nym jezyku. Uczniowie wyczuwaja, ze istota opanowania j¢zyka obcego polega
na mozliwosci realizowania znanych im juz funkcji jezyka ojczystego poprzez
struktury nauczanego jgzyka. Takie nastawienie stanowilo wlasciwa, wewngtrz-
ng motywacje uczenia si¢ obcego jezyka. Uczniowie przejawiali rowniez inne,
bardziej instrumentalne motywy uczenia si¢, np. che¢ uzyskania pozytywnej oce-
ny z przedmiotu, pochwaly nauczyciela, aprobaty rodzicow itp. Byly to jednak
motywy drugorzedne, wspomagajace wlasciwg motywacje uczenia si¢ drugiego
jezyka. Niestety funkcjonujaca w tamtym czasie ,,aktywna” metoda nauczania
jezykow obcych uniemozliwiata uczniom realizowanie i rozwijanie naturalnych
oczekiwan komunikowania si¢ w nauczanym jezyku. W efekcie wlasciwa moty-
wacja uczenia si¢ jezyka obcego, z jakg przystepowali do nauki, wyraznie zani-
kata w okresie trzech lat. Powodowato to bardzo znikomy przyrost sprawnos$ci
realizowania podstawowych funkcji jezyka — takich jak funkcja referencyjna,
emotywna i poetycka — poprzez struktury jezyka nauczanego oraz zupelny brak
postepow w zdolnosci realizowania takich funkcji jezyka jak funkcja konatywna
i fatyczna (Jakobson, 1976). Oznacza to, ze uczniowie nie rozwingli kompeten-
cji komunikacyjnej w nauczanym jezyku, pomimo ze dazenie do jej rozwinigcia
stanowilo ich motyw wyjsciowy w chwili rozpoczynania nauki drugiego jezy-
ka. Brak satysfakcji z podjetej nauki powodowal zanik wtasciwej motywacji do
uczenia si¢ jezyka obcego i na zasadzie mechanizmu sprze¢zen zwrotnych — brak
przyrostu umiejetnosci postugiwania si¢ nauczanym jezykiem, mimo dobrze roz-
winigtych intelektualnych zdolno$ci badanych uczniéow. Uzyskane wyniki badan
wskazaly na potrzebe zmodyfikowania ,,aktywnej” metody nauczania jezykow
obcych 1 wprowadzenia w toku lekcji sytuacji umozliwiajacych uczniom realizo-
wanie funkcji jezykowych za pomocg struktur nauczanego jezyka (Klis, 1979b).

Obok bezposrednich, pozytywnych i negatywnych oddziatywan motywacji
W procesie uczenia si¢ jezyka obcego, mozna wskazac jej posrednie oddziatywa-
nia poprzez wpltyw na funkcjonowanie pamig¢ci oraz uwagi, odgrywajacych
istotng role w procesie uczenia si¢ obcego jezyka. Uwaga stanowi mechanizm
kontrolny proces6w poznawczych, z kolei to, na co uwaga zostanie skierowana
i jak dtugo bedzie utrzymywana, zalezy od motywacji. Motywacja stanowi row-
niez glowne zrodto pomigci krotkotrwalej oraz pamigci operacyjnej, kontroluja-
cej catoksztatt zachowan jednostki. Dzigki stosownej motywacji przetwarzany
jest wybidrczo materiat istniejacy w pamigci sensorycznej, a takze — za pomoca
specjalnych strategii, np. powtarzania — mozna przekodowa¢ materiat z zasobow
pamigci krotkotrwatej do pamigci dugotrwatej. Ponadto w przypadku zachowan
jezykowych rozrézniamy zachowania kontrolowane (monitorowane) przez uwa-
ge oraz zachowania wolne od takiej kontroli (Kurcz, 1992). W realizacji zacho-
wan wolnych od kontroli uwagi wazng funkcje petni filtr afektywny, ztozony
z postaw 1 motywacji. Taki wlasnie filtr zatrzymujacy, utrudniajacy przyswojenie
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pewnych informacji, moze zaistnie¢ w czasie nauki jezyka obcego. O ile przy-
swajanie pierwszego jezyka przez mate dziecko odbywa si¢ przy optymalnym
stanie motywacji, tj. bez oddzialywania filtru postaw i motywow, o tyle przy-
swajanie jezyka obcego moze napotkac filtr odnoszacy sie do roznych aspektow
jezyka bedacego przedmiotem uczenia si¢. Takim filtrem moze by¢ interferencja
na poziomie fonologicznym, ,,obcy akcent”, ale takze r6znego rodzaju postawy
wobec uzytkownikow nauczanego jezyka lub samej sytuacji uczenia si¢ go.

Tak wigc uczeniu si¢ jezyka obcego moga towarzyszy¢ bardzo roznorodne
motywy, z ktorych wiele ma swoje zrodto w postawach osob uczacych si¢ wobec
jezyka, kultury, grupy spotecznej oraz samego procesu uczenia sig.

Postawa wobec jezyka bardzo czesto determinowana jest postawa wobec
grupy mowiacej tym jezykiem. Ogolnie mozna powiedziec€, ze istnieje tendencja
do dodatniego oceniania cztonkow grupy postugujacych sie jezykiem, ktéremu
przypisuje si¢ wysoki prestiz. Okazuje si¢, ze pozytywne postawy wobec naucza-
nego jezyka oraz zwigzanej z nim kultury sg bardzo istotnym zroédlem motywacji
W procesie opanowywania jezyka.

3.3. Inne cechy indywidualne ucznia determinujgce

proces uczenia si¢ jezyka obcego

Roéznice indywidualne wywieraja wplyw na proces uczenia si¢ jezyka obcego
rowniez w zakresie innych niz wymienione dotychczas cech osobowosci. W psy-
chologii w zaleznosci od tatwosci nawigzywania kontaktow z otoczeniem wy-
réznia si¢ dwa podstawowe typy ludzi: ekstrawertywnych i introwertywnych
(Eysenck i Eysenck, 1985). Ekstrawertycy sa wrazliwi na bodzce $srodowiska,
szybko wypracowuja rozne odruchy, tatwo przyswajaja informacje. Introwertycy
natomiast sktonni sg do kontemplacji, reaguja raczej na pojedyncze bodzce oto-
czenia, a wykonywane przez nich reakcje sg wolniejsze niz u ekstrawertykow.
Badania wykazaty, ze zwigkszenie tempa przekazywania informacji jezykowych
powoduje stosunkowo mato btgdow u ekstrawertykow, natomiast nasila wyste-
powanie niepoprawnych reakcji u introwertykow. Ponadto, ekstrawertycy zapa-
mietujg szybciej nowy materiat, natomiast introwertycy zapamigtujg go wolniej,
ale doktadniej. Takze dwa podstawowe style poznawcze wyrdznione przez
Borysa Bielajewa (1969) rdznicuja sposoéb opanowywania jezyka obcego. Mia-
nowicie uczniowie, ktorych cechuje intuicyjno-zmystowy styl poznaw-
czy, przyswajaja jezyk obcy przede wszystkim droga praktyczna, indukcyjng.
Szybko chwytaja sens nowych wyrazow, positkujg si¢ domystem, unikajg ana-
liz gramatycznych, lubig postugiwac si¢ jezykiem obcym. Uczniowie, ktorych
charakteryzuje racjonalno-logiczny styl poznawczy, preferuja podej-
$cie dedukcyjne w opanowywaniu gramatyki. Przyswajanie jezyka przez takich
uczniow przebiega z duzym trudem i wewngtrznym napigciem. Uczniowie ci
rzadko przetgczaja si¢ na jezyk obcy podswiadomie, maja natomiast sktonnosc¢
do postugiwania si¢ thumaczeniem i technikami dyskursywnymi (Stasiak, 1992).
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Mozna réwniez wymieni¢ te cechy osobowosci, ktore wywierajg wpltyw
na proces uczenia si¢ jezyka obcego w sposob posredni. Naleza do nich m.in.
cechy temperamentu, takie jak zapotrzebowanie na stymulacj¢ bodzcowa,
inaczej: tolerancja na bodzce naptywajace ze srodowiska. U ucznia o niskim za-
potrzebowaniu na stymulacje, okreslona sytuacja zwigzana z uczeniem si¢ jezyka
moze przekracza¢ to zapotrzebowanie i okaza¢ si¢ sytuacja stresowa, podczas
gdy u ucznia o wysokim zapotrzebowaniu na stymulacje¢, ta sama sytuacja moze
miesci¢ si¢ w granicach jego tolerancji na bodzce. Stwierdzono roéwniez zalez-
no$¢ przebiegu i efektdw ucznia si¢ jezyka obcego od przebiegu proceséw pobu-
dzenia i hamownia proceséw nerwowych. Uczniowie, u ktorych dominujg pro-
cesy pobudzenia nerwowego, bywaja czgsto niedoktadni i nierbwni w procesach
uczenia si¢, jednak szybko podejmuja decyzje i niemal od razu realizuja zadania.
Uczniowie z przewaga procesOw hamowania sktonni sg do dziatan rozwinigtych
w czasie, z wydluzong faza ukryta reakcji stownych. Zadania stawiane takim
uczniom winny odpowiada¢ wymogom jednoznaczno$ci i nie sugerowac alter-
natyw. Takze mobilno$¢ zmian procesow hamowania i pobudzenia nerwowego
moze mie¢ wplyw na czynnosci jezykowe. Od niej bowiem zalezy tatwosc¢ przy-
stosowywania si¢ do nowych zadan i form pracy, niekiedy kosztem doktadnosci
i akuratno$ci w produkowaniu odpowiedzi (Stasiak, 1992; Wrona, 1997).

Nie nalezy zapominac i o tym, ze wiek ucznia odgrywa istotng role
W przebiegu procesu uczenia si¢ jezyka obcego. Mtodzi uczniowie (dzieci) maja
wigksza labilno$¢ sytemu nerwowego, wigksza elastyczno$¢ aparatu mowy i fa-
two$¢ tworzenia odruchéw warunkowych. Z wiekiem te sprzyjajace uczeniu si¢
cechy stopniowo zanikajg, natomiast wzrasta doswiadczenie i umiejetnosci ope-
rowania technikami uczenia si¢. Dlatego dzieci ucza si¢ jezyka obcego w sposob
bardziej spontaniczny i odruchowy, dorosli natomiast w sposob swiadomy i zor-
ganizowany (Stasiak, 1992).

Na podstawie dokonanego przegladu czynnikow determinujacych prze-
bieg procesu uczenia si¢ jezyka obcego mozna stwierdzi¢, ze jest on ztozony
i wielorako uwarunkowany. Z badan Marii Kli§ (1991) nad uwarunkowaniami
procesu rozumienia tekstu prezentowanego w jezyku ojczystym ucznia wynika,
ze jest to proces uwarunkowany wieloma zmiennymi indywidualnymi, zard6wno
intelektualnymi, jak i motywacyjno-temperamentalnymi, ktore determinujg pro-
ces rozumienia nie tylko w sposéb niezalezny od siebie, ale wchodza rowniez
w réznorodne wzajemne interakcje i oddziatywaja przez nie na przebieg i efek-
ty procesu rozumienia tekstu. Mozna przypuszczaé, ze ztozonos¢ oddzialywan
zmiennych podmiotowych oraz sytuacyjnych w procesie uczenia si¢ jezyka ob-
cego jest daleko wigksza niz w kontaktach z materiatem jezyka ojczystego.

Fakt, Ze ztozony proces opanowywania jezyka obcego przebiega w rozny
sposob u poszczegodlnych ucznidw, naktada na nauczajacych obowigzek modyfi-
kowania metod i sposobow nauczania — jesli nie w stosunku do kazdego ucznia,
to przynajmniej w stosunku do grup uczniéow charakteryzujacych sie¢ podobng
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strukturg umystowg oraz podobnymi cechami osobowosci. W zaleznosci od do-
minujacych cech osobowosciowych kazdego ucznia nalezatoby ustali¢ dla niego
najbardziej skuteczne sposoby, formy i techniki aktywizacji nauczanego jezyka.
Wymaga to oczywiscie umiejetnosci uprzedniego rozpoznania indywidualnych
cech, zdolnos$ci, mozliwosci, preferencji i postaw poszczegolnych uczniow. Wia-
$ciwe rozeznanie w tym zakresie winno stanowi¢ punkt wyjscia doboru najsku-
teczniejszych technik i metod nauczania jezyka obcego (Snow, 2005).

4. Korzysci wynikajace z uczenia si¢ jezykow obcych

Z przedstawionych rozwazan wynika jednoznacznie, ze proces uczenia si¢ jezyka
obcego nie jest dla ucznia tatwym zadaniem, przeciwnie — moze mu przysparzaé
pewnych ktopotow. Wydaje si¢ wiec czyms$ naturalnym, ze uczniowie — zwiasz-
cza starsza mtodziez i doro$li — oczekuja, ze wysitek zwigzany z opanowaniem
obcego jezyka przyniesie okre§lone korzysci.

Jakie to moga by¢ korzysci? Obok szerokich korzy$ci ogdlnospo-
tecznych nalezy wymieni¢ przynajmniej niektore istotne korzysci indywi-
dualne bedace efektem uczenia si¢ jezyka obcego. Sa to zmiany pierwotne oraz
wtorne, przynoszace uczniowi korzysci wewnetrzne i zewnetrzne. Do korzy-
$ci wewnetrznych zaliczy¢ mozna: poszerzenie horyzontow poznawczych
ucznia, wzbogacenie go o nowe, szersze spojrzenie na $wiat, a przez to lepszy
wglad w samego siebie, a takze wyksztalcenie — tak niezbednych obecnie — po-
staw tolerancji wobec przedstawicieli ro6znych narodow i spoleczenstw. Wiemy,
ze jezyk jest narzedziem mowy i myslenia, zatem opanowanie obcego jezyka
poszerza i doskonali nasz jezykowy instrument my$lenia i komunikowania sig.
W jezyku odzwierciedlaja si¢ réznorodne wzorce kulturowe — zatem opanowu-
jac nowe pojecia i struktury jezykowe, typowe dla innych, nieznanych kultur,
uczen zyskuje pewna plastycznos$¢ psychiczng, niezbedna w procesie adapto-
wania si¢ do szybkich zmian wspotczesnego swiata. G. Jarwis (za: Kli§, 1978)
twierdzi, ze nauka drugiego jezyka przygotowuje do przezywania wstrzasow
zwigzanych z szybkimi przeobrazeniami §wiata i uczy stawiania czota czemus
nowemu i nieznanemu.

Obok ogdlnej plastycznos$ci psychicznej uczenie si¢ jezyka ob-
cego rozwija rowniez swoistg ptynnos¢ intelektualna ucznia. Treffinger
i Gowan (za: Kli$, 1978) w teScie myslenia dywergencyjnego — oryginalnego
i tworczego — stwierdzili u studiujacych jezyki obce wyzsze wyniki (w sposob
istotny statystycznie) niz u studentow innych przedmiotow.

Uczenie si¢ jezyka obcego rozwija takze pewna systematycznos¢
i dyscypling wewnegtrzng, wymaga bowiem systematycznego wysitku
i ciaglych staran ze strony ucznia. Jezyk musi by¢ ¢wiczony w sposob ciagly,
nie mozna poprzestaé w procesie jego opanowywania na raz zdobytych informa-
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cjach. Warunkiem powodzenia w nauce jezyka obcego jest systematyczne uzy-
skiwanie perfekcji w zakresie kolejnych drobnych sprawnosci.

Wreszcie uczenie si¢ j¢zyka obcego wymaga zaakceptowania catkiem no-
wych metod nauki i mys$lenia w drugim jezyku — r6zni si¢ bowiem od przyswa-
jania jakichkolwiek innych przedmiotéw. Aktywizacja nowych metod opanowy-
wania jezyka moze utatwi¢ uczenie si¢ innych dyscyplin wiedzy. K. Chastain
(Kli$, 1978) poréwnatl ogolne postepy studentow uniwersytetu i stwierdzit, ze
studenci filologii obcej mieli wyzsze $rednie ocen z roznych przedmiotow ani-
zeli studenci innych kierunkow (przy tym samym poziomie inteligencji ogolne;j
badanych).

Nowsze badania wskazuja na jeszcze jednag, niezwykle istotng korzys¢ wy-
nikajaca z uczenia si¢ i postugiwania si¢ jezykiem obcym. Badania z zakresu
neurokognitywistyki wykazuja, ze osoby dwuj¢zyczne maja wicksze
zageszczenie neurondw w dolnej czesci kory ciemieniowej lewej potkuli
mozgu. A zatem oba jezyki, ktorymi wlada taka osoba, zlokalizowane sg w tym
samym obszarze méozgu. Okazuje si¢ w zwigzku z tym, ze u 0s6b dwujezycznych
rozmowa prowadzona w jednym tylko jezyku powoduje uaktywnienie obszaru
moézgu odpowiedzialnego za funkcjonowanie obydwu jezykow. Zwigksza to po-
ziom aktywnosci mézgu. Co wigcej, badania np. Ellen Bialystok (za: Mielcarek,
2014) wykazaty, ze nauka jezyka obcego powoduje op6znienie wystapie-
nia otgpienia starczego czy chordob neurodegeneracyjnych, ta-
kich jak choroba Alzheimera, i to az o cztery lata. Warto zatem podejmowac trud
opanowania i postugiwania si¢ jezykiem obcym.

Korzys$ci zewngtrzne wynikajace z nauki jezyka obcego to s3 te,
ktore uczen moze osiaggna¢ dzicki wykorzystaniu omowionych ,,zdobyczy” we-
wnetrznych. Moga one przejawia¢ si¢ w ulatwieniu nauki innych przedmiotow,
fatwiejszym nawigzywaniu kontaktéw spotecznych, zdolnosci doceniania innych
kultur i rozumienia réznic pomi¢dzy kulturami i spoteczenstwami. Korzysci te
moga by¢ realizowane w roznych aspektach zycia spotecznego: dla potrzeb na-
uki, polityki, handlu, turystyki i wielu innych dziedzin.

Bardzo czesto uczniowie nie sg $wiadomi wszystkich tych efektow i ko-
rzy$ci. By¢ moze jest to jeden z powodow stosunkowo stabych wynikow szkol-
nego nauczania jezykow obcych. Wydaje sig, ze istotng przyczyna hamujaca
usprawnienie nauczania jezykoéw obcych jest tez m.in. brak dostatecznie glebo-
kiego poznania przez ucznidw obszarow rzeczywistosci jezykowej i pozajezyko-
wej stanowigcych istotne aspekty racjonalnej nauki jezykow obcych.

5. Podsumowanie

Zaprezentowane rozwazania uswiadamiaja nam ztozono$¢, specyfike, a takze
lingwistyczne i psychologiczne uwarunkowania procesu opanowywania jezyka
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obcego. Wskazujg tez na donioste korzysci natury osobistej i spotecznej wyni-
kajace z samego procesu uczenia si¢ jezyka obcego, jak tez poprawnego jego
opanowania i postugiwania si¢ nim. Na szczeg6lng uwage zastuguje to, ze petne
przyswojenie sobie jezyka obcego prowadzi do swoistego podwojenia osobowo-
$ci uczacego si¢. Jezyk obcy staje si¢ wtedy dodatkowym instrumentem naszego
myslenia, komunikowania si¢, poznawania §wiata. Nie bez znaczenia jest row-
niez fakt, Ze uczenie si¢ i postugiwanie si¢ jezykiem obcym moze opdzniac pro-
cesy psychicznego starzenia si¢ i wystegpowania choréb neurodegeneracyjnych.
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CLOSING SHUT AN OPEN FORM:
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Forma otwarta i jej domkniecia. Polskie przeklady poezji W.S. Merwina

Cho¢ W.S. Merwin uchodzi za jednego z najwybitniejszych autoréw amerykanskiej po-
ezji wspolczesnej, a jego tworczos¢ towarzyszy czytelnikom od ponad szesédziesigciu
lat, pierwszy wybor jego wierszy, Imig powietrza, ukazal si¢ na polskim rynku ksiggar-
skim dopiero w 2013 r., gdy autor otrzymal Miedzynarodowa Nagrode Literacka im.
Zbigniewa Herberta. W artykule przedstawiam wcze$niejsze, pionierskie przektady wier-
szy Merwina, publikowane w polskich czasopismach i antologiach poezji. Omawiam
odmienne strategie, po jakie siggneli pierwsi thumacze Merwina: Piotr Sommer, Zofia
Prele, Tadeusz Rybowski, Julia Hartwig, Krzysztof Boczkowski, Grzegorz Musial, Cze-
staw Mitosz i Pawel Marcinkiewicz, zeby przyblizy¢ polskim odbiorcom jego pisarstwo.
Stowa kluczowe: poezja amerykanska, przektad, W.S. Merwin

1. Introduction

One of the most eminent contemporary American poets, W.S. Merwin has au-
thored over thirty books of verse and contributed to twenty-five volumes of trans-
lations in his career spanning over six decades. And yet despite his prolificacy
and international renown, he long remained unknown to the Polish audience, with
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only a few dozen texts dispersed among journals and anthologies of American
verse in translation.'

The Zbigniew Herbert International Literary Award conferred on the poet
in June 2013 allowed him to make his mark on the Polish literary scene, with
his first individual collection published to honour the occasion (/mi¢ powietrza,
2013). The editorial works on this volume offered a good opportunity to take
stock of the existing renderings of his works, examining the translation policies
they evinced and translation strategies they revealed. The following chapter sum-
marises these literary critical findings, discussing the ways Piotr Sommer, Zofia
Prele, Tadeusz Rybowski, Krzysztof Boczkowski, Julia Hartwig and Czestaw
Mitosz envisaged Merwin’s poetics in their pioneering translations, dispersed
among journals, anthologies and magazines long before the publication of the
book.

2. W.S. Merwin’s poetics

William Stanley Merwin was born in New York City in 1927 as a son of a Pres-
byterian minister. He received a scholarship at Princeton University, where he
studied poetry and Romance languages. After graduation, he moved to Europe,
where he supported himself as a private tutor and translator. A Mask for Janus, his
poetic debut published in 1952, reflected his enchantment with traditional forms
inspired by classical and medieval models, which preoccupied him as a transla-
tor. The book contained odes, ballads, sestinas and carols, critically acclaimed for
their technical dexterity.?

In 1956 Merwin came back to America and his next two volumes, Green
with Beasts (1956) and The Drunk in the Furnace (1960), returned to Ameri-
can themes and poetic idiom. The former book remained formally intricate, but
revealed Merwin’s growing interest in irregular metric and introspection.* The
latter showed an evolution of a new style, characteristic of his mature work. The
poet began to adopt “loosened blank verse metric”, which “moves the lines along
irregular, but subtly controlled rhythm” (Gross, 1970, p. 97). Thus Merwin’s sig-
nature “open form” started to take shape.

He returned to Europe, where he published his fourth book of verse, The
Moving Target (1963). Tainted with a dark vision of human history, it demon-
strates an evolution of Merwin’s speech-like idiom, “imitating the awkward

' According to Karolina Kopczyfiska’s library research, by the year 2013 forty-two poems and two

prose passages by W.S. Merwin had been officially published in Polish translation. Among them, twenty derived
from Merwin’s most famous collection, The Lice (1967). A detailed overview of these will be presented in sec-
tion 2.1 below.

Available at: http://www.poetryfoundation.org/poems-and-poets/poets/detail/w-s-merwin (Ac-
cessed 23.08.2016).

3 Available at: https://www.poets.org/poetsorg/poet/w-s-merwin (Accessed 23.08.2016).
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phrasing, distorted syntax, irregular rhythms of the inarticulate” (Stepancheyv,
1965, pp. 118-119). The metre becomes patchy; it is often broken with line-stops,
interspersed with moments of silence (Gross, 1970, p. 100).

In 1967 the apocalyptic tension reached its peak in Merwin’s influential
volume, The Lice. Written in response to the Vietnam War, the book explored
themes of imminent human self-destruction, and the looming extermination of
plant and animal species, endangered by man’s blind arrogance and greed. As
Edward Hirsch remarked, The Lice was characterised by “ruthless authenticity,
the stark, stripped down style and prophetic feeling, the utter seriousness and
desperate sense of a coming extinction” (Hirsch, 2013, p. 120). The poet finally
eschewed punctuation, opening the lines to multiple interpretations. Each verse
resembled a heavy bundle of thought, suspended in empty space.

In 1970 The Carrier of Ladders followed, awarded with the first Pulitzer
Prize in Merwin’s career. The volume resumed the theme of human destructive
ambition, exemplified by the history of American Frontier. Merwin allegedly do-
nated the prize money to support the draft resistance movement.*

His deep pacifist and environmental involvement led him to move to Ha-
waii in 1976 to study Zen Buddhism and restore the forest surrounding his self-
designed home. On nineteen acres of land he planted eight hundred species of
palm trees and other plants endangered with extinction, physically tending to the
preserve.’ His later books of poetry reflect this immersion in the natural world.
These include amongst other The Compass Flower (1977), Opening the Hand
(1983), and The Rain in the Trees (1988), followed by another European volume,
Vixen (1996). With time, Merwin’s moral detachment from humanity gave way
to contemplative unity with the natural environment. As Edward Hirsch remarked
(Hirsch, 2013, p. 121),

his poetry took on the character of a rescue operation. All of his subsequent work is alive
with the sound of rain in the trees, with forgotten springs, with animals in the forest, with
dark nights and bright days, with the air itself. It is powered by the recognition of our all-
important connection to the natural world.

In 2005 Migration: New and Selected Poems appeared to commemorate
more than half a century of Merwin’s creative career. The collection received
the National Book Award. His more recent volume, The Shadow of Sirius (2008)
won him another Pulitzer Prize for poetry. Other important distinctions include
the PEN Translation Prize and the title of the Library of Congress’s seventeenth
Poet Laureate Consultant in Poetry.°

4 Available at: https://www.poetryfoundation.org/poems-and-poets/poets/detail/w-s-merwin (Ac-

cessed 23.08.2016).

5

Cf. http://www.merwinconservancy.org (Accessed 23.08.2016).

¢ Available at: https://www.poets.org/poetsorg/poet/w-s-merwin (Accessed 23.08.2016).
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2.1. Merwin’s open form

Spanning six decades, Merwin’s work documents his ideological and artistic
evolution. As for the former, starting with early reflections on art and myth, his
works have shown growing concern with the external world, visible first in his
zoomed-in human portraits and then in panoramic views of men exterminating
themselves, destroying the Nature and losing their Culture. A writer at war with
humanity, Merwin gradually turned into a writer at peace with the environment.
What has remained changeless since the 1970s, however, is his involvement in
deep ecology movement. Most of his works reveal an egoless, anti-humanist per-
spective and express conviction that cruel, overambitious humans are “no better”
than grass. The only thing they can do to gain self-understanding is contemplat-
ing the nature (Lazer, 1982, p. 277).

Merwin’s poetics has reflected these shifting interests. Contrived artistry of
his early texts gave way to controlled spontaneity of free verse, which he has per-
fected since the early 1960s. “Punctuation nails the poem down on the page,” he
wrote. “When you don’t use it, the poem becomes more a thing in itself, at once
more transparent and more actual” (quoted after Hix, 1997, p. 16). Merwin called
this unpunctuated free verse an open form. He understood it as “the setting down
of a way of hearing how poetry happens in words ... a testimony of the way of
hearing how life happens in time” (Merwin, 1982a, p. 305). According to Hirsch,
the form evolved out of Merwin’s belief that poetry is much closer to the spoken
word than prose. Hence, in his poetry he aimed at the “movement and lightness”
of speech (Hirsch, 2013, p. 121). Jay Parini described the poet’s mature style as
“his own kind of free verse,” in which image is layered upon image, “allowing
the lines to hang in space, largely without punctuation, without rhymes, with
a kind of graceful urgency” (Parini, 2009).

3. Merwin in translation

Speech-like and ambiguous, Merwin’s open form evoked diverse responses among
his Polish translators. Each understood differently “how poetry happens in words”
and each established an individual canon of texts worth presenting to domestic
audience. According to Karolina Kopczynska’s library research, by the year 2013
forty-two of Merwin’s poems and two prose passages had been officially published
in Polish translation. Half of them came from his early volume, The Lice (1967), to
be rendered more than once by different authors. Apparently, the most dystopian of
Merwin’s collections was also most attractive for his Polish interpreters.

3.1. Piotr Sommer’s true grit

The first translator to introduce the Polish readers to Merwin’s poetry was Piotr
Sommer. In 1976 he selected three pieces to appear in the literary journal Litera-
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tura na Swiecie, each presenting a different aspect of Merwin’s work. “Grand-
father in the Old Man’s Home” is a bitter family portrait; “The Room” captures
a disturbing, metaphysical inscape and “The City” is a snapshot of modern ur-
ban life with its inhumanity and franticness.” Sommer’s textual and translational
choices reveal his artistic agenda. His Merwin speaks with a strong, contempo-
rary voice, adept at both observation and introspection.

In his interpretation of “The Room,” Sommer brings to the fore the con-
crete and the colloquial. The poem maps human spiritual experience on a topog-
raphy of a living space (Merwin, 2012, p. 129, my emphasis):

1 think all this is somewhere in myself
The cold room unlit before dawn
Containing a stillness such as attends death

Sommer renders the image equally tangible, but slightly more specific. He
presents the room as “unlit” and filled with “quiet” rather than “motionlessness,”
the original concept of stillness being ambiguous (Pokoj, 1976, p. 200):

Mysle ze to wszystko jest gdzie§ we mnie
Zimny pokdj nieo§wietlony przed zmrokiem (sic)
Mieszczacy w sobie cisze jaka towarzyszy smierci

This stress on concretization and specificity is also visible in the consecu-
tive lines:

And from a corner the sounds of a small bird trying
From time to time to fly a few beats in the dark

In Sommer’s rendition, the vague “sounds of a small bird” are explicated
as “wriggly movements of a young bird” and the ambiguous beats (which may
indeed be produced by the bird’s wings) are spelled out as “pulse beats:”

Z kata dobiega szamotanina mtodego ptaka ktory co jaki$ czas
Probuje przefrunaé w ciemnosci kilka uderzen tetna

Apart from their conceptual import, these choices contribute to the hard-
bitten, matter-of-fact tone of the Polish poem. Szamotanina defies the ornitholog-
ical stereotypes known from lyrical poetry. The emphasis on bird’s youth helps
avoid sentimental diminutive forms, which might have been used to stress its
smallness. The metonymic image of “pulse beats” (uderzenia tetna) anatomises
the conventional image of a “heartbeat” (uderzenia serca).

Sommer’s intention to present Merwin as tough, engaging and highly un-
poetic is especially visible in his translation of “Grandfather in the Old Men’s

7 The texts appeared in Drunk in the Furnace (1960), The Lice (1967) and The Compass Flower
(1977), respectively.
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Home”, a bitter autobiographical portrayal of the poet’s booze-loving relative and
his wife, a fundamentalist Methodist (Hix, 1997, pp. 109-110). Although the text
retains punctuation, it already demonstrates Merwin’s preoccupation with spoken
idiom. Sommer brings this spokenness to the fore; he endows the subject with
a powerful voice and capitalizes on the potential of Polish colloquial structures
and idioms. Indeed, in the revised version published in 1992, the translator still
sharpens the idiomaticity of his rendition, as is his usual practice (Jarniewicz,
2012, p. 50). To provide a few examples of this tendency, let us consider the
opening of the poem: an image of the senile man, visited by his relatives (Mer-
win, 2012, p. 67):

Gentle at last, and as clean as ever,
He did not even need drink any more,
And his good sons unbent ...

Sommer repaints the image retaining the speech-like fluency of the origi-
nal (Dziadek w domu starcow, 1976, p. 198):

Na koniec pogodny, i jak zawsze czysty,
Nie potrzebowat juz nawet wigcej pié,
A jego dobrzy synowie poczuli si¢ luznie;j ...

Yet in the revised edition, he still lowers the register, which now seems
to surpass the colloquialism of the original. The act of drinking is presented in
a more idiomatic fashion as “hitting the bottle,” the sons are ironically diminutiv-
ised as “sonnies” (synkowie) and the way they feel is colloquially described as “a
tad more relaxed” (Dziadek w domu starcow, 1992, p. 327).

Na koniec tagodny, czystszy niz kiedykolwiek,
Nie potrzebowat nawet ciggngc wigcej z butli,
A dobrzy synkowie poczuli si¢ ciut luzniej...

Similarly, the poem’s final — and equally unsentimental — lines describing
the grandfather’s demise become even more cynical in Sommer’s rendition. The
original reads as follows:

While the children they both had begotten,
With old faces now, but themselves shrunken
To child-size again, stood ranged at her side,
Beating their little Bibles till he died.

Interestingly, the 1976 version portrays the grandfather’s children as
“shrunken:”

Podczas gdy dzieci z nich zrodzone,
O twarzach starych juz, lecz skurczone na powrot
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Do rozmiaréw dziecka, stangty przy niej rzedem,
Ttukgc w swe mate Biblie az mu si¢ umario.

The 1992 revision, by contrast, presents the grandparents as “shrunken”
and their offspring as endowed with “old faces:”

— oboje juz skurczyli si¢ na powrot

do rozmiaréw dziecka — a dzieci z nich poczete,
o twarzach starych juz, stangty przy niej rzedem,
miedlgc swe mate Biblie az mu si¢ umario.

Regardless of these conflicting interpretations, which remind us of Mer-
win’s penchant for syntactic ambiguity,® both translations cleverly caricature the
image of the old man’s death and his family’s religiousness. In both versions,
Sommer uses the non-standard reflexive form of the verb “to die” (umrzec) with
the dative object: az mu si¢ umarto (literally “until he died on himself”) rath-
er than the standard non-reflexive form with the nominative subject — az umart
(“until he died”). This connotes incidentalness and nonvolitionality of the event,
de-romanticising its portrayal in Polish. Similarly, the translator presents children
“beating their little Bibles”, as literally “crumpling” the books (miedlgc swe mate
biblie), which further illustrates his colloquialising strategy.

3.2. Zofia Prele and Tadeusz Rybowski’s prosaism

The next sample of Merwin’s poetry, this time much richer, appeared in the same
literary journal ten years later, in 1987. It presented a selection of poems, pre-
dominantly from the apocalyptic volume The Lice, rendered into Polish by two
authors: Zofia Prele and Tadeusz Rybowski. Probably influenced by Sommer’s
early choices, both translators opted for understated, source-oriented solutions,
allowing Merwin to retain the transparency and simplicity of the spoken word.

Zofia Prele selected a wider variety of poems for the journal. These in-
cluded “When I Came to Colchis” from The Dancing Bears (1954), a text quite
traditional in form, reminiscent of Merwin’s early classical fascinations. She also
included in her selection Merwin’s “Spring” from The Moving Target (1963) —
a rather perplexing poem with Native-American motifs. The remaining texts, i.e.,
“The Widow”, “Dusk in Winter” and “Gods” were taken from the dystopian vol-
ume The Lice, so popular among Polish translators.

Prele attempted to retain the original low register, giving her renditions
speech-like quality. She made unsophisticated lexical choices and overused de-
monstrative pronouns to achieve the effect of plainness. Let us consider a few
examples. In “Spring”, the speaker sets out on a metaphorical journey (Merwin,
2012, p. 108):

8 Another interpretation, the most likely one, would indeed picture the grandparents as endowed
“With old faces now, but themselves shrunken / To child-size again”.
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1 take down from the door

My story with the holes

For the arms the face and the vitals

I take down the sights from the mantel
I’m going to my uncle the honest one
Who stole me the horse in the good cause

In Prele’s rendition, the speaker expresses his thoughts in a prosaic, infor-
mal style (Wiosna, 1987, p. 512):

Ja zdejmuje z drzwi

Opowies¢ petng dziur

Co mi ostoni twarz i meskosé
Zabieram widoczki znad kominka
Ruszam do wuja tego poczciwca

Co w zboznym celu ukradt mi konia

She consistently uses the informal relative pronoun co (‘that”) instead of
ktory/a/e (“which/who”) to de-poeticise her version (co mi ostoni twarz i meskos¢;,
co w zboznym celu ukradl mi konia), she also employs colloquial lexical choices,
portraying the uncle as “that good chap” (fego poczciwca) and “the sights” as
“little views” (widoczki), diminutivised and hence deliberately clichéd in Polish.
Like the previous text, this poem also demonstrates the ambiguity of Merwin’s
open form. The metaphorical image of the coat-like story, taken down from the
door, “with the holes / for the arms the face and the vitals” can indeed be under-
stood as designed to protect or to expose the mentioned parts of the body. Prele
chooses the former interpretation, further specifying “the vitals” as “manhood” or
“organs,” which adds to the informal tone of the poem.

Another illustration of Prele’s prosaic strategy is her rendition of the fa-
mous “Dusk in Winter,” coming from the same volume. The mid-apocalyptic
landscape is portrayed with an appalling impassive acceptance and conveyed
with speech-like plainness (Merwin, 2012, p. 129):

The sun sets in the cold without friends [...]
It goes down believing in nothing

Prele retains this simplicity. Her lexical choices remain either neutral or
colloquial and the syntactic choices follow the cadences of spoken Polish (Zmi-
erzch w zimie, 1987, p. 515):

Stonce zachodzi w tym zimnie bez przyjaciot [...]
Schodzi w dot nie wierzgc w nic

As we can observe, the demonstrative pronoun w tym zimnie (“in this
cold”) allows her to enhance the prosaicism of her translation. The poem closes
with a description of the landscape after sunset:
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When it has gone I hear the stream running after it
It has brought its flute it is a long way

The personification of the stream may evoke obvious lyrical associations.
Prele avoids these by describing “the long way” with a colloquial idiom kawat
drogi (“it’s a world away”):

Po jego odejsciu stysze gonigcy je strumien
To kawal drogi zabrat ze sobgq flet

Thus, the translator avoids obvious “poeticism” and elevation of style, al-
though the aesthetic effect she achieves seems deliberately makeshift and unpol-
ished.

The former cannot be said of her co-translator, Tadeusz Rybowski, who
presented his renditions of W.S. Merwin’s poetry on two occasions: first, along-
side Prele in the 1987 issue of Literatura na Swiecie and then, eleven years later,
in the literary magazine Gosciniec sztuki. The earlier publication seems to be in
tune with Zofia Prele’s stylistic choices, which suggests a consistent editorial pol-
icy on the part of the journal. The texts rendered by Rybowski: “Asians Dying,”
“Looking for Mushrooms at Sunrise,” “For the Anniversary of My Death”, “De-
cember Among the Vanished,” “Caesar,” “It’s March,” “Come Back,” “Watchers”
are some of the most eminent and representative excerpts of The Lice volume,
evocative of Merwin’s political and environmental disillusionment, reflected in
his “poetics of Nothing.” Like Prele, Rybowski retains the prosaic speech-like
flow in his translations and, like his colleague, he believes in the de-poeticising
power of demonstrative pronouns. For instance, in “The Asians Dying” Mer-
win describes the post-military landscape in the following way (Merwin, 2012,
p. 134):

The ash the great walker follows the possessors [...]
The dead go away like bruises

The blood vanishes into the poisoned farmlands
Pain the horizon

Remains

What strikes the reader in Rybowski’s rendition is exactly the marked pres-
ence of demonstrative pronouns, italicized in the quotation below (Umierajgcy
Azjaci, 1987, pp. 505-506):

Popidt ten wielki wedrowiec podaza za zdobywcami
Zmarli ging jak since

I krew wsiagka w zatrute pola

Zostaje bol

Ten horyzont

Nad glowa kotysza si¢ pory roku

To papierowe dzwony
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Interestingly, Rybowski radically changed his approach to Merwin’s po-
etics while preparing the second selection of his texts in 1998. He decided to
balance the apocalyptic visions presented in Literatura na Swiecie with more af-
firmative poems, such as “Living Together,” “Green Island” or “Turning to You”
from the volume Finding the Islands (1982). What they all have in common is
a certain erotic lyricism. Rybowski responds to it on a sentimental note, mak-
ing ample use of elevated stylistic choices, such as contracted forms of personal
pronouns and inversions. This can be perhaps best illustrated with a short frag-
ment of the “Green Island,” which reflects Merwin’s interest in Japanese poetry
(Merwin, 1982b):

The rain gives way to clear
night and you draw
me to you in the cool daybreak

I want you to be
the smell of the bed
and the fingers of the day

In his rendition (Zielona wyspa, 1998, pp. 39-40), Rybowski resorts to
lexical choices connoting poeticism, such as brzask (literary, “daybreak’) or
pragngd (literary, “to wish”) (Jarniewicz, 2012, p. 40):

Deszcz ustegpuje miejsca jasnej
Nocy a ty przyciagasz mnie
Do siebie o chtodnym brzasku

Pragne bys byta
Zapachem tozka
I palcami dnia

He also willingly repeats contracted possessive forms: “Ten sam blask
stonca ... na twej mokrej skorze” (“The same sunlight ... on your wet skin”); “W
twoim glosie deszcz / Odnajduje swg droge ku strumieniowi” (“In your voice the
rain / is finding its way to the stream”). This shows a clear drive on the part of
Tadeusz Rybowski towards “redesigning” the image of W.S. Merwin to appeal
to a more conservative and traditionally-minded readership, quite contrary to his
previous efforts demonstrated in Literatura na Swiecie.

3.3. Julia Hartwig’s dark oracle

The idiomaticity of Piotr Sommer and prosaicism of Zofia Prele become all the
more apparent when confronted with Julia Hartwig’s renditions. An accomplished
poet and translator herself, she selected five of Merwin’s poems from the vol-
ume The Lice: “Avoiding News by the River,” “December Among the Vanished,”
“Herds,” “Dusk in Winter” and “Come Back.” She included three of them in the
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anthology of American poetry ...opiewam nowoczesnego cztowieka, published in
1992. Her vision was clear: she chose texts that address post-apocalyptic, prehis-
toric themes, bringing out Merwin’s oracular, misanthropic perspective by means
of literary diction.

Let us examine the above-mentioned “Dusk in Winter” (see section 3.2).
the translator ennobles the style and enhances the metaphoricity of the original
(Zmierzch zimg, 1992, p. 325):

Stonce zachodzi wsrod chtodu bez zadnych przyjaciot [...]
Zapada w dot nie podtrzymywane zZadng wiarg

Hartwig’s sun “falls in”, or “collapses.” It is also “unsupported” by faith,
thus creating an image of a huge downbound object rather than a human being,
who believes in nothing. What follows, is a vision painted in clearly poetic col-
ours:

Kiedy juz zaszto stysze jak podgza za nim strumien
Ze swoim flecikiem a to dluga droga

The image of a stream “following” the sun rather than simply “running
after it” is markedly more elegant than its English counterpart, as is the diminu-
tivised flecik, which the stream is carrying in Julia Hartwig’s translation. Thus,
Merwin’s voice becomes more refined than in previous translations.

Let us consider another example, the misanthropic “Avoiding News by the
River” (Merwin, 2012, p. 139).

I dreamed that the heavens were eating the earth
Waking it is not so

Not the heavens

I am not ashamed of the wren’s murders

Nor the badger’s dinners

On which all worldly good depends

If I were not human I would not be ashamed of anything

A closer look at this powerful fragment in translation will reveal Hartwig’s
consistent use of poetic diction, visible for instance in the alliterated noun phrase
biesiady borsuka (‘“badger’s feasts”), more markedly stylized than Merwin’s
“badger’s dinners” (Wystrzegajqgc sie¢ nowin nad rzekq, 1992, p. 324).

Snito mi si¢ ze niebo potkneto ziemie

Po zbudzeniu okazato si¢ inaczej

To nie byto niebo

Nie zawstydzaja mnie morderstwa strzyzyka

Ani biesiady borsuka

Od ktorych zalezy cate dobro $wiata

Gdybym nie byt cztowiekiem nie wstydzitbym si¢ niczego
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Hartwig’s is even reflected in the title itself: “Avoiding News by the River”
becomes “Wystrzegajac si¢ nowin nad rzeka.” It is notable that both the verb
wystrzegac sie (“eschew”) and the noun nowiny (“tidings”) are stylistic archa-
isms in Polish. This version contrasts sharply with Tadeusz Rybowski’s simple
“Z dala od $wiata nad rzeka” (“Away from the world by the river”). Overall,
Julia Hartwig accentuates Merwin’s dark prophetic undertones by means of en-
noblement and allusions to biblical diction. This antiquation portrays Merwin
first and foremost as an oracular poet, perhaps more emotionally involved than in
the original works.

3.4. Milosz’s cool reason

Merwin’s another eminent translator, Czestaw Mitosz, did not share Julia
Hartwig’s fascination with his “poetics of the End.” Milosz rendered three of
Merwin’s poems into Polish: “Corps de Ballet,” “Dusk in Winter” and “On the
Anniversary of My Death.” The latter two, coming from 7he Lice, appeared in
Mitosz’s anthology of translations, Wypisy z ksigg uzytecznych (2000). They
clearly deprive Merwin of his misanthropy and prophetic gloom, as can be easily
observed in “Dusk in Winter” (p. 48):

Stonce zachodzi w zimnie bez przyjaciot [...]
Zachodzi nie wierzac w nic.

The opening lines in Mitosz’s version are markedly less metaphorical than
Hartwig’s. The sun “sets” twice, as the translator repeats the verb zachodzi typi-
cally associated with the Sun and the Moon. It does not “go down”, which is
more ambiguous in the original and invites apocalyptic associations with disaster.
What follows is an almost bucolic description of the landscape:

Kiedy zaszto, styszg, jak biegnie za nim strumyk,
Wzigt ze sobg swoj flecik, bo droga daleka.

Mitosz avoids Hartwig’s elevation; he opts for simple lexico-grammatical
choices. However, by diminutivising the “stream” and the “flute” (strumyk, fI-
ecik), he changes the post-apocalyptic elegy into a pastoral poem. It seems that,
regardless of its hopelessness and estrangement, the sun will surely find comfort
in the little stream’s friendly company.

Mitosz’s rendition is also remarkable for another reason. He remains one
of the two translators who closed shut Merwin’s open form with punctuation. As
mentioned, the American poet considered punctuation as “nailing the poem down
on the page” (quoted after Hix, 1997, p. 16). This is exactly what Mitosz decided
to do in all his renditions, narrowing down the readers’ scope of interpretation.
Yet, despite this slight retuning of W.S. Merwin’s voice by both Julia Hartwig,
who turned it into a dark bass, and by Czestaw Mitosz, who preferred a lighter
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tenor, both translators created powerful renditions which showed the American
poet in the most favourable light.

3.5. Krzysztof Boczkowski’s romanticism

This cannot be said of the next translator, Krzysztof Boczkowski, who included
two of Merwin’s poems in his 1989 anthology Biale usta and published their
revised versions in his 1993 anthology Z nowoczesnej poezji amerykanskiej. The
only thing he has in common with Czestaw Milosz is his decision to enrich Mer-
win’s texts with punctuation. This is especially visible in his rendition of “The
Room,” a poem translated thirteen years earlier by Piotr Sommer (see section
3.1). Let us consider its opening passage (Pokoj, 1989, p. 134):

Mysle — to wszystko — jest gdzies we mnie:
Chtodny pokéj — mroczny przed $witem
Zawiera nieruchomos¢ nadchodzgcej $mierci,

The translator rendered Merwin’s coherent first line as grammatically
anomalous and elliptical, interrupted with Dickinsonian dashes. The third line
strikes the reader as particularly odd, because it contains an oxymoron: “the mo-
tionlessness of the on-coming death.” If misinterpreted, it can also reveal lexi-
cal ambiguity, because the Polish word nieruchomosé, unlike znieruchomienie or
bezruch, may also denote “real property,” which complicates the interpretation
of the poem. In the next lines we learn that a small bird trying to fly “somewhere
inside” the speaker, thus calling the motionlessness of the image into question. In
the last line, Merwin writes (Merwin, 2012, p. 129):

You would say it was dying it is immortal
Boczkowski renders this passage in the following way:
Rzektbys — on kona, on jest niesmiertelny.

It becomes apparent that Boczkowski’s Merwin reminds us of late Roman-
tic poetics, not only because of the Dickinsonian and Norwidian dashes, but also
because of elevated lexical choices: chfodny, mroczny; nieuchronnosé¢, zawiera,
rzektbys, kona. The imagery becomes much more abstract and figurative. In the
revised version of the poem published four years later Krzysztof Boczkowski
removed the dashes from the first line and changed some of his word choices
(Pokoj, 1993, p. 134).

Mysle to wszystko jest gdzie§ we mnie:

Chtodny pokdéj — mroczny przed $§witem —
Zawiera nieruchomos¢ nieuchronnej $mierci; [...]
Rzeklby$ umiera — i jest nie§miertelny.

Notably, he gave up the paradox, portraying death as “inevitable” rather
than “on-coming.” He also replaced the elevated verb kona (‘it expires”) with
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a more popular one umiera (“it is dying”), probably realising that some of his
earlier choices might have been too literary for the American poet. Still, both
his renditions do not reflect Merwin’s speech-like simplicity, so well reflected
in Piotr Sommer’s behaviourist imagery and colloquial idiom (see section 3.1).

3.6. Pawel Marcinkiewicz’s thought streams

Another ambassador of Merwin’s poetry in Poland was Pawel Marcinkiewicz,
who published his translations in the Newsweek magazine to acknowledge the
release of Merwin’s collected poems, Migration (2005) and his recent volume
The Shadow of Sirius (2009). He used the opportunity to show a different side to
Merwin, popularising his more contemporary works, characterised by poetics of
abundance rather than silence. First, he presented a selection from the 1996 vol-
ume The Vixen, containing prose-like, verbose texts with images spilling off the
verses. Let us see a short fragment of “Forgotten Streams,” which illustrate well
the poet’s artistic strategy (Merwin, 2012, p. 372).

The names of unimportant streams have fallen

into oblivion the syllables have washed away

but the streams that never went by name never raised the question
whether what has been told and forgotten is in

another part of oblivion from what was never remembered

Marcinkiewicz reflected the spontaneity and loose organisation of the text,
bringing to the fore Merwin’s add-on strategy (Zapomniane strumienie, 2005):

Nazwy btahych strumieni utongty

w niepamigci rozmyly si¢ ich sylaby

lecz strumienie ktore nigdy nie ptyngly pod nazwa nie pytaly
czy to co bylo powiedziane i zapomniane zajmuje

inna czgs$¢ niepamieci niz to czego nigdy nie pamigtano

As can be seen, the Polish translation makes as frequent use of enjamb-
ment as the original and exploits the unpunctuated openness of Merwin’s form
to the full, turning the reflection on forgotten streams into a stream of conscious-
ness. It even adds a clever play on words with the Polish streams “drowning”
in oblivion. Marcinkiewicz is certainly unafraid of repetition, typical of spon-
taneous unscripted speech. In a word, his Merwin is a far cry from his earlier
apocalyptic incarnations. The same holds for the translator’s selection from The
Shadow of Sirius (To moze by¢ sen, 2009) again dominated by spontaneous utter-
ances immersed in nature.’

°  Other authors who presented W.S. Merwin’s poetry to the public before the release of Imig powi-

etrza included Grzegorz Musiat, Krzysztof Czyzewski, Ryszard Mierzejewski and Franek Wygoda; the latter
two presenting their selections online in the form of self-publications. However, a detailed discussion of their
contributions exceeds the scope of this paper.
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On the whole, for the last forty years, Merwin spoke to his Polish readers in
a choir of voices: that of a gritty ironist, a terse prosaist, a dark oracle, an affirma-
tive philosopher, a sentimental Romanticist and finally — a master of ad-lib. Each
translator took a different approach to the poet’s open form; each concretised it
in a unique fashion.

4. Translating Merwin’s mind-in-text

Thus, it goes without saying that Merwin’s unpunctuated, free verse has posed
quite a challenge to his Polish translators. In the previous section, we discussed
in detail the aesthetic choices they made; now it is time to focus on the semantic
intricacies they encountered. By definition, the openness of Merwin’s form mul-
tiplies meanings and invites various interpretations. Those chosen by his Polish
translations reveal their personal sensitivities, as well as collective norms and
expectations they partake in. Having analysed all the Polish renditions pre-dating
the publication of Merwin’s first individual collection, I noticed that it was his
non-anthropocentrism that often got lost in translation. Following his disillusion-
ment with humanity after the Vietham War, Merwin came to be known for his
anti-humanism and misanthropy. They are especially visible in his apocalyptic
works of the 1960s and 70s, which are canonical among Polish translators. In
1975 a literary critic Anthony Libby remarked (Libby, 1975, p. 20): “The poet of
many styles is now occupied with refining one style, sometimes monotonously,
and that style focuses with obsessive frequency on the subject for which it seems
to have been devised: human emptiness and cultural death.” He calls Merwin
“The Poet of Nothing,” who treats nothingness “with an emotional blankness”
(Libby, 1975, p. 30). According to the critic, Merwin perceives death “not as
a way to union but as the entrance to nothing, which for him is more obsessively
present than any of the things which it is not” (Libby, 1975, p. 30). Life, by con-
trast, is presented as “sickness” or “a strange garment” that humans will finally
shed. Merwin’s apocalyptic visions of that period testify to his belief in animal
values and human disposability.

As Libby further explains, since Merwin is “an affirmative poet for the
world and for its creatures”, he must logically be “a poet of negation for man
the destroyer” (Libby, 1975, p. 40). Hence, he advocates acceptance of non-hu-
man values tantamount to human self-obliteration. He believes that the earth will
thrive without men, which is the natural course of evolution. As another critic
Hank Lazer explains, these are the reasons Merwin touches upon such motifs
as “an animal’s view of man, distance, coldness, darkness, a belittling of man’s
sense of accomplishment, the effort to begin again, and the inability to rise to
song” (Lazer, 1982, p. 264).

Quite surprisingly, the poet’s “positive view of his own disappearance,”
combined with “empty adequacy, his Buddhist sort of joy” (Lazer, 1982, pp. 274—
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275) seems to have escaped the Polish translators’ attention. This is best illustrat-
ed by the famous poem “For the Anniversary of My Death” and a series of its four
subsequent translations. A classic example of Merwin’s open form, the text seems
to “reach beyond language”, surrounded by “empty white space of possibility”
(Libby, 1975, p. 26).

In the first stanza the speaker imagines his death and compares it to a star
burning out. He turns to nothingness; what remains is the silence that embarks on
its journey like “a tireless traveller” (Merwin, 2012, p. 131):

Every year without knowing it I have passed the day
When the last fires will wave to me

And the silence will set out

Tireless traveller

Like the beam of a lightless star

Remarkably, out of four Polish translators who interpreted this piece it is
only Tadeusz Rybowski who reflected the speaker’s acceptance of self-extinction
(Na rocznice mojej smierci, 1987, p. 507):

Co roku nie§wiadomie mija mi ten dzien
Kiedy ostatnie ognie sking na mnie

1 ruszy w droge cisza

Niestrudzony podroznik

Jak promien zgastej gwiazdy

The remaining four translators portray the speaker as a “tireless traveller”
entering the afterlife. Grzegorz Musiat conceptualises the silence as “letting” the
traveller “out.” He also compares silence to the star (Na rocznice mojej smierci,
1994, p. 327):

I niestrudzonego wedrowca wypusci
Milczenie
Jak gwiazda bezpromienna promien

Czestaw Milosz also presents the dead self as a tireless traveller, still en-
joying a form of individual existence, although presumably not an earthly one
(Na rocznice mojej smierci, 2000, p. 284):

1 cisza odprawi

Niestrudzonego we¢drowca
Niby promien nie $wiecacej gwiazdy.

Finally, Franek Wygoda provides a more ambiguous reading of the passage
(W rocznice mojej smierci, 2014):

I milczenie obejmie
Niezmordowanego wedrowca
Jak promien bezswietlnej gwiazdy
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In this version, the silence literally ,,embraces” the tireless traveller ,,like
a beam of a lightless star.” This image does not rule out the possibility of the
traveller finally terminating his journey. It is also ambiguous in that it can be the
silence or the traveller who resembles the beam. Regardless of these nuances,
however, the translator also anthropocentrically focuses his attention on the dis-
eased, rather than reflecting his disappearance and focusing on the silence.

Thus, the majority of the translators embrace the vision of an afterlife as
more appealing than the vision of a person’s complete extinction, which is indeed
much more likely in the context of the volume. Further in the poem Merwin com-
ments on the “love of one woman / and the shamelessness of men.” Again, all
but one translators fail to interpret the remark as pertaining to the corruption of
mankind in general. Instead, they read it in gender terms, contrasting the “love of
one woman” (mitos¢ jednej kobiety) with “shamelessness of menfolk” (bezwstyd
mezczyzn). It is only Franek Wygoda who envisages the human race as shameless
(bezwstyd ludzi) and does not turn misanthropy into misandry.

The last example illustrating the elusiveness of Merwin’s anti-humanism
and animal perspective will be “The Herds.” As Athony Libby remarks, it is “set
in an ice-age landscape of voyaging animals which could as easily be pre-historic
as post-apocalyptic” and its eerie quality “is created partly by the mystery of
its speaker: what voice is this that uses our words to ‘once more celebrate our
distance from men’?”” (Libby, 1975, p. 39). Let us consider a fragment (Merwin,
2012, pp. 130-131):

As I lay among stones high in the starless night
Out of the many hoof tracks the sounds of herds
Would begin to reach me again

Above them their ancient sun skating far off

Sleeping by the glass mountain

I would watch the flocks of light grazing
find the water preparing its descent

To the first dead

Quite notably, in Julia Hartwig’s translation (Stada, 2000, p. 5) the “dis-
tance from men” is consistently reduced and the voice gains certain human quali-
ties. The line quoted by Libby loses its reference to the mysterious collective
“us.” The speaker simply “celebrates again the distance from men” and does not
perceive him/her/itself as a part of a herd (I raz jeszcze swigcic¢ bedg oddalenie od
ludzi). What follows, is an image of secluded landscape which still bears the mark
of civilisation. Let us consider the analogous passage in translation:

Lezac wsrod kamieni wysoko w bezgwiezdna noc
Z dala od $ladow zostawianych przez podkowy
Znoéw postysze pobekiwania trzod dobiegajace
Spod starozytnego stonca ktore zapada daleko stad



148 AGATA HOLOBUT

Zasypiajac w sasiedztwie szklanej gory
Patrze¢ bedg na wypasajace si¢ stada $wiatet
1 na wodg gotowg do obmycia

Pierwszego umarlego

Hartwig adds human-related touches to her portrayal of the represented
world. The “herds” are portrayed as trzody, a word which usually refers to live-
stock (and sheep in this context) and “hoofs” are rendered as “horseshoes” (pod-
kowy). Thus, a presumably pre-human or post-apocalyptic vision of a speaker
(whoever it is) partaking in animal life turns into a vision of a retreat for a human
recluse, surrounded by sheep, cows and horses. Finally, the image of water ready
to descend “to the first dead”, whether singular or plural, is again touched with
human existence or memory. In the Polish translation, the water prepares itself
to “wash the first diseased” (obmy¢ pierwszego umartego), the word umarty be-
ing reserved in Polish exclusively for humans. Thus, regardless of the suggestive
beauty of Julia Hartwig’s rendition and the alienation it portrays, her landscape
does not strike the readers as suggestive of an “ice-age” and the animals do not
appear as voyaging.

5. Conclusion

As illustrated above, Polish translators have put different garments on W.S. Mer-
win’s poems, some of them quite “strange,” to quote the poet himself. His love
of silence and speech-like simplicity has been respected by some Polish authors
and levelled out by others. The former used neutral or colloquial style to render
his texts, the latter ennobled them to meet the traditional criteria of poeticism.

What is significant, the Merwinian unpunctuated open form, which was
designed to foster ambiguity and freedom of interpretation, is often closed shut
in translation. In the analysed material, the Polish interpreters rarely multiplied
meanings by means of structural ambiguity. They preferred to bring out one inter-
pretation which they found convincing. Interestingly, the author himself refuses
to suggest any preferred line of understanding to his translators, as he admitted
at the poetry reading in Krakow after he received the Zbigniew Herbert Inter-
national Literary Award. He clearly accepts the fact that once the form has been
opened up for his readers, they can make themselves at home in it.
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1. Introduction

It is hard not to appreciate the value of the tool, which is a website for the tour-
ism industry. Its presence in a virtual reality seems to be also important for the
functioning of museums. Museums create their websites in various ways (Sch-
weibenz, 2004, p. 3). On some websites you can find only information about
functioning of the facility, opening hours, ticket prices and current exhibitions.
Such websites do not efficiently promote the institution (Kostenko, 2015). That is
why museums more often share their collections (Pawtowska and Matoga, 2014)
and educational materials on their websites, for promotional reasons, encourag-
ing tourists to visit the museum, or facilitating a visit to already determined tour-
ists (Lazarinis, Kanellopoulos, and Lalos, 2008; Howes, 2007).

Despite the progress that has been made in this area over the years and
the growing number of opportunities, such as raising the national and European
funds for the development of cultural projects, not all museums have professional
websites. It seems to be a problem to which attention should be paid, not only be-
cause of the continuous technological progress, but also the progress in the world
of culture, science, and service and tourism market, which somehow imposes the
acceleration of the process of digitization of museums. The professional website
seems to be necessary in further functioning of institutions, even due to the on-
going competition. A website in English is particularly essential if the museum
wants to enlarge the circle of potential visitors and attract foreign tourists.

2. The evaluation system

The proposed system is not intended to assess the functionality of the surveyed
websites, just the availability of the content for English-speaking internet users.
Studies were focused only on a quantity, not on a quality of translated content.
Each site was checked in terms of having an English version, the possibility to
switch the language version easily and whether the English version corresponded
to the Polish one or if only some information was available in English.

For the study 130 museums’ websites of different characters were selected,
different reputation and size, independent and situated in different parts of the
country. The chosen museums were divided into the following categories:

1) national museums (10)

2) historical museums (20)

3) regional museums (44)

4) archaeological museums (7)

5) biographical museums (7)

6) ethnographical museums and open-air museums (15)
7) industrial museums and open-air museums (13)

8) castles and palaces (14).
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3. The results

Among 10 national museums surveyed, only 4 have entirely or almost entirely
translated content into English. On websites of 3 museums there is no content in
English at all.

The National Museum in Warsaw and the National Museum in Szczecin
have the most extensive websites in terms of availability of information for
English-speaking tourists among other national museums. The language selec-
tion icon is visible immediately after entering the page and the content has been
translated entirely in English. Each bookmark has a content that is appropriate
for the topic.

The website' of the National Museum in Warsaw is available both in Pol-
ish and English. The site contains the following topics, which are grouped in
the appropriate tabs: ,,O Muzeum”, ,,Wizyta”, ,,Wystawy czasowe”, ,,Kolekcje”,
»Dzialalno$¢ naukowa”, ,,Edukacja”, Multimedia”, ,,Kontakt”, as well as ,,Kro-
likarnia”, ,,Muzeum Plakatu”, ,,Muzeum Wnetrz” and ,,Nieborow i Arkadia”.
Each topic is available in both languages. The content of both language versions
is similar, but upon the examination some differences might be spotted. After
comparing the tab “Education” with the same tab in Polish, it can be seen that
the tab “Education” in Polish is much more extensive. A similar difference can
be seen by comparing the tabs “Calendar” and “Wydarzenia”. The website of the
National Museum in Warsaw and its individual pages are transparent, and the
language selection icon is easily accessible to potential internet users.

The website? of the National Museum in Szczecin is also available in Pol-
ish and English. The museum’s site offers a visitor the following topics grouped
in the appropriate tabs: ,,O Muzeum”, ,,Aktualnosci”, ,,Kalendarz”, ,,Wystawy”,
»Zbiory”, ,Edukacja”, ,,Sklep”, ,,Kontakt” and ,,Newsletter”. Each topic is avail-
able in both languages. The website and its individual pages are transparent, and
the language selection icon is easily accessible to the website’s visitor.

It should be emphasized, that both museums have accessible educational
offer in Polish and English. The only short comings seem to be tabs redirect to on-
line stores of the National Museum in Warsaw and the National Museum in Szc-
zecin. Although tab names themselves are displayed in English, after redirection
to the online stores, the offer is available only in Polish. It seems that the function
of an online store in the twenty-first century is essential, both for economic rea-
sons, but also promotional and cultural ones. Online store allows people all over
the world reach museum products, which makes it a key feature of the promotion
for the institution. Significant museums, for example: national ones should have
the online shop, where the content is understandable for foreigners.

' The National Museum in Warsaw website, http://www.mnw.art.pl (Accessed 20.05.2016).

2 The National Museum in Szczecin website, http://muzeum.szczecin.pl (Accessed 20.05.2016)



154 KINGA SORKOWSKA-CIESLAK, MICHAL CIESLAK

The National Museum in Krakow also has a website® fully translated into
English. It should be noted, however, that the language selection icon after enter-
ing the site is visible only when you hover the mouse over the main menu and
expand it. The advantage of this website is the online store available in both
languages.

The National Maritime Museum in Gdansk on its website* has most of the
information presented in Polish and English. The website in the Polish version
proposes a web user following topics: ,,Odwiedz nas”, ,,Aktualnosci”, ,,Muze-
um”, ,,Edukacja, ,,Archeologia”, ,,Projekty”, ,,Sklep” and ,,Sale konferencyjne”.
In the English version following tabs can be found: “Visit us”, “News”, “About
the museum”, “Archeology”, “Projects”, “Conference rooms”. It is worth men-
tioning that the educational offer is available only in Polish, which may suggest
that it is not addressed to foreign groups. However, another option, which is not
available in English is the online store. This seems to be wrong from the point
of view of promoting the institution and its commercial offer. Probably this is
due to the fact that the National Maritime Museum in Gdansk offers in its online
shop publications only in Polish. It should be noted that this museum is the only
one among surveyed national museums, which has also part of the information
available in German. In this language information about the institution itself; its
branches and the possibility of contact with the museum is available.

Another surveyed website is the website of the National Museum in Kielce’.
The website is prepared both in Polish and English, but a brief comparison of the
main navigation menu of the Polish and English version, allows you to note that
on the English one only a part of the most important information is translated.
The museum’s site in Polish offers following tabs: ,,O muzeum”, ,,Oddzialy”,
»Aktualnosci”, ,,.Dla zwiedzajacych”, ,,Edukacja” and ,,Kontakt”. The English
version website however proposes: “The museum”, “Branches”, “Visitors” and
“Contact”. In the English version there are no tabs about news and education.
Existing information in English are also poorer than their Polish versions. Still,
the museum does not have an online shop.

The website® of the National Museum in Wroclaw also has Polish and Eng-
lish version. The museum site has the following tabs in Polish: ,,0 Muzeum?”.
»Wystawy”, , Edukacja”, ,,Aktualnosci”, ,Ksiggarnia Internetowa”, ,,Ksigga
gosci” and ,,Kto jest kto”. In contrast, the English version contains: “About Mu-
seum”, “Permanent Exhibitions”, “Temporary Exhibitions”, “News”, “Book-
store” and “Who is Who”. There is no educational offer in English. The online
bookstore in English is not available at the moment and message “coming soon”
is displayed.

3 The National Museum in Krakéw website, http://mnk.pl/ (Accessed 20.05.2016).

4 The National Maritime Museum in Gdansk website, http://www.nmm.pl/ (Accessed 20.05.2016).
5 The National Museum in Kielce website, http://mnki.pl (Accessed 20.05.2016).

¢ The National Museum in Wroctaw website, http://www.mnwr.art.pl/ (Accessed 20.05.2016).
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The website’ of the National Museum in Poznan is available in both Pol-
ish and English versions. A user has the ability to use following tabs: ,,Muzeum”,
»Wydarzenia”, ,,Wystawy”, ,,Dla Partnerow/Sponsoréw”, ,,Przyjaciele Muzeum”,
»Bdukacja”, ,, Konserwacja”, ,,Noc Muzeow 2016 and ,,Sklep”. In English there
are only ,,Museum” and ,,Exhibitons”. Each tab has content appropriate for a given
topic. The National Museum in Poznan does not present its educational offer and
shop offer for foreign visitors, but also other information that are available in Pol-
ish. It appears necessary to supplement the English version of this website.

Detailed summary of the assessment websites national museums are shown
in Table 1.

Table 1. Results of the evaluation of national museums’ websites, own study

Easil .
Name and address In'forlya- Visibli The site
Item . tion in translated Comments
of the museum website . .| language
English . 1:1
selection
1. |The National Museum in Gdansk,
http://mng.gda.pl no i i i
2. |The National Museum in Kielce,
http://mnki.pl yes yes 1o -
3. |The National Museum in Krakow, language selction
http://mnk.pl icon displayed
yes no yes only after hover-
ing the mouse
over the top menu
4. | The National Museum in Poznan,
http://www.mnp.art.pl yes yes 1o i
5. |The National Museum of Przemysl
Land in Przemysl, no - - -
http://www.muzeum.przemysl.pl
6. |The National Museum in Szczecin,
http://muzeum.szczecin.pl yes yes yes i
7. |The National Museum of Agriculture
and Agri-Food Industry in Szreniawa,|  no - - -
http://www.muzeum-szreniawa.pl
8. |The National Museum in Warsaw,
http://www.mnw.art.pl yes yes yes i
9.  |The National Museum in Wroctaw,
http://'www.mnwr.art.pl yes yes no i
10. |The National Maritime Museum in most—no  [site also provides
Gdansk, http://www.nmm.pl translation  |information in
yes yes  |only for German, but much
education  |poorer
department

7

The National Museum in Poznan website, http://www.mnp.art.pl/ (Accessed 20.05.2016).
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Among the 20 historical museums surveyed only five have content entirely
or almost entirely translated into English. On the websites of 12 museums there
is no content in English at all.

Among historical museums sites three sites deserve looking closely to: the
State Museum at Majdanek in Lublin, the Museum of the History of Polish Jews
POLIN and the Historical Museum of the City of Krakow. Despite the fact that
on both websites there are a lot of information and other materials, both websites
are fully translated (in the case of MHK only the museum blog is not translated).

The website® of the State Museum at Majdanek in Lublin is available in
Polish and in English. The English version of the site is an exact image of the Pol-
ish one, there are only minor shortcomings, such as pdf file in Polish is available
to download at the English version of the site. The museum bookshop’s website
is also available both in Polish and in English.

The website’ of the Museum of the History of Polish Jews POLIN is also
available in Polish and in English. In the Polish version following tabs are availa-
ble: ,,O Muzeum”, ,,Zaplanuj wizyte”, ,,Wystawy”, ,,Program wydarzen”, ,,Oferta
edukacyjna”, ,,Nauka i zbiory”, ,,Nasze portale”, ,,Wesprzyj Muzeum”. Each tab
has its equivalent in the English version with translated content. It should be not-
ed, that the educational museum’s offer is also translated and English-speaking
users have opportunity to purchase tickets online. Also websites, which can be
found in “Our websites” are translated into English. The possibility of purchas-
ing tickets online is an important convenience for visitors both from the country
and abroad. It should be noted that this is one of a few Polish museums, which
has such an offer. ,,Our websites” is also useful because the guests can use it to
learn about important topics related to the history and culture of Jews in Poland,
for example “The Polish Righteous — Recalling Forgotten History”, “The Central
Judaica Database” or “Jewish Warsaw”. The museum also has other additional
functions, among them worth mentioning is the online shop and restaurant, on
which the information is presented in both languages. The online shop is also
available in English.

The website!® of the Historical Museum of the City of Krakéw is also
available in Polish and in English. In the Polish version following tabs are
available: ,,Aktualno$ci”, ,,Wystawy”, ,,Edukacja”, ,,Odzialy”, ,,Zbiory”, ,,Dla
zwiedzajacych”, ,MHK TV”, ,Sklep”, ,,Blog”, ,,Projekty”, ,,0 Muzeum”. All
tabs, along with the educational offer, have been translated into English, but their
content is not identical. The differences are visible in the MHK TV, which is
not actually available in English, also the content of the museum’s blog is not

8 The State Museum at Majdanek in Lublin website, http://www.majdanek.eu/ (Accessed 20.05.2016).
® The Museum of the History of Polish Jews POLIN website, http://www.polin.pl/ (Accessed
20.05.2016).

10" The Historical Museum of the City of Krakow in Krakow website, http://www.mhk.pl/ (Accessed
20.05.2016).
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translated from Polish. It should also be noted, that after selection of the English
version of the information for people with disabilities ,,Error 404” appears. It is
noteworthy that the museum has on its website the tickets booking option and the
online store.
Detailed summary of the assessment websites historical museums are
shown in Table 2.

Table 2. Results of the evaluation of historical museums’ websites, own study

Easily

http://www.muzeum.sanok.pl/

Name and address Inf(.)rma- visible The site
Item . tion translated| Comments
of the museum website . . . | language
in English . 1:1
selection
1. |The European Solidarity Centre in
Gdansk, http://www.ecs.gda.pl yes yes 1o i
2. |The Museum of the Battle at Grunwald
in Stebark, no - - -
http://grunwald.warmia.mazury.pl
3. |The Museum of the History of Kato-
wice in Katowice, no - - -
http://www.mhk katowice.pl
4. |The Museum of the History of Polish
Jews POLIN, http://www.polin.pl yes yes yes i
5. |The Historical Museum of the City of o i ) i
Gdansk in Gdansk, http://www.mhmg.pl
6. |The Historical Museum of the City of most —
Krakow in Krakow, http://www.mhk.pl only the
yes yes  |museum’s -
blog is not
translated
7. | The Historical Museum of the City of
Tarnobrzeg in Tarnobrzeg, no - - -
http://www.mhmt.pl
8. |The Historical Museum in Elk, the website has
http://www.mhe-elk.pl also German
version, in
no - - this language
only part of the
information is
available
9.  |The Historical Museum in Przasnysz,
http://www.muzeumprzasnysz.pl 1o i i i
10. |The Historical Museum in Sanok, minor
yes yes yes

shortcomings
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11. | The Museum of the City of Lodz in
L.6dz, https://'www.muzeum-lodz.pl yes yes 1o i

12. |The City Museum of Wroclaw in minor shortcom-
Wroctaw, http://www.muzeum.miejskie. ings;
wroclaw.pl yes yes yes  |the website has

also German
version

13. | The Museum of Independence in War-
saw, http://muzeum-niepodleglosci.pl 1o i i i

14. |The Museum of the Origins of the Pol-
ish State in Gniezno, no - - -
http://www.muzeumgniezno.pl

15. | The Warsaw Rising Museum in Warsaw,
htp://www. 1944 pl yes yes 1o -

16. |The Museum of Independence on the website
Traditions in £6dz, there is language
http://www.muzeumtradycji.pl no i "~ |selection icon,

but not working

17. |The Museum of Warsaw in Warsaw,
http://muzeumwarszawy.pl 1o i i )

18. |The Museum in Bielsko-Biata,
http://muzeum bielsko.pl no i i i

19. |The State Museum at Majdanek in minor shortcom-
Lublin, http://www.majdanek.e yes yes yes ings

20. |Wielkopolska Independence Museum in
Poznan, http://www.muzeumniepodle- no - - -
glosci.poznan.pl

Among the 44 surveyed regional museums only the website'' of the Sile-
sian Museum in Katowice has the most of its content translated into English. The
websites of the Leon Wyczotkowski District Museum in Bydgoszcz'?, the Nowy
Sacz District Museum'® in Nowy Sacz and the District Museum in Torun'.

The website of the Silesian Museum in Katowice is available in Polish
and English. Polish version has following tabs: ,,Glowna”, ,,Wystawy”, ,.Zbiory”,
,»O Muzeum”, , Edukacja”, ,,Dla zwiedzajacego”, ,,Centrum Scenografii Polsk-
iej”, ,,Kontakt”. Website’s tabs available in English are: “Home”, “Exhibitions”,
“Collections “, “About Museum”, “For Visitors”, “Center of Polish Scenogra-
phy”, “Contact”. The site in the English version does not have a tab informing
about education. In addition, the museum’s online shop, despite the tab in Eng-

" The Silesian Museum in Katowice website, http://www.muzeumslaskie.pl/ (Accessed 20.05.2016).

2 The Leon Wyczotkowski District Museum in Bydgoszcz website, http:/muzeum.bydgoszcz.pl/
(Accessed 20.05.2016).

13 The Nowy Sacz District Museum website, http://www.muzeum.sacz.pl/ (Accessed 20.05.2016).

4" The District Museum in Torufi website, http://www.muzeum.torun.pl/ (Accessed 20.05.2016).
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lish, in fact is available only in Polish. It should also be noted that the content of
each tab is not identical. The differences are visible even when you select tabs
such as: ,,Wystawy”, or ,,Centrum Scenografii Polskiej”.

Anotable example is the website of the District Museum in Torun, which is
prepared in following languages: Polish, English and German. In Polish follow-
ing tabs are available: ,,Aktualnosci”, ,,Oddzialy”, ,,Zwiedzanie”, ,,Wystawy”,
»Edukacja”, ,,Wydawnictwa”, ,,Wynajem”, ,,Ustugi fotograficzne”, ,,Wsparcie”,
»Sklep”, Newsletter”, ,,Dotacz do nas”. In addition, on the home links to in-
dividual sub-branches of the District Museum in Torun can be found: ,,Ratusz
Staromiejski”, ,,Dom Mikotaja Kopernika”, ,,Muzeum Historii Torunia”, ,,Kami-
enica pod gwiazda”, ,,Muzeum Podréznikéw im. Tone’ego Halika”, ,,Muzeum
Torunskiego Piernika”, ,,Biblioteka Naukowa”. After selecting the English ver-
sion, it turns out that tabs on the home page, such as ,,Aktualnosci”, ,,Oddzialy”,
»Zwiedzanie”, ,,Wystawy”, ,,Edukacja”, ,,Wydawnictwa”, ,,Wynajem”, ,,Ustugi
fotograficzne” and ,,Wsparcie” are not translated. In English version only ,,0ld
Town Hall”, ,,Copernicus House”, ,,Museum of the history of Torun”, ,,Under the
Star House”, ,,Explorers’ Museum of Tony Halik”, ,,Museum of Torun Ginger-
bread” and ,,Library” are available. The English content appears only after selec-
tion of the individual branch of the District Museum in Torun. The website of the
Regional Museum in Torun has many shortcomings as regards technical issues
and requires ordering. The English content is available, but access to it is difficult
because of the complicated structure of the website. In addition, the translated
content is not identical in both languages. This can be seen on the example of the
tab ,,Education”.

Detailed summary of the assessment websites regional museums are shown
in Table 3.

Table 3. Results of the evaluation of regional museums’ websites, own study

Informa- E'a.s ily The site
Name and address . visible
Item . tion translated Comments
of the museum website . . . | language
in English . 1:1
selection
1. |The Czgstochowa Museum in
Czgstochowa, no - - -
http://www.muzeumczestochowa.pl
2. |The Upper Silesian Museum in o i i )
Bytom, http://muzeum.bytom.pl
3. |The Stanislaw Fischer Museum .. |there are also
. . no, avail- .
in Bochnia, . language selection
. able is . .
http://www.muzeum.bochnia.pl onlvpart 1601 into Ger-
yes yes yp man and Slovak,
of the
. but there are no
informa- .
. translations in those
tion
languages
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4, |The Wtadystaw Orkan Museum there are also
in Rabka-Zdroj, language selection
http://www.muzeum-orkana.pl no yes - icons into English
and German, but
they do not work
5. |The Lublin Museum in Lublin, available machine
http://www.muzeumlubelskie.pl no - - translation by
Google
6.  |The Jan Dekert Lubusz Museum in
Gorzow Wielkopolski, no - - -
http://www.muzeumlubuskie.pl
7. |The Masovian Museum in Plock,
http://www.muzeumplock.eu no i i i
8. |The Museum of the City Mystowice
in Mystowice, no - - -
http://www.muzeummyslowic.pl
9. |The City Museum in Raciboérz, o i i )
http://muzeum.raciborz.pl
10. |The City Museum in Sosnowiec, on the English
http://www.muzeum.org.pl version information
about tickets are
available, otherwise
only items on the
yes yes no menu are trans-
lated, content in the
English version of
the website is in
Polish or there is no
content at all
11. |The City Museum in Tarnowskie no, in Eng-
Gory, http://www.muzeumtg.pl lish there
o yes is available )
only brief
informa-
tion
12. | The City Museum in Zabrze, http://
www.muzeum-miejskie-zabrze.pl 1o i i i
13. |The City Museum in Zywiec, o ) ) )
http://www.muzeum-zywiec.pl
14. |The Vistula Museum in Kazimierz
Dolny, http://www.mnkd.pl 1o - - ”
15. |The Leon Wyczotkowski District no, but
Museum in Bydgoszcz, most of the
http://muzeum.bydgoszcz.pl yes Y& content is i

translated
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16. |The Nowy Sacz District Museum no, but
in Nowy Sacz, o o most of the|also German
http://www.muzeum.sacz.pl Y Y content is |version
translated
17. | The District Museum in Rzeszow, there is language
http://www.muzeum.rzeszow.pl o i i selection icon into
English, but it does
not work
18. |The Dstrict Museum in Sandomierz, o i i i
http://www.zamek-sandomierz.pl
19. [The District Museum in Tarnow, o i i )
http://www.muzeum.tarnow.pl
20. |The District Museum in Torun, no, but main menu is
http://www.muzeum.torun.pl most of the|not translated,
yes yes .
content is |necessary to use the
translated |menu on the right
21. |The Podhale Museum in Nowy Targ, o i i )
http://www.muzeum.nowytarg.pl
22. |The Podlasie Museum in Biatystok, o i i i
http://www.muzeum.bialystok.pl
23. |The Museum of the Middle no, trans-
Pomerania in Stupsk, lated is
. |also German
http://www.muzeum.slupsk.pl yes yes  |only basic .
) version
informa-
tion
24. |The District Museum in Nysa, 0 i i )
http://www.muzeum.nysa.pl
25. | The Museum of the Silesian Press
in Pszczyna, no - - -
http://www.muzeumprasy.pl
26. |The Regional Museum in Jasto,
. no - - -
http://www.muzeum.jaslo.pl
27. |The Regional Museum in Radomsk, o i i )
http://muzeum.radomsko.pl
28. |The Regional Museum in Skawina,
. no - - -
http://www.muzeum-skawina.pl
29. |The Regional Museum in Stary Sacz, o i i )
http://muzeum.stary.sacz.pl
30. |The Regional Museum in Siedlce, no, but
http://www.muzeumsiedlce.art.pl most of the|there are some
yes yes . .
content is |shortcomings
translated
31. |The Regional Museum in Stalowa no, but
Wola, http://muzeum.stalowawola.pl most of the
yes yes . -
content is

translated
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32. |The Regional Museum in Wolsztyn,
http:/www.muzea-wolsztyn.com.pl 1o i i i
33. |The Museum of Cieszyn Silesia
in Cieszyn, no - - -
http://www.muzeumcieszyn.pl
34. |The Museum of Opole Silesia in
Opole, http://muzeum.opole.pl 1o i i i
35.  |The Silesian Museum in Katowice,
http://www.muzeumslaskie.pl yes yes yes i
36. |The Museum of Warmia and Mazury no, trans- hort informati
in Olsztyn, http://muzeum.olsztyn.pl lated is Sort mrormation
yes yes  |only basic is also available
. in German and
informa- .
. Russian
tion
37. |The Museum in Brodnica,
http://www.muzeum.brodnica.pl no i i i
38. |The Museum in Chorzow,
http://www.muzeum.chorzow.pl 1o i i i
39. |The Museum in Chrzanow,
http://www.muzeum.chrzanow.pl 1o i i i
40. |The Museum in Gliwice,
http://www.muzeum.gliwice.pl 1o i i i
41. |The Museum in Koszlain,
http:/www.muzeum.koszalin.pl 1o i i i
42. |The Museum in Piotrkéw Trybunal-
ski, http://www.muzeumpiotrkow.pl 1o i i i
43, |The Museum of the Klodzko Land in no, but
Ktodzko, most of the|there are some
http://www.muzeum.klodzko.pl yes YElcontent is shortcomings
translated
44, |The Museum of Kujawy no, but
and Dobrzyn Land in Wloctawek, most of the
http://muzeum.wloclawek.pl yes YE | content is )
translated

chaeological Museum in Poznan has most of the content available in English. On

Among 7 archaeological museums surveyed only the website!® of the Ar-

2 museums’ websites there is no content in English at all.

The website of the Archaeological Museum in Poznan offers Polish

and English versions. The site in Polish has following tabs: ,,Aktualnosci”,

»Zwiedzanie”, ,,Muzeum”, ,,Wystawy”, ,,Zwiedzanie”, ,,Muzeum”, ,,Edukacja”,

»Dziatalnos¢”, ,,Projekty”, ,,Kontakt”. All tabs have their English equivalents,

5 The Archaeological Museum in Poznaf website, http://www.muzarp.poznan.pl/ (Accessed

20.05.2016).
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but their content is not identical. This is evident when we compare ,,Zwiedza-
nie” with ,,Visit” or ,,Edukacja” with ,,Education”. The tab ,,Zwiedzanie” offers
such subpages as: ,,Lokalizacja”, ,,Godziny otwarcia”, ,,Bilety”, , Informacje dla
niepetnosprawnych”, ,,Archeologiczny Poznan”, ,,Wystawy”, ,,Dziedziniec” and
»Sklep muzealny”. The tab ,,Visit” is a stripped-down version of Polish equiva-
lent, because visitors will find there only: ,,Opening hours”, ,,Admission”, “Di-
rections” and ,,Accessibility”. The English version of ,,Education” in contrast to
the Polish one does not have such tabs as: ,,Lekcje muzealne”, ,,Weekendy edu-
kacyjne”, ,,Urodziny”, ,,Klub mito$nikow Archeologii”, ,,Stowarzyszenie egipto-
logiczne”, ,,Program strazy studenckich w Muzeum Archeologicznym w Pozna-
niu”, ,,Podcasty”, or ,,Noc Muzedow”.

The website of the Museum of Archaeology and Ethnography in £.6dZ'¢ also
available in Polish and English. Polish version contains such tabs as ,,0 Muze-
um”, ,,Edukacja”, ,,Wystawy stale”, ,,Dzialy” and ,,Kontakt”. Despite the easily
accessible options for changing the language version of the page, it turns out that
only information about the museum are available for visitors.

Detailed summary of the assessment websites archeological museums are
shown in Table 4.

Table 4. Results of the evaluation of archeological museums’ websites, own
study (Accessed 20.05.2016)

Informa- E-a.s ily The site
Name and address . visible
Item . tion in translated Comments
of the museum website . . |language
English . 1:1
selection
1. |the Museum of Archaeology and no, translated
Ethnography in £6dz, yes yes |is only basic -
http://www.maie.lodz.pl information
2. |The Archeological Museum no, translated
in Biskupin, http://www.biskupin.pl yes yes |is only basic -
information
3. |The Archeological Museum in there are lan-
Gdansk, http://www.archeologia.pl guage selec-
o o ) tion icons into
Y English and
German, but
not working
4. | The Archeological Museum in o ) ) )
Krakow, http://www.ma.krakow.pl

'® The Museum of Archaeology and Ethnography in £6dZ website, http://www.maie.lodz.pl/ (Ac-
cessed 20.05.2016).
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5. |The Archeological Museum in Poznan, no, but most of
http://www.muzarp.poznan.pl yes yes  |the content is -
translated
6.  |Museum of the First Piasts at Lednica, no, translated  |brief infor-
http://www.lednicamuzeum.pl is only basic mation is
yes yes |. . .
information available also
in German
7. |The State Archeological Museum in
Warsaw, http://www.pma.pl yes yes 1o )

Among 7 biographical museums surveyed only the websites of the Family
Home of John Paul IT in Wadowice'” and the Fryderyk Chopin Museum in War-
saw!® are available most of the content in English. The reason is probably the fact
that John Paul II and Frederick Chopin are ones of the most famous Poles in the
world. On 3 museums’ websites there is no content in English at all.

The Family Home of John Paul II has a website in Polish, English, French
and Italian. On its website the museum has placed the following tabs: ,,O0 muze-
um”, ,,Jan Pawet 117, ,,Dla mediow”, ,,Wspotpraca”, ,,Warto zobaczy¢”, ,,Kon-
takt”, ,,Odwiedz nas”, ,,Ekspozycja”, ,,Edukacja i kultura”, ,,Sklep muzealny”,
»Aktualnosci” and options ,,Cennik biletow”, ,,Rezerwacja biletow”, ,,Rezerwac-
ja telefoniczna”. The English version contains tabs: ,,Media”, ,,Contact”, “Vis-
it us”, ,,About Museum”, ,,John Paul 1I”, ,,News” and options ,, Ticket prices”,
,»Ticket reservation” and ,,Phone reservation”. It is worth noting that the English
version does not have access to the online store, and also the individual tabs do
not have the same content in English and Polish. Comparing tabs ,,OdwiedZ nas”
and ,,Visit us” you can find that the English version does not have a map. A sig-
nificant difference is also evident on the example of tabs ,,Jan Pawet II”” and ,,John
Paul I1”. Polish version presents the history of the Polish pope in outline, and the
English version is only an invitation to get to know his history.

Detailed summary of the assessment websites biographical museums are
shown in Table 5.

Table 5. Results of the evaluation of biographical museums’ websites, own study

Name and address In.f On?la_ Easily visible lan- The site

Item . tion in . translated Comments
of the museum website . guage selection

English 1:1

1. |The Family Home of John no, but most |most of the con-
Paul IT in Wadowice, o o of the content |tent is also avail-
http://domjp2.pl y y is translated |able in French

and Italian

17" The Family Home of John Paul II in Wadowice website, http://domjp2.pl/ (Accessed 20.05.2016).
'8 The Fryderyk Chopin Museum in Warsaw website, http://chopin.museum (Accessed 20.05.2016).
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The Fryderyk Chopin no, a link to switch- |no, but most
Museum in Warsaw, ing the language of the content
http://chopin.museum version is in the is translated
yes -

menu on the left

among other items,

and is not visible
The Kazimierz Pulaski no, only part
Museum in Warka, http:/ yes yes of the content -
www.muzeumpulaski.pl is translated
The Jozef Pilsudski Mu-
seum in Sulejowek, http:/ no - - -
www.muzeumpilsudski.pl
The Konstanty Ildefons
Galczynski Museum o ) i i
w Pranie, http://www.
lesniczowkapranie.art.pl
The Maria Konopnicka
Museum in Suwatki, http://|  no - - -
mk.muzeum.suwalki.pl
The Mikotaj Kopernik no, only part |part of the
Museum in Frombork, of the content |information is
http://frombork.art.pl yes yes is translated |also available in

German, Russian
and French

Among the 15 surveyed ethnographical museums and open air museums
only on the Ethnographical Museum in Wroclaw!® and the Lublin Village Mu-
seum in Lublin?® websites most of the content is available in English. On 7 muse-
ums’ websites there is no content in English at all.

The website of the Ethnographical Museum in Wroclaw has language ver-
sions: Polish, English and German. In the Polish version visitors can find follow-
ing tabs: ,,O Muzeum”, ,,Wystawa stata”, ,,Wystawy czasowe”, ,,Dolny Slqsk. ..
— Filmy”, ,,EDD” (European Heritage Days), ,,Zbiory, kolekcje”, ,,Edukacja”,
»Wydarzenia”, ,,Oferta wydawnicza”, ,,Kontakt”. After choosing the English
version user can find tabs: ,,About Museum”, ,,Exhibition”, ,,Collection of the
Museum” and ,,Contact”. The individual tabs have similar content in Polish and
English. But you can find, however, a number of shortcomings on this website.
Not all tabs in the Polish version has its English equivalent, and also in the Eng-
lish version of the page there are inscriptions in Polish, for example there is no
the English version of the name of the museum, on the title page of the English
version there is placed sentence in Polish: ,,Witamy w Muzeum Etnograficznym

1 The Ethnographical Museum in Wroclaw, http://www.muzeumetnograficzne.pl/ (Accessed:
20.05.2016).

2 The Lublin Village Museum in Lublin, http://skansen.lublin.pl/ (Accessed: 20.05.2016).
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we Wroclawiu”, and in a place with opening hours you can find Polish word
“czynne”.

The website of the Village Museum in Lublin has Polish and English ver-
sions. Polish language contains the following tabs: ,,O Muzeum”, ,,Aktualnosci”,
»Wydarzenia”, ,,Edukacja”, ,,Dla zwiedzajacych”, , Przetargi”, ,,Galeria”, ,,Kon-
takt”, ,,Aplikacja mobilna”. The English version of the page includes tabs:
»News”, ,,About the Museum?”, ,,Events”, ,,Education”, ,,For Visitors”, ,,Gallery”,
»Contact”, ,,Mobile Application”. Comparing the contents of the Polish and the
English versions tabs you can see the difference in their content. This is evident
in the tab ,,About the Museum” — ,,Exhibition” — ,,Animals”, where the English
version is poorer in comparison to the Polish one, not only in terms of the text
but also accompanying photographs. The example of the tab differs in terms of its
content in Polish and English is also an option “Events” — “EHD” for the Euro-
pean Heritage Days. As in the previous case, the Polish version is more complex,
even though that the theme concerns the event on a European scale and not just
regional.

Detailed summary of the assessment websites ethnographical museums are
shown in Table 6.

Table 6. Results of the evaluation of ethnographical museums’ websites, own study

Eas- .
Name and address In-forr.na- ily visible The site
Item . tion in translated Comments
of the museum website . language
English . 1:1
selection
1. |The Upper Silesian Ethnographical
Park in Chorzow, no - - -
http://muzeumgpe-chorzow.pl
2. |Kashubian Ethnographical Park no, only part |part of the infor-
in Wdzydze, http://www.muzeum- of the content |mation is also
wdzydze.gda.pl yes Y lis translated  |available in Ger-
man and French
3. |The Seweryn Udziela Etnographi- no, only part
cal Museum in Krakow, yes yes  |of the content -
http://etnomuzeum.eu is translated
4. |The Etnographical Museum in no, but most of |most of the con-
Wroctaw, http://www.muzeumetno-|  yes yes  |[the content is [tent is also avail-
graficzne.pl translated able in German
5. |The Museum of the Folk Culture in no, no, only part
Kolbuszowa, language |of the content
http://www.muzeumkolbuszowa.pl yes selection |is translated i
con 1s at
the bottom
of the page




ENGLISH ON POLISH MUSEUMS’ WEBSITES: STANDARD OR EXCEPTION 167
6. |The Museum of Kielce Village in -
Tokarnia, http:/mwk.com.pl 1o ) i
7. |The Lublin Village Museum in no, but most of’
Lublin, http://skansen.lublin.pl yes yes |the content is -
translated
8. |The Mazovian Village Museum in no, but most of’
Sierpiec, http://mwmskansen.pl yes yes |the content is -
translated
9. |The Opole Village Museum no, only basic |brief information
in Opole, information is |is also available
http://www.muzeumwsiopolskiej.pl yes Y ltranslated in German and
Czech
10. |The Slovinic Village Museum in no, only basic |brief information
Kluki, http://www.muzeumkluki.pl |  yes yes |information is |is also available
translated in German
11. |The Radom Village Museum in Ra- o ) i i

dom, http://www.muzeum-radom.pl
12. |The Museum of the Wielun Land

in Wielun, no - - -
http://www.muzeum.wielun.pl

13. |Orava Ethnographical Park in Zu-

brzyca Goma, http://www.orawa.eu| i i i
14. | The State Etnographical Museum
in Warsaw, no - - -
http://www.ethnomuseum.pl
15.  |Archaeological reserve Lusatian
culture in Czestochowa, o ) i i

http://www.rezerwat.muzeumecze-
stochowa.pl

Among 13 surveyed museums and open air museums of technology or in-
dustry only the website of the Workshop and Stained Glass Museum in Krakow?!
is fully translated into English. Certainly it is facilitated by the fact that on the
website there is no a lot of information collected for years, as in other museums.
The Historic Silver Mine in Tarnowskie Gory** and the Krakow Saltworks Mu-
seum of Wieliczka® both have websites with most of the content translated into
English. On 8 museums’ websites there is no content in English at all.

The website of the Workshop and Stained Glass Museum in Krakow is
available in Polish and English and contains the following tabs: ,,Muzeum”,

2" The Workshop and Stained Glass Museum in Krakow website, http://muzeumwitrazu.pl/ (Accessed
20.05.2016).

22 The Historic Silver Mine in Tarnowskie Gory website, http://www.kopalniasrebra.pl/ (Accessed
20.05.2016).

3 The Krakow Saltworks Museum of Wieliczka website, http://muzeum.wieliczka.pl/ (Accessed
20.05.2016).



168 KINGA SORKOWSKA-CIESLAK, MICHAL CIESLAK

»~Kawiarnia”, ,,Pracownia”, ,,Witraze”, ,,Sklep” and ,,Kontakt”. All tabs have
their English equivalents, which are fully translated.

The website of the Historic Silver Mine in Tarnowskie Gory has the fol-
lowing language versions: Polish, English, German and French. The Polish ver-
sion contains the following tabs: ,,Zabytkowa Kopalnia Srebra”, ,,Sztolnia Czar-
nego Pstraga”, ,,Dom wycieczkowy Gwarek”, ,,Start”, ,,Zwiedzanie”, ,,Cennik”,
»Aktualnosci”, ,,Historia”, ,,Ciekawostki”, ,,Skansen”, ,,Wirtualna wycieczka”,
»Dojazd”, ,,Kontakt”. In the English version there are no tabs: ,,Cickawostki” and
»Skansen”. Comparing Polish and English version it can be said that the content
of these two versions is similar, but there are some differences. Polish version
of the site contains more content and photographs. This is evident even on the
example of tabs ,,Zwiedzanie” or ,,Historia” with their English equivalent ,,Tour-
ing” and ,,History”.

Detailed summary of the assessment websites museums and open air mu-
seums of technology or industry are shown in Table 7.

Table 7. Results of the evaluation of museums’ and open air museums’
of technology or industry websites, own study

Informa- E.a‘s ily The site
Name and address L. visible
Item . tion in translated | Comments
of the museum website . . |language
English . 1:1
selection
1. |The Museum of Gas Industry in Paczkow, o i ) )
http://www.muzeumgazownictwa.pl
2. |Museum of Industrial History
in Opatowek, no - - -
http://www.muzeum.opatowek.pl
3. |The Automobile Museum in Poznan,
http://www.aw.poznan.pl/muzeum 1o i i i
4, |The Museum of Industry and Railway no, but most |part of the
in Silesia in Jaworzyna Slaska, of the content |information is
http://muzeumtechniki.pl yes yes |is translated |also available
in German and
Czech
5. |The Ignacy Lukasiewicz Museum
of Oil and Gas Industry in Bobrka, no - - -
http://bobrka.pl
6. | The Museum of Technology and Transport
in Szczecin, http://muzeumtechniki.eu o i ) )
7. |The Museum of Technology and Trans-
port in Warsaw, http://mtip.pl 1o i i i
8. |The Museum of Sanitary Technology in
Gliwice, http:/muzeum pwik.gliwice.pl | - ; ;
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9.  |The Workshop and Stained Glass Mu-
seum in Krakoéw, http://muzeumwitrazu.pl yes yes yes i
10. |The Waterworks Museum in Bydgoszcz, o i ) )
http://muzeum.mwik.bydgoszcz.pl
11. |The Krakow Saltworks Museum of no, but most |Guides in pdf
Wieliczka, http://muzeum.wieliczka.pl yes yes of the content |are also avail-
is translated |able in 9 other
languages
12.  |Open Air Museum of Rolling Stock in o i ) )
Chabowka, http://skansenchabowka.pl
13. |The Historic Silver Mine in Tarnowskie no, but most |most of the
Gory, http://www.kopalniasrebra.pl of the content |content is also
yes yes [is translated |available in
German and
French

Among 14 surveyed castles and palaces, the Castle Museum in Malbork®
and the Ksiaz Castle in Walbrzych?® have the best websites in terms of content
availability in English. On the website of the Castle Museum in Malbork almost
all of the content in Polish have a translation into English and German. It should
be also emphasized, that after language change on particular subpage, user will
be redirected to the same subpage in the desired language, which is rare on the
websites of surveyed museums. It is similar on the website of the Castle Ksiaz in
Walbrzych, except that the information on this site is only in Polish and English.

On 6 websites most of the content is available in English. On 5 museums’
websites there is no content in English at all.

The website of the Castle Museum in Malbork is available in Polish, Eng-
lish and also in German. It includes the following tabs: ,,Informacje”, ,,Wydarze-
nia” i ,,Muzeum”. All tabs are available in English and most of them have the
same content in Polish and in English. After analyzing the museum’s website in
both language versions are visible, however, shortcomings in English. For ex-
ample, you can show subpages like: ,,Collections” — ,,Exhibitions and interiors”
—,,The High Castle” —,,St. Anne’s Chapel”, ,,Collections” — ,,Exhibitions and in-
teriors” —,,The Middle Castle” —,,The Grand Refectory”, or ,,Collections” —,,Ex-
hibitions and interiors” — ,,Grand Master’s Palace” —,,Office”, Polish equivalents
of these tabs are richer in content and photographs.

The website of the Ksiaz Castle in Watbrzych is available in Polish and
English. Home site refers both to Visiting the Ksiaz Castle and Conference Cen-
tre. The Visiting the Ksiaz Castle section has tabs: ,,Turystyka”, ,, Trasy zwiedza-
nia”, ,,Palmiarnia”, ,,Wydarzenia kulturalne” and ,,Historia”. All tabs are avail-
able in. English. After analyzing the website of the museum in both languages it

2 The Castle Museum in Malbork, http://www.zamek.malbork.pl/ (Accessed 20.05.2016).
% The Ksiaz Castle in Watbrzych, http://www.ksiaz.walbrzych.pl/ (Accessed 20.05.2016).
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can be stated that the content of subpages in Polish and in English is similar in
most cases. An important shortcoming of the site is an option ,,Buy ticket online”
because after choosing this option, visitor will be redirected to the Polish website
without the English version.
Noteworthy is also the website of the Wawel Royal Castle?. The site has
Polish and English versions. Most of the subpages are in both languages, and the
content has no significant differences.
Detailed summary of the assessment websites castles and palaces are
shown in Table 8.

Table 8. Results of the evaluation of castle’s and palace’s websites, own study

krolewski.com.pl

Informa- E.a.s ily The site
Item Name and address . tion in visible translated Comments
of the museum website . . |language
English . 1:1
selection
1. |The Royal Lazienki in warsaw, no, but most |most of the content
http://www.lazienki-krolewskie.pl yes yes of the content|is also translated into
is translated |German, French, Rus-
sian and Chinese
2. |The Historical Museum — the
Palace in Dukla, no - - -
http://'www.muzeumdukla.pl
3. |The Museum of King Jana III’s no, but most |most of the content
Palace in Wilanow, yes yes  |of the content|is also translated into
http://www.wilanow-palac.pl is translated |German and French
4.  |The Castle Museum in Lancut, no, but most |most of the content
http://www.zamek-lancut.pl yes yes |of the content|is also translated into
is translated |German and French
5. |The Castle Museum in Malbork, also the German
http://www.zamek.malbork.pl yes yes yes version of the site is
available
6. |The Castle Museum in Pszczyna, no, but most |most of the content
http://www.zamek-pszczyna.pl yes yes |of the content|is also translated into
is translated |German and French
7. |The Golub Castle in Golub —
Dobrzyn, no - - -
http://www.zamekgolub.pl
8. |The Wawel Royal Castle, no, but most
http://www.wawel.krakow.pl yes yes  |of the content -
is translated
9. |The Royal Castle in
Niepotomice, http:/www.zamek-|  no - - -

% The Wawel Royal Castle website, http://wawel.krakow.pl/ (Accessed 20.05.2016).
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10. |The Royal Castle in Poznan,

http://www.zamek-krolewski. no - - -
poznan.pl

11. |The Royal Castle in Warsaw, no, only part
https://www.zamek-krolewski.pl |  yes yes |of the content -

is translated

12.  |The Ksiaz Castle in Watbrzych,

http://www.ksiaz.walbrzych.pl yes yes yes i

13. |The Opalinski Castle in Sier-
akow, http://muzeum-sierakow.pl| " i i i

14. |The Castle in Baranow Sand- no, but most |most of the content
omierski, yes yes  |of the content|is also translated into
http://www.baranow.com.pl is translated |German

4. Conclusion

In summary, among the surveyed sites of 130 museums, 11 are entirely or almost
entirely translated into English, on 17 sites most of the information was trans-
lated, and on 72 there is no information in English at all.

Among all the surveyed museums only the National Museum in Warsaw,
the National Museum in Szczecin, the National Museum in Krakéw, the National
Maritime Museum in Gdansk, the Museum of the History of Polish Jews POLIN,
the Historical Museum of the City of Krakow, the Silesian Museum, the Lublin
Village Museum in Lublin, the Workshop and Stained Glass Museum in Krakow,
the Historic Silver Mine in Tarnowskie Gory and the Ksigz Castle in Watbrzych,
The State Museum at Majdanek in Lublin have created their websites in English
thoroughly.

The rest 118 surveyed museum websites are underdeveloped in terms of
its English versions or the ones do not exist. Many museums have got incomplete
versions of Polish — English translations, or errors, as in case of the Regional
Museum in Torun, where the English version displays Polish content. Regret-
tably, most of the surveyed museums in Poland do not have English versions of
their sites.

These results do not differ significantly from the results of the report
Wielojezyczne strony polskich instytucji kultury. Krajowy raport dla projektu
MINERVA+ 2005 (Ryszewski and Sliwinska, 2005). In this report, the study con-
ducted in 2004/2005, among 200 museums websites surveyed, only 65 had con-
tent in English.

Having conducted the research, it can be concluded that Polish museol-
ogy does not keep up with the demands of modern tourist market and a single
person — a visitor. In the twenty-first century it seems necessary for museums to
have at least a bilingual website, because of the need to reach a wider audience.
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Competition in the cultural and tourist market is so strong that it seems necessary
for museums to take care of its offers for foreigners. The basis for this is to have
a website at least in English, which is the most common language in Europe and
across the world. It will be difficult to get to foreign visitors, if websites will only
be available in Polish.
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The Archaeological Museum in Poznan website, http://www.muzarp.poznan.pl

The Castle Museum in Malbork, http://www.zamek.malbork.pl

The District Museum in Torun website, http://www.muzeum.torun.pl

The Ethnographical Museum in Wroclaw, http://www.muzeumetnograficzne.pl

The Family Home of John Paul II in Wadowice website, http://domjp2.pl

The Fryderyk Chopin Museum in Warsaw website, http://chopin.museum

The Historical Museum of the City of Krakow in Krakoéw website, http://www.mhk.pl
The Historic Silver Mine in Tarnowskie Goéry website, http://www.kopalniasrebra.pl
The Krakow Saltworks Museum of Wieliczka website, http://muzeum.wieliczka.pl

The Ksiaz Castle in Walbrzych, http://www.ksiaz.walbrzych.pl

The Leon Wyczdtkowski District Museum in Bydgoszcz website, http:/muzeum.bydgoszcz.pl
The Lublin Village Museum in Lublin, http://skansen.lublin.pl/

The Museum of Archaeology and Ethnography in £.6dz website, http://www.maie.lodz.pl
The Museum of the History of Polish Jews POLIN website, http://www.polin.pl

The National Maritime Museum in Gdansk website, http://www.nmm.pl

The National Museum in Kielce website, http://mnki.pl

The National Museum in Krakéw website, http://mnk.pl

The National Museum in Poznan website, http://www.mnp.art.pl
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The National Museum in Szczecin website, http://muzeum.szczecin.pl

The National Museum in Warsaw website, http://www.mnw.art.pl

The National Museum in Wroctaw website, http://www.mnwr.art.pl

The Nowy Sacz District Museum website, http://www.muzeum.sacz.pl

The Silesian Museum in Katowice website, http://www.muzeumslaskie.pl

The State Museum at Majdanek in Lublin website, http://www.majdanek.eu

The Wawel Royal Castle website, http://wawel.krakow.pl

The Workshop and Stained Glass Museum in Krakow website, http://muzeumwitrazu.pl
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IN ENGLISH. A REPORT ON THE INTERNATIONAL SCIENTIFIC
CONFERENCE AT MASARYK UNIVERSITY, BRNO, THE CZECH
REPUBLIC, 12-13 SEPTEMBER 2016

The Seventh Brno Conference on Linguistics Studies in English, entitled Eng-
lish discourse studies in the times of change, which was held in Brno on 12-13
September 2016, was organized by the Department of English Language and Lit-
erature, Faculty of Education, Masaryk University, Brno, Czech Republic. This
biennial international conference was dedicated to current trends and develop-
ments in linguistics studies with a focus on various genres and discourses. The
contributions from many countries, among others, Bulgaria, the Czech Republic,
Hungary, Iran, Japan, Poland, Russia, Saudi Arabia, Slovakia, Spain, Ukraine,
dealt with a wide range of linguistic topics, such as pragmatics of discourse,
professional discourse, media discourse, variation across genres, cross-cultural
variation, English as a lingua franca, learner discourse.

Keynote speakers — prominent scientists in the field of linguistics — Geof-
frey K. Pullum from the University of Edinburgh, Billy Clark from Middlesex
University, London; and Laszl6 1. Komlosi from Széchenyi Istvan University,
Gyodr, delivered lectures which dealt with current problems of syntax of English.
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And so, Professor G.K. Pullum in his educating and entertaining lecture raised
the issue of a curious fact that a significant number of the discourse-sensitive syn-
tactic constructions in English discussed in The Cambridge Grammar of the Eng-
lish Language attract hostility from prescriptive usage guides and self-appointed
grammar critics. This phenomenon was considered in relation to the 20th-century
syntactic theory, establishing that syntax is a matter of langue, not purely of pa-
role. Professor L.I. Komlosi in his plenary lecture proposed a revision of the view
that culture has been founded on cultural conceptualizations and maintained by
cultural narratives providing commonly shared interpretation patterns for indi-
viduals. He discussed the unprecedented innovation in info-communication tech-
nologies with the irreversible impact on human perception, social cognition and
learning methods. The third keynote speaker, professor Billy Clark, discussed
some key features of relevance-theoretic pragmatics and considered how they can
contribute to accounts of the production, interpretation and evaluation of texts,
and suggested ways of developing empirical investigations into these processes.

Sixty speakers from thirteen countries gave talks on various topics related
to their research into English discourse. The findings of the studies of a wide va-
riety of discourse types were presented, such as written and spoken academic dis-
course, discourse of websites, Facebook, blogs, talk shows, political debates, dis-
course of reading texts in selected textbooks and course books, and discourse of
memetic communities. Here are some examples of specific topics presented at the
conference: interdisciplinary variations of metadiscourse strategies in research
articles; comparison of academic discourse written by professionals and gradu-
ate students; epistemic modality in linguistics thesis written by Czech students
of English; disfluency markers and their functions in learner spoken discourse;
English lexical collocations in textbooks for learners of English; comparison of
the use of genitives in L1 and L2 English discourses; intercultural variation of
research article introductions in linguistics and its pedagogical implications; hu-
morous response tokens in talk show discourse; the interplay between the orbital,
periodic and prosodic patterns in the generic structure of hard news; social net-
working sites and memetic communities; the iconic geometry of a linguistically
effective website; multimodality in the limelight: layout of European theatres’
websites; Facework and relational work in English as a lingua franca — a contras-
tive study of trip advisor responses; non-standard Arabic spelling in Facebook
discourse.

These and other talks initiated extensive discussion of the presented issues,
exchange of pedagogical and scientific views and experiences as well as estab-
lishing scientific contacts between academic communities in different countries.
Also, this conference gave its participants an opportunity for socializing events,
as well as visiting the beautiful sights of the city and familiarizing with its history
and culture.
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EFFECTIVE COMMUNICATION FOR SPECIFIC PROFESSIONAL
CONTEXTS AND INTERNATIONAL MOBILITY:
THE QUALITY DIMENSION. A REPORT ON THE INTERNATIONAL
CONFERENCE CELEBRATING THE 20™ ANNIVERSARY
OF QUEST ROMANIA, IASI, ROMANIA, 14 OCTOBER 2016

The anniversary QUEST conference took place in the beautiful city of Iasi,
a well-known cultural and university centre in the north-eastern part of Romania.
It was jointly organised by QUEST Romania, the University of medicine and
Pharmacy in lasi, and the EuroEd Foundation, founder member of QUEST. This
international and interdisciplinary event was dedicated to the European Day of
Languages and also marked the launch of the first multilingual MOOC at the
University of Medicine and Pharmacy in Iasi.

The conference was opened by Professor Dr. Viorel Scripcariu, Rector of
Gr. T. Popa University. Further welcome speeches were delivered by Mrs Sarah
Breslin, Executive Director of the ECML of the Council of Europe, by Associate
Professor Dr. Ovidiu Petris, Gr. T. Popa University, Director of the European Pal-
liative Care MOOC project, and Prof. Dr. Laura Muresan, Founding President of
QUEST Romania.

Keynote speakers and special guests included Mr. Richard Rossner who is
a consultant for and co-founder of Equals, an international association dedicated
to fostering high quality in language education. His talk began by considering
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ways in which language and languages permeate and facilitate education and
learning at all levels, including in special areas as CLIL, migrant education, and
higher education, including in the field of medical studies. The talk ended by
considering some of the parameters that could be used to categorize and describe
teacher competences related to languages and language teaching in the guide and
in a later overarching framework. The second keynote speaker, Mr. Michael Car-
rier, Managing Director of Highdale Consulting, delivered his talk on implica-
tions for communication strategies, intercultural awareness, content design and
pedagogical approaches. His presentation looked at the issues of what kinds of
teacher and lecturer training are required to make English in professional con-
texts successful reality.

Over 80 participants included QUEST members, language teachers and
teacher trainers, academics teaching their specialized subjects via the medium
of English or French, as well as Romanian. The main thematic areas included:
professional communication in a lingua franca, trainer development in vocational
contexts, the social responsibility of education and educators, the innovative di-
mension of higher/adult education, terminology and discourse studies for/in LSP
courses, medical communication — intercultural and multilingual dimensions: the
European Palliative Care MOOC Project, international mobility — factors contrib-
uting to a successful experience: insights gained through the European Horizon
2020 “MOVE” Project.

The conference was an opportunity to exchange views and opinions on
language teaching in multilingual and pluricultural contexts as well as the role of
language learning and cultural awareness for successful international mobility.
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INSTRUKCJA PRZYGOTOWANIA ARTYKULOW

Formatowanie i redagowanie

Tekst artykulu powinien by¢ ztozony pismem Times New Roman o wielkosci 12 punktow
interlinig 1,5. Terminy i wyrazenia obcojezyczne oraz tytuly artykulow i ksigzek nalezy pisa¢
kursywa (italic). Nie nalezy stosowac wyttuszczen (bold). Nie nalezy stosowa¢ podkreslen.
Prosimy o konsekwentne stosowanie skrotow (np., r., w. itp.) w catym artykule. Jesli artykut
podzielony jest §rodtytutami na czgéci, to prosimy rozpoczaé od ,,Wprowadzenia”, a na kon-
cu umiescic ,,Podsumowanie”. Nie ma potrzeby numerowania $rodtytutow.

Ilustracje

Rysunki i fotografie powinny by¢ wklejone do tekstu w miejscu powolania oraz dostarczone
na nosnikach lub poczta elektroniczng jako oddzielne pliki zrédtowe (w formacie *.jpg, *.psd
lub *.tif) o odpowiedniej jakos$ci (np. catostronicowa grafika powinna mie¢ rozdzielczo$§¢
okoto 1500 x 2400 punktéw). Wykresy nalezy dostarczy¢ w plikach programu Excel (* xls).
Tlustracje zaczerpniete z innych prac i podlegajace ochronie prawa autorskiego powinny by¢
opatrzone informacja bibliograficzng w postaci odsytacza do literatury, umieszczonego w
podpisie rysunku, np. Zrédto: N. Davies, Europa. Rozprawa historyka z historig, Krakow
1998, s. 123.

Tabele

Tabele nalezy umieszcza¢ mozliwie blisko powotania i numerowac kolejno. Tabele tworzy
sig, stosujac polecenie: Wstaw — Tabela. Wskazane jest unikanie skrétoéw w rubrykach (ko-
lumnach) tabel. Tekst w tabeli powinien by¢ zlozony pismem mniejszym niz podstawowy.
Ewentualne objasnienia nalezy umiesci¢ bezposrednio pod tabela, a nie w same;j tabeli.
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Przypisy

Obowigzujg przypisy dolne lub wewnatrztekstowe (harwardzkie). Przypisy dolne nalezy
tworzy¢, stosujac polecenie: Wstaw — Odwolanie — Przypis dolny.

W polu, ktore pojawi si¢ na dole kolumny, wpisujemy tekst przypisu (pismo wielkosci 8—9
pkt). Przyktady:

— publikacje ksigzkowe:

S. Grodziski, Habsburgowie, [w:] Dynastie Europy, red. A. Maczak, Wroctaw 1997, s. 102—136.
— artykuly w czasopismach:

S. Walto$, Swiadek koronny — obrzeza odpowiedzialnosci karnej, ,,Panstwo i Prawo” 1993,
z.2,s. 16.

W przypisach do oznaczania powtdrzen nalezy stosowa¢ terminologi¢ tacinska, czyli: op.
cit. (dzieto cytowane), ibidem (tamze), idem (tenze), eadem (taz).

— artykuly ze stron internetowych (nazwa witryny pismem prostym, data publikacji ar-
tykutu, pelny adres, data dostepu w nawiasie kwadratowym, daty zapisywane cyframi
arabskimi w formacie dd.mm.rrrr):

M. Armold, China, Russia Plan 3242 Billion Beijing—Moscow Rail Link, Bloomberg,
22.01.2015, http://www.bloomberg.com/news/articles/2015-01-22/china-russia-plan-242
-billion-rail-link-from-beijing-to-moscow [dostep: 10.07.2015].

Przypisy harwardzkie nalezy tworzy¢ wg schematu: (nazwisko autora, rok wydania, nu-
mer strony), np. (Hymes, 1980, s. 50), (Lin i Overbaugh, 2013, s. 101).

Wybrany sposob tworzenia przypisow nalezy stosowac konsekwentnie, zgodnie z decy-
zjg redaktora naukowego obowigzujacg dla catego numeru.

Do artykutu z przypisami harwardzkimi nalezy dotaczy¢ odpowiednio przygotowang bi-
bliografie:

— publikacje ksigzkowe:

Hymes, D. (1980). Socjolingwistyka i etnografia méwienia. Thum. K. Biskupski. W: Je-
zyk i spoleczenstwo. Wybor i wstep M. Glowinski. Warszawa: Czytelnik, s. 41-82.

— artykuly w czasopismach:

Lin, S., Overbaugh, R.C. (2013). Autonomy of participation and ICT literacy in a self-
-directed learning environment. ,,Quality & Quantity”, Vol. 47, No 1, s. 97-109.

Do tekstu nalezy dolaczy¢:

— tytut artykutu w jezyku angielskim,

— streszczenia w jezyku polskim i angielskim (po okoto 900 znakoéw ze spacjami),

— stowa kluczowe w jezyku polskim i angielskim (4-9),

— note¢ o autorze zawierajacg imi¢ i nazwisko, tytut lub stopien naukowy oraz afiliacje,
— adres poczty elektronicznej do korespondencji.
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. Do oceny kazdej publikacji powotuje si¢ co najmniej dwoch niezaleznych re-

cenzentdow spoza jednostki.

. W przypadku tekstow powstatych w jezyku obcym, co najmniej jeden z recen-

zentow jest afiliowany w instytucji zagranicznej innej niz narodowos$¢ autora

pracy.

. Rekomendowanym rozwigzaniem jest model, w ktérym autor(zy) i recen-

zenci nie znaja swoich tozsamosci (tzw. double-blind review proces).

. W innych rozwigzaniach recenzent musi podpisa¢ deklaracj¢ o niewystepo-

waniu konfliktu interesow; za konflikt intereséw uznaje si¢ zachodzace mig-

dzy recenzentem a autorem:

* bezposrednie relacje osobiste (pokrewienstwo, zwigzki prawne, konflikt),

» relacje podleglosci zawodowe;j,

* bezposrednia wspolpraca naukowa w ciggu ostatnich dwoch lat poprzedza-
jacych przygotowanie recenz;ji.

. Recenzja musi mie¢ forme pisemng i konczy¢ si¢ jednoznacznym wnioskiem

co do dopuszczenia artykutu do publikacji lub jego odrzucenia.

. Zasady kwalifikowania lub odrzucenia publikacji i ewentualny formularz re-

cenzencki s3 podane do publicznej wiadomosci na stronie internetowej czaso-

pisma lub w kazdym numerze czasopisma.

. Nazwiska recenzentéw poszczegolnych publikacji/numerdéw nie sg ujawniane;

raz w roku czasopismo podaje do publicznej wiadomosci listg recenzentow

wspoOlpracujacych.

! Zgodnie z wytycznymi Ministerstwa Nauki i Szkolnictwa WyzZszego obowiazuja od roku 2012.






