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Segundo Rudolf Carnap: as éticas

semanticas / According to Rudolf Carnap:
the semantic ethics

Abstract

On this article, I explain the critical position to ethic in relation to logic analysis foundation from the
“Viena Circle” However, there are conditions to carrie out the application from the verificability princi-
ple of language philosophy, by the thinking of R. Carnap, and the deontic logic plays a very important
role to the bioethical foundations.

Key words: Proposicional Ethic, verificability, R. Carnap, logical semantic, deontic logic, bioethical
foundations.

INTRODUGAO

epistemologia contém tantos problemas logicos, quantos psicoldgicos. Es-

tas ultimas questoes referem-se ao processo do conhecimento, a sua mate-

rialidade e aos acontecimentos mentais, mediante os quais chegamos ao co-
nhecimento de algo, segundo Carnap. As questdes epistemoldgicas, deste género,
seguramente poderdo expressar-se formaliter, porque, pela andlise epistemoldgica,
o problema da verificacio de um enunciado terd que referir-se as proposicdes de
observagio, que sao deduziveis da proposi¢do. Logo, a epistemologia, depois da
eliminagdo dos elementos psicologicos e metafisicos, sera uma parte da “sintaxe’,
segundo a perspectiva formal de Carnap. Pretendemos afirmar, neste texto, que
a ética e a bioética ndo sdo uma reflexdo sintdctica, mas antes procuram um funda-
mento semantico. Assim, pretendem-se traduzir os problemas das éticas, no modo
material de falar, comummente usados, em modos dednticos. Esta possibilidade
de os traduzir mostra que possuem, segundo a légica simbolica, uma semanti-
ca formal. Assim,] a Etica serd uma semantica da conduta humana. Assim, surge
como um agir orientado pela teoria semantica da linguagem moral.
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1. SENIDO LOGICO E ETICAS PROPOSICIONAIS

Segundo o neopositivismo logico, verifica-se o contetido de certo conhecimento,
relacionando-o com os contetdos de outros conhecimentos, que se supdem vali-
dos. Na verdade, um conteudo sera reduzido a outro ou serd epistemologicamente
analisado.’

Naturalmente, a logica ensina a derivagdo da validade de algumas proposicoes
(Setzungen) e da validade pressuposta de outras proposi¢oes. De facto, a diferenca
é que a derivagdo logica tem elementos através da reorganizacao dos conceitos,
dado que, na proposigdo derivada, nio pode surgir qualquer conceito novo. E ca-
racteristico de uma derivac¢io epistemoldgica que o conhecimento a ser analisado,
isto é, que a sentenca deve justificar-se e contenha um conceito que néo se mostra
nas premissas.

Segundo Carnap, para determinar o significado dos contetidos dos conhecimen-
tos, a epistemologia deve investigar os objectos da ciéncia em suas varias subdi-
visdes (ciéncias naturais e culturais). Devem ser averiguados os outros conceitos
a que se pode reduzir o conhecimento do objecto dado. Logo, empreende-se uma
analise dos objectos, onde se reduzem os objectos superiores aos inferiores. Assim
serao chamados objectos, epistemologicamente fundamentais, aqueles que ndo
podem ser reduzidos. Quando se encontra, finalmente, uma formula¢édo concei-
tual para as questdes intuitivamente propostas, as respostas previamente encon-
tradas libertam-se do seu estado de suspensio e assentam num sélido fundamento
cientifico. A ciéncia esteve, durante tempos, na posse de um grande nimero de
resultados da andlise epistemoldgica. Ela tem respostas sem estar na posse das
questdes, isto ¢, sem ter a capacidade de indicar o sentido preciso dessas respos-
tas. As conhecidas radicam na cogni¢do dos processos de consciéncia de outra
pessoa, que se baseia na percep¢do dos movimentos das sentengas linguisticas. De
facto, segundo Carnap, acontece que as andlises deste tipo constituem parte fun-
damental do procedimento psicoldgico. Sera somente através deste procedimento
de formagédo conceitual que a psicologia determina os seus objectos. No entanto,
veremos que este procedimento nada mais é do que a analise epistemoldgica, que
determinard um estatuto para as ciéncias empiricas e ndo empiricas, como sera
o caso da Etica ou da Bioética. A anlise epistemoldgica é uma reflexdo de contet-
dos das experiéncias, mais precisamente aparece como analise tedrica. O estatuto
epistemoldgico das éticas ndo se preocupa somente com o conteido tedrico da
experiéncia. Serd, pois, uma analise seméntica das condutas humanas.?

Pelo pensamento de Carnap, para se encontrar o critério para a analise epistemo-
légica, aquilo que temos a fazer sera deixar claro porque decidimos que a relagdo
epistemoldgica, entre o nicleo e a parte secundéria da experiéncia S, serd obtida
entre a e b, masndo entre b e a, porque esta relagio nio vale, de modo algum,
entre os constituintes da experiéncia S .O critério, para a relagdo epistemologica,
criando um estatuto para o conhecimento empirico e para a reflexdo ética (filo-

1 Cf. R. CARNAP - Scheinprobleme in der Philosophie, Hamburg, Felix Meiner-Verlag, 1961,
6-7.
2 Cf. Ibidem, 9.
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sofia dos valores), entre a parte secundaria e o ntcleo de uma experiéncia, reside
na possibilidade de justificagdo de um conhecimento contra o qual se formulou
uma davida metodologica, através de outra forma de conhecimento, cuja validade
se admitiu.* Por um lado, pressupomos que esse procedimento ¢ epistemologica-
mente inquestionavel, por outro, a epistemologia constituird um sistema a par-
tir do qual se inspeccionam criticamente as condutas individuais.* Ao retroceder
até ao método de uma ciéncia especial, para decidir acerca de uma dada questao
epistemoldgica, nao introduzimos essa ciéncia como pressuposto para um sistema
valido do conhecimento.

Para Carnap, ainda ndo estamos preocupados com a questdo de saber se os co-
nhecimentos da ciéncia especial devem ou nio ser considerados correctos, mas
antes com a questdo de saber se vale ou néo a relagio de dependéncia epistemo-
légica entre os objectos do campo cientifico. Aceita-se, em Carnap, cada vez mais
amplamente o facto de que o autopsicologico e o heteropsicoldgico possuem um
caracter epistemoldgico inteiramente diferente. Actualmente, poderemos negar
esse facto somente se estamos ligados a certas convicgdes metafisicas. A diferenca
epistemoldgica, entre o heteropsicoldgico e o autopsicoldgico, tornar-se-a eviden-
te através da investigagdo da relagdo epistemoldgica entre o psicoldgico e o fisico.”
A analise légica das experiéncias, nas quais se reconhecem as ocorréncias hete-
ropsicoldgicas, mostrou que, em todos os casos possiveis (E LE,E, ), 0 consti-
tuinte a (a percepgao do fisico) é epistemologicamente suficiente, enquanto que
o constituinte b (a ideia da ocorréncia heteropsicoldgica reconhecida) é dispen-
savel relativamente a primeira.

Pela andlise epistemoldgica, Carnap chegou a conclusdo que, em cada caso, o cons-
tituinte @ é o nucleo epistemoldgico, enquanto b ¢é a parte secundéria. Poderd
demonstrar-se que b é dado epistemoldgica, assim como logicamente, depende
de a.

Para estabelecer isto, formuldmos previamente dois critérios diferentes: a justifi-
cagdo de b com base em a e a possibilidade de a suposi¢io do erro na de b,
quando a sera dado. Estes critérios aplicam-se ao reconhecimento das ocorrén-
cias heteropsicoldgicas.® O reconhecimento das ocorréncias heteropsicoldgicas,
segundo as perspectivas do Circulo de Viena, retrocede até ao reconhecimento
de um evento fisico. Expressamos, assim, que os objectos heteropsicoldgicos sdo
epistemologicamente secunddrios em ordem aos objectos fisicos. Seria até mesmo
mais facil demonstrar isto, ja que dificilmente existem prejuizos emocionais, que
obscureciam este facto. Teriamos que mostrar que o reconhecimento dos even-
tos culturais, como de uma religido ou conduta moral, se baseiam no reconheci-
mento dos processos psicoldgicos dos portadores daquele processo cultural e no
reconhecimento de suas documentagdes fisicas.” A Etica, segundo Carnap, vive

3 Cf. R. CARNAP — Meaning and Necessity, a study in Semantics and Modal Logic, London, The
University of Chicago Press, 1956, 205.

Cf. Ibidem, Scheinprobleme in der Philosophie, 10-11.

Cf. Ibidem, 12.

Cf. Ibidem, 13-14.

Cf. R. CARNAP - La costruzione logica del mondo, tradugao do alemao, Milano, Fratelli Fabri
Editori, 1966, 113-117.

~No o b
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da ndo-factualidade, tendo os seus enunciados outro sentido e ndo serdo usados
como critério para a significabilidade dos enunciados.

Se o enunciado expressa um estado das coisas, entdo é significativo para todos os
eventos e sera verdadeiro se esse estado de coisas existe ou falso se ele ndo existe.
Poderemos saber se um enunciado ¢ significativo, mesmo antes de saber se ele é
verdadeiro ou falso. Carnap ¢ claro ao afirmar, e com aplicabilidade nas éticas,
se um enunciado se fundamenta através das experiéncias passadas, e ndo mais
pode ser testado, entdo temos a mesma confianca nele, como temos num enuncia-
do testavel. A Etica satisfaz-nos com enunciados desse tipo, uma vez que em fisica
e quimica o enunciado ¢ testavel.® Estas reflexdes conduzem, segundo Carnap, ao
enunciado do “principio da verificabilidade”, que se podera referir como o con-
tetdo das experiéncias se se liga pelo menos indirectamente com a experiéncia,
de tal modo que se pode indicar qual é a experiéncia possivel, que o confirmaria
ou refutaria. As experiéncias fundamenta-lo-iam ou ele é testavel ou ainda tem
pelo menos conteddo factual, mas ndo estdo nem fundamentadas nem testaveis.’
Os valores éticos entram em jogo, mas ndo ha qualquer conexdo com a verdade e
a falsidade. Finalmente, devera dizer-se dizer que, para o neopositivismo, somente
os enunciados, que possuem contetdo factual, sdo teoricamente significativos e
poderdo enunciar-se pelo principio da verificabilidade. Os enunciados ostensivos,
que ndo podem, em principio, estar fundamentados pela experiéncia, sdo carentes
de significado.

Schlick, co-fundador do Circulo de Viena, néo idealiza que a possibilidade de ve-
rificacdo ndo repousa em qualquer verdade da experiéncia, em alguma lei da natu-
reza ou em qualquer outra proposi¢do verdadeira, de ordem geral, uma vez que é
determinada, segundo as nossas defini¢des, pelas normas, que foram fixadas, para
a nossa lingua ou que podemos estabelecer arbitrariamente a qualquer momento.
Todas essas normas apontam para defini¢des indicativas e, através delas, a verifi-
cabilidade estd vinculada a experiéncia.'

2. ETICA PROPOSICIONAL: SENTIDO ANALITICO

Para Carnap, este saber ¢ a filosofia dos valores (axiologia) como ramo mais rele-
vante da filosofia moral. A palavra “ética” usa-se em dois sentidos diferentes. As
vezes a “ética’ refere-se a certas investigagdes empiricas, por exemplo, as psicolo-
gicas e socioldgicas, sobre acgdes dos seres humanos, atendendo a origem destas
acgdes a partir dos sentimentos e das volicoes e seus efeitos.!’ Pelo pensamento de
R. Carnap, a Etica é uma investiga¢do empirica. Pertence a uma ciéncia empirica
mais do que a filosofia. Mas, num segundo momento, a Etica é fundamentalmen-
te diferente por ser filosofia dos valores ou da normatividade moral. Poderemos,
segundo Carnap, denomina-la como Etica normativa. Esta ndo se refere a uma

8  Cf. Ibidem, 114-115.

9 Cf. R. CARNAP — “Experience and Meaning”, in: Philosophical Review, 43 (New York, 1934)
137-138.

10 Cf. M. SCHLICK - “ A Causalidade e as causalidades em M. Schlick “, in: Eikasia, 18 ( Madrid,
2008), 1-25.

11 Cf. R. CARNAP - Filosofia y Sintaxis Ldgica, trad. do inglés, México, Centro de Estudios Filo-
soficos, 1963, 14.
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investigagdo pretendida sobre o que é o bem ou sobre o que é o mal, sobre o que é
correcto fazer ou o que é incorrecto.'? Desta feita, o propdsito desta Etica normati-
va radica no estabelecimento de regras para o agir humano ou apresenta-se como
conjunto de juizos sobre valores morais.'> Assim, o termo e conceito de Etica tém,
para Carnap, dois sentidos (sinn), um gramatical e 14gico e outro axioldgico.

Esta diferenga de formulagdo, na pratica, chegou a ser muito importante ao longo
do pensamento filosofico, desde a ética teleoldgica de Aristételes até ao deonto-
logismo kantiano, passando pela aretologia medieval, influenciada pela Teologia.

A regra “ndo mataras” tem gramaticalmente a forma imperativa, ndo podendo
ser considerada como uma proposic¢ao, que poderd ser categérica (Kant) ou pa-
ranética (S. Paulo). Mas, num enunciado valorativo, matar ¢ um mal, mesmo que
aregra seja uma expressao de determinado desejo, tem a forma gramatical de uma
declaracio, orientando-nos para uma Etica proposicional, onde surge uma semén-
tica moral constituida, também, como Etica declarativa, que teré a sua critica na
Escola de Frankfurt, como uma Etica narrativa. Na perspectiva de Carnap, esta
forma conduziu muitos fildsofos a pensar que um enunciado valorativo é afirma-
tivo e deve ser verdadeiro ou falso. A isto chamar-se-ia uma ética tautoldgica por
influéncia da teoria seméntica do calculo ldgico das proposi¢cdes da Logica Mate-
matica. Mas, na realidade, um juizo axioldgico ndo é sendo uma ordem com uma
forma gramatical. Poderao ter efeitos sobre as ac¢des dos homens e estes poderao
estar em concorddncia com os nossos desejos ou nao. “Isto mostra-se com signi-
ficado, quando aplicamos, a tais enunciados, o método da analise logica. Segundo
Carnap, do enunciado “matar é um mal” ndo poderemos deduzir nenhum juizo
para futuras experiéncias. Logo, este enunciado ndo ¢ verificavel e ndo tem um
sentido teorético e, isto mesmo, serd somente verdadeiro para todas as sentencgas
axioldgicas. Segundo Carnap, a primeira deduz-se como enunciado psicolégico,
relativo ao caracter ou as reac¢des emotivas, pertencendo a Psicologia e ndo a Fi-
losofia, mas antes a Etica. Apesar das sentencas da ética normativa terem formas
de regras ou de enunciados axioldgicos, carecem de sentido tedrico e nio se apre-
sentam como enunciados cientificos.”” Para Carnap, estes enunciados histdricos
e sociologicos imprimem actos axiologicos, que se apresentam como proposi-
¢oes cientificas, pertencentes a Etica, no primeiro sentido dado a este conceito.'®
De acordo com alguns pensadores, as proposicdes axioldgico-éticas significam-
se como enunciados em relacdo as consequéncias dos actos considerados. Logo,
denominar bom ou mau, a um género de conduta, significa dizer que é adequado
ou inadequado para determinado proposito. Na verdade, pelo pensamento do fi-
lésofo do Circulo de Viena, referir que “matar é mau” podera traduzir-se em que
matar ndo é um procedimento adequado na vida de uma comunidade harmo-
niosa. Logo, sobre as bases de alguma interpretacao desta espécie, como fungdo
instrumental de interesses humanos ou de questdes analdgicas, uma proposicdo

12 Cf. Ibidem, 15; Idem, Logical Foundations of Probability, Chicago, The University of Chicago
Press, 1951, 9-10.

13 Cf. Idem — Pseudoproblemi nella Filosofia, traducao do alemao, Milano, Fabbri Editori, 1966,
1-6.

14 Cf. R. CARNAP - Filosofia y Sintaxis Légica, 15

15 Cf. Idem — Logical Foundations of Probability, 15-16.

16 Cf. Idem — Der logische Aufbau der Welt, Hamburg, F. Meiner-Verlag, 1961, 30-32.
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de valor tem um contetdo cognoscitivo.” Com muita frequéncia usa-se a palavra
“significado’, no dominio da Etica proposicional, in lato sensu, querendo acentuar
que o género do significado, que negamos ao enunciado de valor absoluto, sera
exclusivamente o meaning cognoscitivo. Seguramente que estes sentidos possuem
significados expressivos, emotivos e volitivos. Tal facto reveste-se de grande in-
teresse para a eficiéncia moral. A Etica, segundo Carnap, é proposicional e aqui
sdo analisadas as sentengas empiricas, como investigacdes psicoldgicas e sociais,
sobre as ac¢des dos actos humanos, atendendo aos sentimentos logicos. Se a mo-
ral é o objecto da Etica, entdo esta converte-se em objecto da Metafisica. Logo,
a meta-ética é reflexdo critica que analisa o discurso da ética nos pressupostos e
nos limites. Aqui surge o fundamento metafisico da Etica, que ndo foi analisado
por Carnap.Segundo este pensador do neopositivismo logico, a grande tese desta
Filosofia assevera que os enunciados metafisicos tém uma fun¢do expressiva e ndo
uma fungio representativa. A Etica ficard circunscrita a uma légica da conduta
humana, sem qualquer fundamento, dado que a caréncia do cardcter metafisico
ndo constituiria um defeito. Naturalmente, a filosofia moral ficara limitada a logi-
ca, assim como a Etica.

Para Carnap, a unica tarefa da Filosofia realiza-se pela analise 16gica. Em todas as
consideragdes feitas, incluindo as da moral, pratica-se uma analise logica. Assim,
a Etica percorre o caminho da seméntica da conduta humana.' Contudo, serd
relevante dizer que, com Carnap, a Etica revela-se como anélise 16gica das diversas
condutas humanas. Assim, a Etica transforma-se numa forma de apresentar os
enunciados morais como proposi¢des sujeitas  semantica. A Etica faz referéncia
a orienta¢do perante uma vida plenificada sob o signo das boas ac¢des, resultan-
do daqui o cardcter de projecto. A moral apresenta-se como algo que se impde
como obrigatorio. O dominio da moral caracteriza-se pelo aparecimento da nor-
ma. Ricoeur, na sua Etica, pretendeu justificar a necessidade de submeter a Etica
a prova da norma. Assim, a Etica inclina-se para uma intengdo, a moral, porém,
desdobra essa intengdo e da-lhe a sua efectivagdo, traduzindo-a tendo em consi-
deragdo as ameagas e os obstaculos, que, naturalmente, se opdem a sua realiza-
¢do. Segundo Ricoeur, a relagdo da norma com a intengdo, da moral com a ética
é ndo so6 de subordinagdo,mas também significard uma relagao dialéctica, dado
que a norma possui repercussdes na intengdo. Entretanto, Carnap ird subordinar
a Etica a Andlise Ldgica da linguagem. A moral possui uma inten¢do semantica,
que vem da linguagem analitica da Etica. Mas, Carnap ndo faz referéncia a esta
posicdo, devido a critica a Kant.A Etica salienta um conjunto de normas ou regras
que se caracterizam pela vida da liberdade e pela universalidade da obrigagao.Se
uns privilegiam o dominio do bem (bonum) como um fim, entao apresentam-no
como pressupostos teleoldgicos (Aristoteles e S. Tomas de Aquino); outros privi-
legiam a norma, que se impde como “dever” (Pflicht) e teremos as respostas do
deontologismo kantiano.

Porém, Carnap apresenta a ética como logica da moral no aspecto proposicio-
nal. A ética é uma analise 16gica da moral para chegar a ser uma moral logica de

17 Cf. Idem — Scheinprobleme in der Philosophie, 302-304.
18 Cf. Idem — Introduction to Semantics, Chicago, The University of Chicago Press, 1948, 25-36.
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proposi¢oes.Com efeito, a logica dedntica estuda os modos referentes a nogdo de
Obrigagdo. Os conceitos submetidos a sua analise sdo os normativos ( éticos, ju-
ridicos, etc). Na verdade, os functores modais dednticos sdo os seguintes: obriga-
toruio, permitido, proibido e indiferente. Tal como no caso dos functores modais
alélicos, basta um s6 como primitivo para a definicio dos demais. Escolhendo
o “obrigatdrio”, simbolizado por L, seguir-se-4 um numero abstracto de uma classe
de acgdes.

Seguindo as classes da Logica Modal, que poderdo seguir os esquemas de Von
Wright, diremos, em ordem & fundamentagédo da Bioética, pela Logica Formal Mo-
derna, que se podem decifrar em diferentes modos: Modos Aléticos: necessario,
possivel, contingente e impossivel. Estes sao as formas cldssicas modais e apresen-
tam um interesse puramente formal. Os Modos Epistémicos (verificado, refutado,
ndo-refutado, conformével,etc) referem-se a teoria da ciéncia, orientando-se para
operagoes ndo-formadas, sendo empiricas, por meio das quais se estabelecem ou
destréiem afirmacgdes na ciéncia ou no conhecimento comum. Finalmente, temos
0s Modos Deonticos ( obrigatério, permitido, indiferente e proibido, etc ) que
sdo de especial interesse no estudo das linguagens normativas. Naturalmente que
a perspectiva de Carnap vai na linha da filosofia analitica e ndo por anteriores
orientagdes. Assim, serd impossivel em Carnap uma fundamentacio ontoldgica
da Etica. Aquilo que existe é uma linguagem légica da ética como andlise formal
de normas ou de juizos axiologicos.

A Etica em Carnap ndo é um complexo de enunciados metafisicos, como aqueles
que pretendem descrever conhecimentos acerca de algo que se encontra, ora mais
além de toda a experiéncia, ora sejam a verdadeira esséncia das coisas ou sobre as
<« . 3 V] . . ~ . r . 19
coisas em si”. Na verdade, a Etica assentaria sobre enunciados nao verificaveis.

Em funcdo da negacdo da Metafisica, a Etica aparece como forma de “analise 16-
gica’, caracterizada por meio de um discurso semantico, onde se assinala o va-
lor de verdade ou de falsidade das proposi¢des morais. A Etica servira nio pela
gnoseologia da moral, mas, em Carnap, aparece como determinagio tautologi-
ca da moral. Segundo Carnap, os metafisicos ndo podem evitar a clivagem dos
enunciados nio verificaveis, porque se os tornarem verificaveis, a decisdo, acer-
ca da verdade ou falsidade de suas doutrinas, dependera da experiéncia e, por
conseguinte, pertenceria ao campo da ciéncia empirica. A Etica ndo faz parte do
ambito das ciéncias empiricas, como bem salienta Carnap.?® Segundo a convicgao
do filésofo do Circulo de Viena, os metafisicos desejam evitar esta consequéncia,
porque pretendem ensinar um conhecimento que se encontra num nivel superior
ao da ciéncia empirica, vendo-se, assim, compelidos a romper a conexio entre os
seus enunciados e a experiéncia. A Etica, em Carnap, ndo se revela como saber
da “praxis” e para a “praxis” a partir do ponto de vista do que “deve ser”, isto é,
apresenta-se como saber da ac¢do correcta, ndo meramente tedrica, estimulando
para a “acgdo pragmatica’, ainda que toque a cada pessoa o saber aplicar tudo isto
as situagdes concretas.

19 Cf. R. CARNAP - Logical Syntax of Language, 50-75; Idem, Der logische Aufbau der Welt, 46-
48, 64-67.
20 Cf. Idem - Filosofia y Sintaxis Ldogica, 11-12; Idem, Der logische Aufbau der Welt, 69-72.
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3. VERIFICABILIDADE: COMO PRINCIPIO

Se tomamos um enunciado universal, que se refere a todas as coisas ou aconte-
cimentos que podem dar-se no tempo e no espago, entdo uma lei natural sera
mais clara que o numero de casos examindveis. Consequentemente, a proposicéo
resulta como hipdtese.” No pensamento logico-analitico de Carnap, toda a asser-
¢80, no amplo dominio da ciéncia, tem este caracter como bem se afirma sobre as
percepgdes actuais sobre outras experiéncias e sera verificavel por meio delas. Es-
ses enunciados acerca de futuras percep¢des inferem-se conjuntamente de outras
proposicdes ja verificadas. Para Carnap, o que da um significado teorético a um
enunciado ndo sdo as imagens e os pensamentos, mas a possibilidade de deduzir
dele proposi¢des perceptivas, por outras palavras, a possibilidade da sua verifi-
cagdo. Na verdade, carecemos de toda a imagem efectiva do campo electromag-
nético, bem como do campo gravitico. Com efeito, as proposicoes, que os fisicos
afirmam acerca destes campos, possuem um perfeito sentido, porque delas sdo
deduzidos enunciados perceptivos. Todavia, a inica objec¢do a estes enunciados
seria que nio encontramos maneira de os verificar.* Assim, o principio da verifi-
cabilidade é fundamental para se poder definir ou descrever o estatuto epistemo-
légico da reflexdo ética, bem como das ciéncias da natureza.Um dos aspectos da
Bioética, nos dias de hoje, devido a sua projecgio, reside no estatuto epistemolo-
gico. Os progressos das ciéncias questionam e provocam o homem e a sociedade,
pois suscitam novas perguntas e novas exigéncias sociais e juridicas e revelam-se,
assim, motivadas por esses progressos, para novas leituras éticas, determinando
novo estatuto epistemoldgico para este grau do saber. Segundo a filosofia de Car-
nap, o principio da verificabilidade da-nos a oportunidade de as proposi¢oes dos
saberes terem valor cientifico, quando justificadas pela experiéncia.

el

A Etica ndo deve referir-se somente ao homem, mas “dever4” estender o olhar para
a biosfera, no seu conjunto, ou melhor para cada intervengéo cientifica do homem
sobre a vida em geral, necessitando de um fundamento epistemoldgico.” En-
tendendo a Etica como estudo sistemético da conduta humana, considerada a luz
de valores e de principios, unem-se os dois sentidos dados por Carnap, que vao
desde uma investigacdo empirica até a uma filosofia dos valores. A Etica poderd
necessitar de determinar uma analise l6gica das proposi¢des semanticas, procu-
rando o valor de verdade ou de falsidade das mesmas. Todavia, a Etica é muito
mais do que o estudo das tautologias, nas investigagdes empiricas, e serd mais
orientada para uma filosofia dos valores. O objectivo da epistemologia, segundo
Carnap, é a formula¢ido de um método para a justificagdo das Erkenntnisse. Assim,
a epistemologia deve especificar como se pode justificar uma parte do conheci-
mento, isto é, como se pode mostrar que essa é um conhecimento cientifico. Uma
tal justificagdo ndo ¢ absoluta, mas relativa.* Também a légica ensina a deriva-
¢do da validade de algumas proposigdes (Setzungen) pela validade pressuposta de
outras. Na proposi¢do derivada, ndo pode ocorrer qualquer conceito novo. Serd

21 Cf. Idem - Logical Foundations of Probability, 386-391.

22 Cf. Idem — Meaning and Necessity, 233.

23 Cf. E. SGRECCIA — Manual de Bioética, I, Fundamentos e Etica Biomédica, traducéo do italia-
no, S. Paulo, Edi¢oes Loyola, 1996, 24.

24 Cf. R. CARNAP — Scheinprobleme in der Philosophie, 2-4.
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caracteristico de uma derivagao epistemoldgica que o conhecimento a ser ana-
lisado, isto é, que a sentenca se deve justificar e contenha um conceito que néo
ocorre nas premissas. A epistemologia deve investigar os conceitos da ciéncia em-
pirica nas varias sub-divisdes (das naturais as culturais). Com efeito, empreende-
se uma andlise dos objectos, onde se reduzem os superiores aos inferiores e cha-
mam-se objectos epistemologicamente fundamentais.”® Podera descrever-se, com
Carnap, um método que conduziria a resultados que geralmente se reconhecem
pertencerem a epistemologia. Este método de analise é o que se significa, se falar-
mos da andlise epistemoldgica.

Com efeito, ndo podemos verificar a lei, mantendo as suas instincias particulares,
isto é, as sentencas que deduzimos da lei e de outras proposi¢oes previamente es-
tabelecidas. Numa série continua de experiéncias, ndo se encontra nenhuma ins-
tancia negativa. Mas, se o niumero de instancias positivas aumentar, entdo a nossa
confianc¢a na lei aumentard. Na verdade, ao invés da verificagdo, poderemos falar
de confirmacéo gradativa da lei.”® Ao empreender as investigacdes metodoldgicas,
especialmente concernentes a verificagdo, é importante distinguir entre questdes
légicas e empiricas. Os conceitos logicos pertencem a sintaxe e os empiricos sdo
descritivos, isto é, ndo logicos e pertencem ao campo da Biologia, da Psicologia
e da Bioética, pelo pensamento de Carnap, ou seja, pela teoria do uso da lingua-
gem como grau especial da actividade humana. A Etica, como pragmatica do agir
humano, revela-se na semantica moral, porque procura o significado e a interpre-
tagdo da vida humana com vista a promover o seu desenvolvimento.” Pelo pen-
samento de Carnap, a Etica e suas extensdes vivem da “anélise 16gica”. Deixaram
de ser uma reflexdo categoricamente normativa do agir ou da conduta. Segundo
o pensador de Koenigsberg, a observancia da norma é um “dever” (Pflicht), mas
este “dever” surge da Vernunft ( razdo).

A esta concepgdo reage o Circulo de Viena, numa nova analise, criticando o sen-
tido e evolugao da ética. Este saber pragmatico surge como linguagem, nao obser-
vével, mas testdvel na propria conduta pela “andlise 14gica”. Para Carnap, a Etica
aparece como nova reflexdo, onde as proposi¢des, que se podem conhecer, estdo
baseadas nas experiéncias morais ou se apresentam sob a forma de uma propo-
sicicdo modal alética, segundo a leitura formal das légicas dednticas. De alguma
forma, a linguagem da ciéncia serd restrita ao exigir, que ndo se admitam os pre-
dicados descritivos e, portanto, as sentengas sintéticas, a menos que elas tenham
alguma relacdo com observagdes possiveis numa conexdo, que se deve caracterizar
de maneira adequada.”® Apesar da critica do Circulo de Viena, aqui representada
pelo pensamento de Carnap, a Etica ndo deixa de se relacionar com o conceito de
pessoa e com os principios da moral, na busca de uma fundamentagdo metafisica,
que é negada pelo neopositivismo. Talvez esta fundamentacao nunca seja aceite
universalmente, nas suas possibilidades e desafios, devido a questdo epistemolo-

25 Cf. Ibidem, 4.

26 Cf, R. CARNAP — “Verificability, truth and verification”, in: Journal of Philosophy, 31 (New
York, 1934) 144-148.

27 Cf.N. BLAZQUEZ - Bioética Fundamental, Madrid, B. A. C., 1998, 21-26.

28 Cf. R. CARNAP - “Von der Erkenntnistheorie zur Wissenschaftslogik”, in: Actes du Premier
Congres International de Philosophie Scientifique, 8 (Paris, 1935) 1-16.
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gica. Na linha do neopositivismo 1dgico, a Etica, na cultura pés-moderna, aparece
como “pragmatica moral”. A objectividade do mundo ético deveria ser vista como
conformidade com as normas. Tal conformabilidade, na linha de Carnap, torna-
se dubia apenas quando vista como algo mais do que foi analisado, isto é, como
modo de obter acesso a algo que se baseia em praticas correntes da justificagdo.
Parece paradoxal a justificagio ontoldgica da Etica ao repousar sobre a analise 16-
gico-simbolica da linguagem néo observavel.”’

E dificil construir uma Etica apenas numa base neopositivista, 8 medida do Cir-
culo de Viena, porque temos que ressalvar a seriedade da obrigacao, que perpassa
a moral, dado que a sua exigéncia participa da transcendéncia da consciéncia.

A normatividade incondicional, que vivenciamos na raiz da consciéncia, desem-
boca na conceitualizagdo de principios do pensar e do agir humanos e encontra-
se e vive-se para além da andlise logica. Uma coisa ¢ a linguagem ética, outra serd
aquela que é formal, dada em proposi¢des ndo-observaveis a que chamamos de
Etica Analitica, na linha do pensador de Viena, onde este saber é uma linguagem
empirica.

O principio da verificabilidade, identificando o significado e as condi¢des empi-
ricas, reduziu a Filosofia a um conjunto de sequéncias assignificativas de sinais,
retirando a Metafisica o direito de ocupar um lugar no dominio do conhecimento.
Se o dominio do conhecimento ¢ esgotado pela Logica, pela Matematica e pelas
ciéncias empiricas, entdo poderemos perguntar: qual o estatuto epistemoldgico do
empirismo, enquanto sistema de afirmacoes aparentes ? Qual o sentido da pro-
posi¢do que afirma a validade do principio da verificabilidade? A resposta vem
do Circulo de Viena ao afirmar que a filosofia se dedica a esclarecer os conceitos
propriamente cientificos. O erro da Metafisica consistiu em tomar esse esclare-
cimento como uma expressdo. Finalmente, dizer que a Etica possui duas lingua-
gens. Estas duas sdo, de um lado, o conjunto de sistemas éticos que integram as
culturas, em determinada época da humanidade, com suas intuicdes, caréncias e
fundamentagdes, sempre perpassadas pelo imperativo ético; do outro, a necessi-
dade de um consenso empirico, prético e efectivo, que s6 podera resultar do deba-
te livre e organizado, desembocando na determinagao de normas minimas a fim
de se manter uma indispensavel coeréncia na ac¢do. Toda a linguagem, tal como
a Etica, poderia ser especificada em termos de um conjunto de sinais primitivos,
que constituiriam, por um lado, um conjunto de “regras de formac¢ao”, indicadoras
de como obter expressdes complexas por combina¢des de expressdes mais sim-
ples, exclusivamente na base de suas formas visiveis e, por outro, um conjunto de
regras de transformagao restritas a forma das expressoes, capazes de reflectir os
modos validos da inferéncia.

4. ANALISE LOGICA: SENTIDO E VALOR

A Bioética parte da racionalidade humana secular e universalmente aceite. As
proposi¢des da Bioética implicam uma testificabilidade, porque partem da expe-

29 Cf. R. CARNAP - Foundations of Logic and Mathematics, vol. 1, International Encyclopaedia of
Unified Science, Chicago, The University of Chicago Press, 1939, 10-15.
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riéncia empirica oriunda da biomedicina e da biotecnologia. O principio da veri-
ficabilidade poderd permitir a ponte das éticas para a biomedicina e para a biotec-
nologia.

A Bioética podera descrever-se como estudo sistematico das questoes de valor, que
surgem nos novos campos do comportamento. Ainda se podera conceber como
o estudo sistematico do comportamento humano no dominio das ciéncias da vida
e dos cuidados de satde, enquanto comportamento perspectivado a luz dos valo-
res e principios morais.” A negagdo da existéncia de um mundo externo seria uma
proposi¢ao tdo metafisica, quanto a sua afirmagio. Por conseguinte, uma visdo
empirica da Bioética ndo nega os aspectos transcendentes da mesma, sendo que
destituidas de sentido, na mesma medida, tanto a negacio quanto a afirmagédo do
transcendente, como os valores que se encontram na Bioética. A Bioética introduz
uma nova maneira de falar, porque sujeita a novas regras, que vai da sistematica
da conduta moral da vida clinica até a influéncia da biotecnologia, caracterizada
por normas e valores. Tem um sistema de referéncia linguistica, para as novas
entidades, que surgem dos elementos que a Medicina lhe fornece.’® Deveremos,
aproveitando elementos metodoldgicos do neopositivismo do Circulo de Viena,
distinguir dois tipos de questdes de existéncia: em primeiro lugar, as questoes da
existéncia de certas entidades do novo tipo no interior do sistema de entidades,
representado pelo sistema linguistico de referéncia, que surgem da normativida-
de e da exceléncia da conduta humana. Chamamo-las de “questdes internas”; em
segundo lugar, surgem as questdes concernentes a existéncia ou a realidade do
sistema de entidades, como um todo, chamadas “questdes externas”, que advém da
biomedicina, fornecendo os dados para adequada reflexdo ética.”

Poderemos encontrar as respostas, ou através de métodos puramente légicos ou
através de métodos empiricos, dependendo do sistema de referéncia ser logico
ou factual e sendo este ultimo representado pela biomedicina. Assim, a Bioética
parece pertencer ao mundo das coisas e ao munda das vivéncias. Implicard uma
metodologia dual, dado que, segundo a analise logica, é por sua natureza reflexao
implicativa (a medida da apresentada pela Logica Simbolica). Sera, de facto, este
o contributo da Etica Analitica para a Bioética, por um lado, fornecer uma me-
todologia légica, para abordar os problemas, e, por outro, apresentar nova forma
semantica para os problemas da biomedicina. Como se trata de uma “ética da
linguagem”, tera grande significado na aplicagdo e na implicagao formal para o es-
tudo e fundamentagcéo linguistica da Bioética. Esta serd uma ética de implicagoes
em fungio dos progressos clinicos e biotecnoldgicos.” A Logica Simbdlica, procla-
mada por Carnap, identifica os enunciados dotados de significacdo ao exigir a sua
ligagao a outros mais simples, que, por sua vez, repousam nos dados empiricos.
Aqui entrara a logica da conduta moral na Bioética. A Logica constitui o proce-
dimento metodoldgico comum e indispensavel a todas as ciéncias, pois procura
estabelecer o sentido de cada nogdo por um processo de redugoes, até aquelas que

30 Cf. F. JAVIER ELIZARI — Questées de Bioética, traducao do espanhol, Porto, Editorial Perpé-
tuo Socorro, 1996, 10-11

31 Cf. L. ARCHER et alii — Novos Desafios da Bioética, Porto, Porto Editora, 2001, 23-24.

32 Cf. R. CARNAP — Meaning and Necessity, 207-209.

33 Cf. Idem — “Testability and Meaning”, in: Philosophy of Science, 3 (New York, 1936) 14-15.

JEZYK W KOMUNIKAC]I / Language and Communication



R. D. Borges Meneses: Segundo Rudolf Carnap: as éticas semanticas

se salientam pelos dados empiricos. Deste modo, assegura um tratamento unitario
a todas as demais disciplinas cientificas, propondo reduzir todos os conceitos que
entram na formagao do discurso pelos correspondentes dados sensiveis imediatos.
No limite, sera possivel estabelecer o quadro susceptivel para assegurar a concep-
¢do cientifica das realidades. Assim, pelo pensamento do Circulo de Viena, a tarefa
cientifica poderia ser realizada pela Logica Formal Moderna, em virtude do poder
que ela manifesta ao alcancar a precisdo necessaria nas definicoes de conceitos
e nos enunciados, ao formalizar os procedimentos intuitivos pela inferéncia do
pensamento ordinario, isto é, defini-los de forma rigorosa e controlados pelo me-
canismo dos sinais 16gicos.

CONCLUSAO

A tarefa da andlise logica da linguagem moral, empreendida por significativos re-
presentantes do Circulo de Viena, com particular relevo para Wittgenstein, per-
mite-nos determinar as caractristicas proprias do discurso moral. Naturalmente,
0s juizos éticos podem ser encarados in genere como prescrigdes, isto é, como
expressoes destinadas a servir de guia para a propria conduta ou como padrao ou
medida do valor ou desvalor da conduta. Antes de mais, os juizos morais referem-
se a actos livres e, por conseguinte, responsaveis e imputaveis e, nisso, coincidem
com as prescri¢des juridicas, sociais ou religiosas. Entretanto, a moral revela-
se como instancia ultima da conduta humana, do mesmo modo que a religido.
Noutra perspectiva do Circulo de Viena, os metafisicos ndo podem evitar a cliva-
gem dos enunciados nao verificveis, porque se os tornarem verificveis, a decisao,
acerca da verdade ou falsidade de suas doutrinas, dependera da experiéncia e, por
conseguinte, pertencerd ao campo da ciéncia empirica. A Etica nio faz parte do
ambito das reflexdes empiricas. A Etica ndo se revela como saber da “praxis” e
para a “praxis’, a partir do ponto de vista do que “deve ser’, isto é, revela-se como
saber da ac¢do correcta, ndo meramente tedrica, estimulando a acgdo pragmatica,
ainda que toque a cada pessoa o saber aplicar tudo isto as situagdes concretas. Isto
significa que a ética, tal como Carnap sugere, ndo devera ser um saber carente de
consequéncias pragmaticas, o qual estd condicionado pelo principio da verifica-
bilidade. A fungio da analise logica consiste na referéncia de todo o conhecimen-
to, de toda a afirmacio da ciéncia ou da vida quotidiana, com vista a clarificar
o sentido dos enunciados e das conexdes entre si. Logo, tomamos um enunciado
universal, que se refere a todas as coisas ou acontecimentos, que podem dar-se em
quaisquer tempos e lugares, entdao uma lei natural serd mais clara do que o niimero
de casos examinaveis. No pensamento légico-analitico de Carnap, toda a asser-
¢do, no amplo dominio da ciéncia, tem este caracter e afirma-se sobre as per-
cepg¢oes actuais ou de outras experiéncias e sera verificivel por meio delas. Esses
enunciados, acerca de futuras percepg¢des, deduzem-se conjuntamente com outras
proposi¢oes ja verificadas. Para Carnap, o que da um significado teorético a um
enunciado, ndo sdo as imagens e os pensamentos, mas a possibilidade de deduzir
proposi¢des perceptivas, por outras palavras, a possibilidade da sua verificagdo.
Com efeito, as proposigoes, que os fisicos afirmam acerca dos campos ( gravitico
e electromagnético ), possuem um perfeito sentido, porque delas sdo deduzidos
enunciados perceptivos. Todavia, a tinica objec¢do a estes enunciados seria que

Instytut Studiéw Miedzynarodowych i Edukacji HUMANUM www.humanum.org.pl



Jezyk w Komunikacji, ISSN 2084-5111, 6 (1) 2015, s. 5-11

nio encontramos maneira de os verificar. Assim, o principio da verificabilidade
¢ fundamental para se poder definir ou descrever o estatuto epistemoldgico da
reflexdo ética, bem como descrever o fundamento da fisica. Entendendo a ética,
como reflexao sistemdtica da conduta humana, considerada a luz de valores e de
principios, unem-se de facto os dois sentidos dados, por Carnap, que irdo, desde
uma investigacdo empirica, até a uma filosofia dos valores. Um dos aspectos fun-
damentais do neopositivismo légico de Carnap, com relevancia para a Etica, en-
contra-se nos critérios do significado. O problema nao reside somente na testabi-
lidade das sentengas comportamentais, mas no seu fundamento seméntico. Com
efeito, a Etica possui duas linguagens. Estas duas sdo, de um lado, o conjunto de
sistemas morais, que integram as culturas, em determinada época da humanidade,
com suas intui¢oes, caréncias e fundamentacdes, sempre perpassadas pelo impe-
rativo ético; do outro, a necessidade de um consenso empirico, pratico e efectivo,
que s6 podera resultar do debate livre e organizado, desembocando na determina-
¢do de normas, a fim de se manter, na humanidade, uma indispensavel coeréncia
no agir. Na Logica de Carnap, a grande tarefa da Filosofia encontra-se na analise
légica das proposigdes. Porém, os enunciados metafisicos sdo considerados, pe-
rante o neopositivismo, como pseudo-enunciados. A preocupacio epistemoldgica
de Carnap encontra-se em definir o caracter dos enunciados da Légica, daqueles
que constituem os resultados da analise logica.** O principio da verificabilidade é
significativo na determinagio epistemoldgica, originando a possibilidade de des-
crever a Etica como ciéncia, com estatuto préprio e nio empirica e como seria pelo
pensamento de Carnap, que determinaria o ambito especializado para a aplicagdo
dos principios da valorizagdo e do discernimento. Os estudiosos da Etica Geral e
das aplicadas discutem sobre a possibilidade de um paradigma adequado, que es-
truture epistemologicamente esta ciéncia. Enquanto uns preferem um paradigma
antropoldgico, que busque as suas raizes na dignidade da pessoa humana, outros
inclinam-se para a principiologia, que faz apelo a autonomia, beneficéncia e jus-
tica.”” Com efeito, a Etica poderé estudar o sentido semantico das morais e dos
factos empiricos ao contribuir para um estatuto epistemoldgico das mesmas, mas
s6 no seu aspecto formal, como também pelas proposicoes atomicas ou molecula-
res de varios sentimentos éticos e suas aplicagdes.*

34 Cf. R. CARNAP - Filosofia y Sintaxis Ldgica, 22.

35 Cf. J. ROMAN FLECHA - La Fuente de la Vida, Manual de Bioética, Salamanca,Ediciones
Sigueme, 1999, 38-39.

36 Cf. R. CARNAP — Der logische Aufbau der Welt, 145-146.
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Abstract

The author stated that over the last years technology changed the teaching activities at schools as well
as at universities. This fact significantly affects the work of teachers and students. The main task is to
equip all educational institutions with powerful computers. Thus it can provide better possibility and
opportunity for both, students and teachers, to teach and study not only with classical study materials

but also to use many electronic ones.

Key words: e-course, Moodle, foreign language, technical texts.

uvoD

moédnym trendom sucasnej vyucby patri aj elektronické vzdelavanie. Mo-

Zeme ho definovat ako uceleny systém vzdeldvania s centralnou ulohou §tu-

denta. Studujtci na tvorbu a poskytovanie obsahu, aktivity, riesenie tloh,
hodnotenie, komunikaciu, administraciu a riadenie vzdeldvania vyuziva danu
formu ucenia - elektronické metddy spracovania, prenosu ako aj uskladnovania
informacii. Cielom vytvarania e-kurzov v povinnych a povinne volitelnych pred-
metoch v ramci anglického jazyka pre $tudentov bakalarskeho a inzinierskeho
$tidia na Fakulte vyrobnych technoldgii - v novych akreditovanych studijnych
programoch nie je vytvorenie systému, ktory by vobec nevyuzival tradicné vzde-
lavanie pocas semestra v ramci jazykovych semindrov, ale takého systému, ktory
by vyhovoval ¢o najlepsie poziadavkam $tudujicich cudzi jazyk a zabezpecoval ¢o
najvyssiu kvalitu vzdelavania.

Vyucujuce anglického jazyka pri vytvarani cudzojazy¢nych e-kurzov spolupracuju
s Ustavom vypoctovej techniky pri technickej univerzite v Kosiciach, pracoviskom
s celouniverzitnou posobnostou, ktorého hlavnym poslanim je zabezpecovat rie-
$enie uloh spojenych s rozvojom a vyuzivanim informac¢nych a komunikaénych
technoldgii na Technickej univerzite v spolupraci s fakultnymi pocitacovymi uz-
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lami. K jednym z hlavnych oblasti posobenia daného ustavu patri aj oblast in-
formacénych systémov, kde zabezpecuje vyvoj, implementaciu, spravu a prevadz-
ku, vratane integrdcie celouniverzitnych informacnych systémov, zalozenych na
modernych technoldgiach ako st napr. SQL, klient/server, www a podobne. Naj-
vyznamnej$i z nich je pedagogicky informaény systém. Ulohou Ustavu vypoctovej
techniky je rovnako zavddzat moderné informac¢né a komunika¢éné technoldgie
do realnej praxe univerzity a v ramci nej aj do jednotlivych fakult. K takym moz-
no zaradit aj systém Moodle, softwarovy balik pre tvorbu vyukovych systémov
a elektronickych kurzov na internete [1]. Jadrom daného systému st elektronické
kurzy na jednotlivych fakultdch, vratane Fakulty vyrobnych technoldgii v Presove,
Technickej univerzity v Kosiciach, v ktorych prebieha vyuc¢ba. V kurzoch si udite-
lia mo6zu ukladat dokumenty, rozvijat aktivity so Studentmi aj v ramci uéitelskych
kolektivov, komunikovat navzajom a tak riadit celd vyucbu.

MANAZMENT ANGLICTINY PRE STUDENTOV
VYROBNYCH TECHNOLOGII

Vzhladom na danu situdciu a moznosti, ktoré ponuka univerzita rozhodli sme
sa inovovat vyucovaci systém a skvalitnit metddy vyucby cudzich jazykov na Fa-
kulte vyrobnych technoldgii. Na zaklade doterajsich skuisenosti, ktoré sme nado-
budli inovativhym zavadzanim a vyuzivanim informacénych a komunika¢nych
technoldgii, dospeli sme k mnohym pozitivhym zisteniam. Ak napriklad porovna-
me dva kurzy anglického jazyka, ktoré maju rovnaky obsah, pricom jeden z nich
je vedeny klasickou formou a druhy kombinovane, zistili sme, Ze popularita kurzu
vedeného technologicky a novymi prostriedkami vypoctovej techniky je vyssia
a pre $tudentov atraktivnej$ia. Domnievam sa, Ze je to dané prirodzenou tuzbou
mladych Iudi, bududcich inZinierov po spoznavani a pouzivani novych technologii.
Neplati to v§ak iba pre mladez, ktora nastipila na univerzitné stadium po ukonce-
ni strednej skoly. Rovnako mézeme potvrdit, Ze je tomu tak aj v ramci externého
studia, v ktorom je zastupenie $tudujucich aj z radov starsej generacie. Zistili sme,
ze aj tito Studenti, ktori maja ur¢ité zabrany pri praci s pocita¢om, po absolvovani
e-kurzu st na seba vyrazne hrdi a tesi ich nielen zvladnutie uciva, ale aj pokroku
pri praci s PC, Internetom a podobne.

Konstatujem, Ze za uplynulé desatrocia svet technoldgii zmenil sa na nepoznanie,
¢o vyrazne ovplyviluje aj pracu ucitela a vybavenie $kol vypocétovou technikou.
Naskyta sa tak va¢sia moznost a prilezitost pre ucitela poskytnit studentom okrem
klasickych $tudijnych materidlov aj mnohé elektronické. Jednym z dovodov vyu-
zivat informacné technoldgie vo vyucbe aj cudzieho jazyka na Fakulte vyrobnych
technoldgii je ¢asto nedostatok metodickych materidlov — odbornej cudzojazy¢nej
literatury tykajtcej sa ich $tudia, tak povediac ,,itej na mieru® pre jednotlivé $tu-
dijné odbory a Studijné programy. Aj v odbornej cudzojazy¢nej literature, ktoru
vyuzivame, najdeme iba niektoré témy, ktoré st vhodné pre $tudium vyrobnych
technoldgii. Toto bol jeden z dovodov, pre¢o sme sa rozhodli v ramci projektu
Implementdcia blended e-learningu v procese vyucby technického anglického jazyka
pre novoakreditované $tudijné programy na Fakulte vyrobnych technoldgii Technic-
kej Univerzity v KoSiciach individudlne vypracovavat témy na vyucovacie hodiny

m Instytut Studiéw Miedzynarodowych i Edukacji HUMANUM www.humanum.org.pl



Jezyk w Komunikacji, ISSN 2084-5111, 6 (1) 2015, s. 13-21

angli¢tiny, ¢i odbornej technickej anglictiny [2]. Hotové poznatky, ktoré predtym
prezentoval pocas semindra jedine vyucujuci, postupne $tudenti mozu ziskavat
z dostupnych informacnych zdrojov, na zaklade ktorych si osvojuji nové vedo-
mosti a poznatky z oblasti vyrobnych technoldgii, ako aj progresivnych vyrobnych
procesov. Moznost zmenit vyucovaci proces v jazykovej vyucbe tak velmi efektivne
ponuka vyuzitie technoldgie Moodle. Aj ked povodne bol navrhnuty na distan¢né
vzdelavanie, v su¢asnosti ho mozeme vyuzit nielen na e-learningovi formu vyu¢-
by anglického jazyka, ale aj kombinovane. Viaceré vyskumy ukazuju efektivnost
kombinovania elektronického vzdelavania (blended learning) pomocou internetu
a prezen¢ného vzdelavania (face to face). Jednu cast vyucby teda mozeme reali-
zovat so Studentmi pocas seminarov v klasickych ucebniach a druhu ¢ast elektro-
nickym vzdelavanim (tyka sa to najmé doplnkovych odbornych cudzojazy¢nych
$tudijnych materidlov, pracovnych listov a podobne). Blended learning umozni
tak ucitelovi rozhodnut, do akej miery ma vyuzit podporu e-learningu prostredia
a kedy je lepsia moznost osobného kontaktu so ziakmi [3]. V nasich podmien-
kach praktizujeme striedanie face-to-face s elektronickym vzdeldvanim. Vytvara-
nim e-kurzov v ramci anglického jazyka s ostatnymi vyucujucimi, ako aj vyberom
vhodnych tém na spracovanie zastdvame nazor, Ze elektronicka platforma navyse
roz$iruje moznost ucitela komunikovat so studentmi na zaklade individualnych
potrieb v redlnom alebo dohodnutom ¢ase. Vzhladom na skutoénost, Ze ide o mo-
dernt platformu vzdelavania, vytvarajicu predpoklady na celoZivotné ucenie sa,
odporucame $tudentom intenzivne a efektivne vyuzivat tito moznost, obozna-
mit sa s nou uz pocas vysokoskolského (pripadne niektori zo studentov mali taki
moznost este skor v priebehu stredoskolského $tudia) $tudia a pripravit sa aj tako-
uto formou na buducu pracu a kariéru [4].

Pri vytvarani nového kurzu postupujeme nasledovne. Najprv zobrazime Nasta-
venia nového kurzu tak, ze v konkrétnom kurze klikneme na moznost Upravit
nastavenia v Casti Administrativa kurzu v bloku Nastavenia. Zobrazi sa stranka
s formularom, do ktorého musime zadat ndzov kurzu, v nasom pripade napriklad
aktualne pre novy semester sme vytvarali English language II. Tento nazov sa ob-
javi v zozname kurzov ako aj na domovskej stranke kurzu. Potom musime nasta-
vit ddtum zaciatku kurzu, od ktorého bude kurz pristupny studentom. Nastavenie
tejto polozky ma zmysel pocas zimného a letného semestra najma pri tyzdennom
formate kurzu. V tomto pripade za¢ne tyzden prave datumom, ktory si zvolime
ako zaciatok vyucby v jednotlivych semestroch.
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Obrazok 2. Ukazka pripravenej vyucovacej hodiny s vybranymi aktivitami a zdrojmi
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Jednotlivé tyzdne sa automaticky oznacia ddtumom, kedy by sa dana téma mala
preberat, pripadne si presny datum cvi¢eni mozeme zapisat individualne. Kaz-
dy kurz mal by obsahovat stru¢nd charakteristiku, ciel, pripadne kompetencie,
ktoré Student ziska po jeho uspesnom absolvovani. Dalej studentom zobrazime,
aké st poziadavky naplhania kurzu, aké tlohy a povinnosti musia splnit pocas
semestra, aby mohli ukoncit povinny kurz klasifikovanym zapoctom. Zhrnutie
sa zobrazuje spolu s nazvom kurzu aj vo verejne pristupnej ¢asti systému, poskytu-
je zakladné informacie pre vSetkych studentov zapisanych do daného kurzu, preto
jeho vyplnenie je velmi délezité.

TVORBA OBSAHU E-LEARNINGOVEHO KURZU

Obsah e-learningového kurzu Anglicky jazyk II sa snazime zapracovat do jednotli-
vych sekcii. V pripade zobrazenia hlavnej stranky e-learningového kurzu su kapi-
toly graficky oddelené a kazda sekcia je o¢islovana, alebo je pri nej uvedené ¢asové
obdobie urcené na jej studium. V nasom pripade v kazdom novom kurze nastavi-
me 13 sekcii na zobrazenie, ¢o zodpoveda dizke jedného semestra. Vyucujici viak
moze pocet sekcii menit pomocou polozky Pocet tyZdiiov/tém prostrednictvom
odkazu Upravit nastavenia kurzu v bloku Nastavenia (Nastavenia > Administrati-
va kurzu > Upravif nastavenia). Editécia a naplnanie kurzu preto pozostava najma
z editacie jednotlivych sekcii. Prvym krokom k editacii kurzu je Zapnut upravova-
nie v pravom hornom rohu hlavnej stranky kurzu alebo kliknutie na odkaz Zapnut
upravovanie (Nastavenia > Administrativa kurzu - Upravit nastavenia).

V kazdom vytvorenom e-kurze a v ramci kazdej vyucovacej hodiny pocas semina-
ra k jednotlivym témam mozeme pridavat rozne zdroje a iné aktivity. Na pridanie
napriklad URL musi tvorca kurzu vyplnit jednotlivé povinné polozky v zobraze-
nom formuldri - Meno a opis. NajdolezitejSou ¢astou pridavania odkazu na int
webovt stranku je polozka Externd URL v Casti Obsah. V nej uvedieme adresu
webovej stranky, kde najdu Studenti pozadovany $tudijny materidl odportacany
ucitefom. V jednej z dal$ich skupin poloziek Volby vyberdame sposob zobrazenia
obsahu. Ak chceme vidiet vSetky moznosti zobrazenia stranky, klikneme v lavej
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Casti na nazov Moznosti (Appearance). V prvej polozke Zobrazit mdzeme vybrat
niektoru z nasledujucich moznosti: Automaticky — podla typu pripojenej adresy
vyberie systém najlep$iu moznost zobrazenia automaticky; VloZit - studijny mate-
rial nachadzajuci sa v externom odkaze sa zobrazi ako sucast stranky kurzu v hlav-
nej Casti stranky; a Otvorif - pripojeny $tudijny material sa zobrazi v tom istom
okne prehliadaca [5].

Pomocou vkladania siboru mézeme tiez v e-kurze pouzivat aj multimedialne do-
kumenty. Tie poskytuju ovela vacsie moznosti ako len obycajné texty. Napriklad
mp3 a zvlast mp4 subory odportac¢am, na zaklade vlastnych skdsenosti, vyuzivat
najmi pri vyucbe cudzich jazykov. S mp4 sibormi pripravujeme pre Studentov
viaceré cvicenia na po¢ivanie s porozumenim, doplianie odbornych terminov
a podobne. Moodle poskytuje komfortnu pracu s medidlnymi subormi, pomo-
cou vstavanych filtrov pontka ich ovladanie. Tieto filtre s nastavitelné na trovni
kurzu, je teda na ucitelovi, ¢i ich zapne, alebo nie. Postup pri vkladani uvedenych
multimedialnych suborov je rovnaky ako s inymi stbormi.

Obrazok 3. Ukazka cvicenia na pocuvanie prostrednictvom vloZzeného MP4.

What is Nanotechnology and Nanomaterials?

P »lR) 0557108

Okrem spominaného vkladania studijnych materialov do e-learningovych kurzov,
velkym prinosom pre vzdelavanie v prostredi kurzov LMS Moodle je aj skutoc-
nost, ze ucitelovi pontka viacero aktivit, ktorymi motivuje $tudentov. Ktoré akti-
vity nachadzaju svoje uplatnenie vo vyucbe anglického jazyka v ramci $tudia vy-
robnych technoldgii s vyuzitim e- learningového kurzu pomerne ¢asto? V prvom
rade je to Diskusné forum, do ktorého studenti mozu posielat svoje prispevky. Tie
si mozu precitat vSetci ucastnici kurzu. Chat mdzeme zaradit medzi tzv. online
formy komunikacie, aj v pripade usmernenia studenta ucitelom pocas samostatnej
prace. Ide o rozhovor v realnom ¢ase pomocou internetu, ¢asto v ramci celej $tu-
dijnej skupiny individualnych $tudijnych programov navzdjom, ale aj samostatne
s vyucujucim. Ak sa rozhodnem zaradit tato aktivitu do kurzu, musim si s jed-
notlivymi skupinami $tudentov vo vybranych $tudijnych odboroch a programoch
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presne stanovit ¢as (najlepsie ¢as prebiehajucej vyucovacej hodiny pocas semina-
ra), kedy by mali byt v8etci $tudenti k dispozicii online. V Moodle existuje aj ¢in-
nost priamo urcena na zistovanie nazorov studentov na konkrétnu problematicka,
v nasom pripade najcéastejsie odbornu tému, kedze pracujeme so studentmi vyrob-
nych technolégii na Technickej univerzite. Tato ¢innost sa nazyva Anketa. V ak-
tudlnej verzii Moodle je k dispozicii ¢innost priamo uréend na pracu s ulohami,
ktora sa nazyva Zadanie. U¢itelovi, ktory tvori e-learningovy kurz pontika takmer
véetko, ¢o moZu rozne varianty zbierania uloh vyzadovat. Tato aktivita umoziuje
zadat ulohu $tudentom, ktort do urcitého datumu musia vypracovat a nasledne
odoslat ucitelovi v elektronickej podobe [7].

Sucastou prace ucitela v e-learningovej forme vyucby je ziskavanie spatnej vizby
o tom, do akej miery si $tudent dany odborny $tudijny cudzojazy¢ny materialu
osvojil, pripadne mieru osvojenia vedomosti je mozné aj ohodnotit. V tejto ¢in-
nosti moze vyznamne pomoct e-learningovy kurz vytvoreny v LMS Moodle, ktory
ponuka aktivitu Test. K vytvaraniu testu mozeme pristupovat dvoma spdsobmi:
1. pripravime si tzv. Banku otdzok a konkrétny test vytvarame az po jej vytvoreni;
alebo, 2. otazky si tvorime priebezne pocas vytvarania konkrétneho testu, pricom
sa nam tieto otazky automaticky ukladaju do Banky otazok. Novy test pridame do
kurzu v rezime uprav, kliknutim na ponuku Pridat aktivitu alebo zdroj, kde vybe-
rieme moznost Test. Nastavenie je rozdelené do celkov od vseobecnych nastaveni,
cez Casovanie, zobrazovanie zndmok, aZ po spdsob zobrazovania testu. V. LMS Mo-
odle su k dispozicii nasledujtce typy otazok: esej, jednoducha vypoctova, kratka
odpoved, numericka odpoved, pravda/nepravda, nahodna zodpovedajtica kratka
odpoved, viaceré odpovede, vlozené odpovede, odpoved s vypoctom, vypoctova
s viacerymi odpovedami, zhoda, opis. V niektorych situdciach potrebujeme, aby
$tudenti vypracovali odpoved v podobe kratkej eseje [8,9]. Ide o tzv. otvoreny typ
otazky, na rozdiel od predchadzajucich typov ju LMS Moodle nevie automaticky
vyhodnotit. Otazka tohto typu nebude znamkovana dovtedy, pokym ju neprecita
uditel. K odpovedi studenta moze uditel pridat komentar a bodové ohodnotenie.

UloZzenim bodov a maximalnej znamky ukonc¢ime tvorbu nového testu. Ak chce-
me vidiet vysledok nasej prace, vyberieme ponuku Ndhlad. Test sa ukonci vybe-
rom ponuky Ukoncit pokus. Nasledne sa zobrazi zoznam vsetkych otézok s ich
aktualnym stavom zodpovedania (Nezodpovedana, Zodpovedana, Nekompletna).
Tu sa e$te moze Student rozhodnut, ¢i sa vrati k testu alebo definitivne uzavrie test
vyberom ponuky Odoslat vSetko a ukoncit [10]. V tejto Casti treba $tudentov upo-
zornit, aby nezabudli na posledny krok. Z vlastnych skusenosti a poznatkov sa sta-
va, ze ak Student test urobil, ukon¢il, ale zabudol odoslat, ucitelovi sa nezobrazi
znamka alebo percentudlne vyhodnotenie testu, pretoze test je stale aktivny a zo-
brazuje sa tak, ako keby §tudent na nom este pracoval.

Ustrednym miestom, kde ucitel a Student vidi vietky hodnotené aktivity v pred-
mete Anglicky jazyk je Zndmkovy vykaz. Na tomto vykaze ndjdeme nazov kurzu,
jednotlivé kategorie a potom jednotlivé stipce, kazdy pre jedno hodnotenie (zada-
nie, test, vypocitavana znamka z inych stlpcov a podobne). V tejto moznosti uci-
tel nastavi, o sa vyobrazi pri splneni percentualnych hladin vyhodnotenia testu.
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Odporucam vyuzit jednotlivé moznosti na znamkovanie s uréenim percentualnej
$kély stupnice. Studentovi sa po vypracovani testu priamo v riadku Celkova spatna
vdzba vyobrazi znamka. Posledné riadky obsahuji priemer znamky tcastnikov
kurzu, pripadne jednej vybranej $tudijnej skupiny [11]. Samozrejme, Ze nie kazdy
kurz musi obsahovat vSetky spominané sucasti. Rovnako treba mysliet na skutoc-
nost, Ze na jeho vytvorenie, ipravy a pripravu na finalne vyuzivanie $tudentmi je
potrebné vela ¢asu a ndmahy.

ZAVER

Ciel daného prispevku spocival v oboznameni sa s pracou pri tvorbe e-kurzov
na vyucovacie hodiny v ramci seminarov z anglického jazyka v systéme Moodle.
Na zaklade uvedenych poznatkov a skusenosti je mozné vytvarat e-kurzy a po-
uzit v nom idey a namety, ktoré pomozu studentom vyrobnych technoldgii pri
jeho uspesnom zvladnuti. V zavere zdoraziujem, ze po vytvoreni kurzu a pred
zaciatkom jeho pouzivania netreba zabudnut skontrolovat niektoré polozky: zistit
¢i sa k ¢asovému harmonogramu dostant vsetci $tudenti; nastavit ¢asy otvorenia
a uzavretia jednotlivych aktivit; v nastaveniach kurzu treba skontrolovat — nazov,
kategoriu, datum zaciatku kurzu, ¢as zapisu, pocet tyzdnov ¢i tém, pristupnost
kurzu $tudentom, zvolit heslo kurzu, aby sa don nezapisal ktokolvek. Taktiez treba
uviest maximalnu velkost nahrédvanych suborov, nastavit tému pre kazdy tyzden
semindra. Rovnako treba prekontrolovat vietky aktivity v kurze a skryt tie, ktoré
nebudeme aktualne pouzivat.

Domnievam sa, Ze procesy v ramci globalizacie, ktoré stvisia s vydobytkami infor-
macnych technoldgii, elektronické ucebnice, digitalne kniznice ako aj elektronické
formy vzdelavania, otvaraju nové dimenzie edukacie. Zaroven kladt nové pozia-
davky na proces vzdelavania a ucenia sa. Svet informacnych technolégii, v ktorom
sa niektori $tudenti orientuju casto rychlejsie ako ich ucitelia, sa stal su¢astou su-
¢asnej infrastruktury mnohych vysokych $kol a univerzit. Napriek tomu, Ze pro-
ces informatizdcie v rezorte skolstva sa uskutociuje na jednotlivych typoch $kal
odli$nym tempom, absolventi Ziadnej z tychto $kol by nemali vstupovat do Zivota
a na naroc¢ny pracovny trh bez schopnosti efektivne pouzivat nové technolégie vo
svojom odbore ako aj v dalom Zivote, ¢o bude stcastou ich celoZivotného vzde-
lavania.
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Abstract

Stress more often affects our social lives. Undergoing high level or persistent stress, implicate that indi-
viduals frequently retract from social interactions and provide to be irritable and hostile. Moreover it
provides to impairment of cognitive function. Exposure to stress modulated by early-life adversity could
provide to cognitive function impairment; moreover, the effects of early-life stress depend on the timing
of exposure and genetic factors. Executive function (EF) is an umbrella term that refers to processes that
control other cognitive processes. Nevertheless, there is ample evidence that prolonged stress provides
alterations in brain structure tied to cognitive function.

Key words: stress; social stressor; cognitive function.

tress research typically is viewed as a subspecialty within medical sociology,

a perspective that obscures commonalities with more traditional sociologi-

cal areas of inquiry, especially social stratification. This situation has arisen,
at least in part, because stress researchers have adopted ways of organising theory
and research more relevant to medicine than sociology. For example, stress re-
search tends to be concerned less with the origins of stressful life experience than
with the consequences of such experiences for outcomes of illness, especially psy-
chological disorder (Pearlin 1989). Matters of structure, organizations, roles, and
other social constructs often are superimposed upon such disease-oriented mod-
els. A pivotal distinction between sociological and clinical orientations is whether
stressors are conceptualized as socially patterned or as independent of location in
the social system. In crude analytic terms, whether stressors are treated as inter-
vening or independent variables. 1 use these analytic labels to distinguish models
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of the stressful consequences of social organization from models of the social an-
tecedents of psychological disorder (Aneshensel et al 1991).

A stress response is an evolutionary heritage of ability to anticipate, identify and
effectively respond to danger. After millions of years of evolution, perception of
variety of stressors mobilizes neurologic, neuroendocrine, endocrine, immuno-
logic and metabolic systems to maintain an ability to survive and propagate gens
(natural selection). Additionally, in humans these mechanisms involve complex
and interrelated mental, emotional, behavioural and social processes. Behavioural
adaptation is aimed on modulation of neural pathways that help to cope with
stressful situations. These e.g. include changes of sensory thresholds, increased
alertness, memory enhancement, suppression of hunger, and stress-induced an-
algesia.

Stress (here defined as the activation of the neurophysiological stress response)
effectively helps organisms to cope with situations that challenge survival and pro-
motes adaptation in response to threats to homeostasis (Kloet & Holsboer, 2005).
However, sustained stress can have strong and long-lasting adverse effects on brain
function and behaviour. (Lupien, McEwen,Gunnar & Heim, 2009).

In the last two decades, there has been an explosion of research on how stress
affects emotion and cognition. Although a social dimension of the stress response
was recognised a century ago, much less is known about how stress can affect
the brain circuits engaged in the processing of social information and articulation
of social actions. However, the recent blooming of the social neuroscience field
has stimulated an emerging interest in this field, and human epidemiological and
clinical studies have revealed multiple examples of changes in social behaviour
that seem to be linked to stress— from income inequalities and economic crises
(indirect indexes of stress) that uphold societal-level violence to severe stressors
that induce marked dysfunctions in individuals’ social functioning (Kennedy &
Adolphs, 2012).

Given the ethical constraints inherent in exposing individuals to high or recurrent
stressful conditions, most studies in humans are observational or correlational.
This has hindered the dissection of the specific impact of different types of stress-
ors and time-windows of vulnerability in shaping social behaviour. Furthermore,
different people are exposed to unique combinations of stressors during their
lifetime and their effects are influenced by genetic, educational and social factors
that are particularly relevant in humans and thus complicate human studies. For
these reasons, translational animal models of stress and social behaviour that are
amenable to experimental control of potential confounds are important tools that
may enable the dissection of neurobiological mechanisms at levels that are cur-
rently inaccessible to human studies.

This Review considers how various forms of stressors administered in different
phases of the lifespan affect individuals’ interest in and reactions towards con-
specifics - including social motivation, social recognition and aggression — and
analyses the mechanisms that mediate such effects. Although there remain many
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gaps in our knowledge, the evidence accumulated so far has revealed surprisingly
specific associations between the characteristics and concomitants of stress and its
immediate and long-term consequences for brain function and social behaviour.
These findings suggest that the development of novel intervention and treatment
strategies for stress-related individual and societal problems will require a widen-
ing and deepening of our understanding in this important field of neuroscience.

Effects of stress on social behavior Conceptualisations of stress usually emphasise
the following elements: a state of arousal resulting either from the presence of
socioenvironmental demands that tax the ordinary adaptive capacity of the indi-
vidual or from the absence of the means to attain sought-after ends (Pearlin 1983,
Menaghan 1983). External circumstances that challenge or obstruct are labeled
stressors; Stress refers to internal arousal. Thus, stress is not an inherent attribute
of external conditions, but emanates from discrepancies between those conditions
and characteristics of the individual his or her needs, values, perceptions, resourc-
es, and skills. In an analogy to engineering physics, Smith (1987) maintained that
stress should be assessed not merely as load, but as load relative to the supporting
surface.

Socioenvironmental conditions differ in the capacity to evoke stress, however;
some conditions threaten virtually everyone, whereas others are uniformly navi-
gated with ease. This principle is illustrated by the various strategies developed to
weight life events according to the average amount of readjustment required (e.g.
Dohrenwend et al 1978). Events differ from one another in average ratings, due to
characteristics of the event, and ratings of a single event differ across raters, due to
characteristics of the rater. The presence of both inter-event and intra-event varia-
tion mirrors the interplay of person and environment.

Stress research continues to emphasize one particular type of stressor, life-event
change. This emphasis has persisted despite long-standing, cogent criticism that
enduring problems of ordinary social life have been neglected. B.S.Dohren-
wend(1978) defined life-event stressors as objective occurrences of sufficient
magnitude to change the usual activities of most persons. The initial conceptu-
alization of any change as stress-provoking has given way to agreement that un-
desirable events are most psychologically distressing; other dimensions such as
whether events can be controlled or predicted are of secondary importance (Ross
& Mirowsky 1979). The deleterious health effects of life change are of consistently
modest magnitude; few who encounter life events suffer ill health as a result. Kes-
sler and associates (1985) described several strategies used to address an assumed
problem of measurement-error attenuation: specifying especially stress- provok-
ing events, assessing duration and recency of exposure, and specifying context.
Improved measures, however, have not increased noticeably the association be-
tween events and psychological distress (Thoits 1983). Consequently, attention has
shifted to social psychological factors regulating the impact of stress (Kessler et
al 1985). Most prominent is the concept of social support. Definitions of support
abound, but most include whether a persons basic social needs—affection, es-
teem, approval, belonging, identity and security—are satisfied through interaction
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with others (Thoits 1983). Three distinct dimensions: integration, the existence of
relations;_networks, their structure; and support systems, their socioemotional,
instrumental, informational,and appraisal dimensions. Social support, especial-
ly socioemotional support, is related inversely to diverse forms of psychological
disorder, physical morbidity, and mortality (e.g. Turner 1981, Ross & Mirowsky
1989). Longitudinal studies demonstrate reciprocal relationships: causal influence
goes from support to mental health and vice versa (Turner 1981). A major empha-
sis concerns whether social support acts as a stress-buffer, ameliorating the delete-
rious effects of stress. In reviewing this contradictory literature, Kessler & McLeod
(1985) concluded that the mental health impact of stress is buffered by emotional
and perceived social support, but not by membership in social networks.

Research concerning the nature and effectiveness of coping also has proliferat-
ed over the past decade. Folkman & Lazarus (1980) defined coping as cognitive
and behavioural efforts made to master, tolerate, or reduce external and internal
demands and conflicts. Coping behavior differs from coping resources, that is,
from preexisting assets such as self-esteem called upon when stress does arise.
Functions of coping include avoiding or eliminating the stressor, containing the
proliferation of secondary stressors, altering the meaning of the situation, and
managing states of arousal (Pearlin & Schooler 1978). Folkman & Lazarus (1980)
categorized coping as problem-focused versus - emotion-focused. Coping and so-
cial support are functionally isomorphic concepts. For example, Thoits (1984)con-
ceptualized social support as coping assistance. Coping refers to actions taken in
one’s own behalf, whereas support refers to actions undertaken by another person.
Coping and social support perform parallel functions, influencing the occurrence
and impact of stressful life experience (Pearlin & Aneshensel 1986).

STRESSORS IN ADULTHOOD

In rodents, acute stress — elicited, for example, by ‘frustration’ caused by omission
of scheduled reinforcement or instigation by pre-exposure to a physically inacces-
sible intruder - typically leads to reduced social behaviours and increased aggres-
sion, including antisocial behaviours such as bite counts that exceed species-typ-
ical levels. This fits with the concept of acute stress as a ‘flight or fight’ response
and implies that brief acute stressors mobilise resources to cope with the situation
(Takahashi, et al. 2012).

Chronic stress (the stressor is recurrent or is sustained over several days) reduces
social motivation and social interactions in a variety of sociability tests, particu-
larly in highly anxious animals. For example, chronic social defeat induces social
avoidance and social fear towards unknown conspecifics, with the severity of these
effects depending on the type and length of the defeat. However, although chron-
ic stressors generally reduce sociability, social isolation stress actually enhances
social interest, probably because long-term deprivation from social contacts in-
creases interest in social partners. Social interactions with an animal’s kin are also
affected by chronic stress, as indicated by a disruption of paternal behaviour and
permeate interactions in the monogamous, biparental California mouse (Peromy-
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scus californicus) male subjected to chronic variable stress (Harris, de Jong, Yang
& Saltzman, 2013).

Aggressiveness is increased by chronic physical stressors — including chronic un-
predictable mild stress, restraint or immobilization— in mice and rats, as well as
by social stressors such as social isolation in rodents and social and spatial re-
strictions in dogs. Interestingly, chronic immobilization escalated both normative
aggressive behaviour (attacking small adversaries with a high chance of winning)
and ‘risky’ aggression (attacking big adversaries, with a low chance of winning) in
rats. By contrast, chronic social stressors that involve fighting that leads to defeat
and subordination have been shown to down-regulate aggressiveness in a variety
of species. These effects frequently last for at least one month and are observed
even when subjects are confronted in their homecage by smaller opponents. Con-
versely, repeated victories — which are accompanied by reduced physiological
stress responses but can be considered stressful because they involve recurrent
exposure to social conflicts - may result in exacerbated and abnormal aggression
(Beerda, et. al., 1999; Nephew & Bridges, 2011).

STRESS DURING DEVELOPMENT

Stress models that cover a range of neuroontogenesis periods have been applied to
investigate the long-term impact of stress on adult social behaviours. Social moti-
vation (sociability) was disrupted in adulthood by prenatal; neonatal and juvenile
exposure to stressors. By contrast, the execution of social behaviours in the social
interaction test was affected differentially by stressors administered at different
ages. Prenatal stress, neonatal stressors (maternal separation) and early depriva-
tion (and peripubertal exposure to physical stressors ) inhibited social interactions
in adulthood. Interestingly, early social deprivation also inhibited pair bonding in
mandarin voles. Juvenile social stressors (post-weaning social isolation and early
subjugation either did not affect this aspect of social behaviour or, in one study,
increased adult social interactions (de Souza at al., 2013).

The effects of early stressors on adult behaviour in the resident-intruder test are
even more variable. Here, prenatal stress reduced aggressiveness. Maternal sepa-
ration, by contrast, increased inter-male aggressiveness in rats (but not mice, al-
though female mice showed increased maternal aggression. Specifically, the laten-
cy of attack was reduced and/or the duration of offensive threats was increased,
although bite counts remained unchanged. Early deprivation increased all three
components of aggression and stressors administered to juveniles also enhanced
aggressiveness in adulthood (Veenema, Bredewold & Neumann, 2007).

Importantly, antisocial features of aggression were found to emerge mainly when
animals were stressed at juvenile ages. All symptoms of ‘antisociality’ were ob-
served in both the post-weaning social isolation and peripubertal non-social stress
models. However, only the subjects of the post-weaning social isolation model -
but not the animals exposed to non-social peripubertal stressors - showed strong
signs of behavioural agitation and defensiveness. The long-term consequences of
early subjugation are different and include the expression of adult-type aggressive-
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ness in juveniles, enhanced responses to provocation, and offensive ambiguity. It is
interesting to note that similar differences were found in studies that compared the
long-term neural consequences of social and non-social stressors administered
to juveniles. Interestingly, antisocial features of aggression, particularly offensive
ambiguity, were also seen in the early social deprivation model.

These findings demonstrate that early life stressors decrease measures of social
motivation, reduce the expression of social behaviours, increase aggressiveness,
and promote the development of antisocial features, but the specific consequences
depend on the timing and type of the early stressor. Although these changes can
be problematic for human individuals and societies, from an evolutionary per-
spective they could be interpreted as mechanisms through which early adversity
prepares the organism to endure similar adversities later in life. For example, en-
hanced fighting readiness may confer adaptive advantage under subsequent social
pressures, such as physical attacks or competition for scarce resources. Epigenetic
programming may be a critical mechanism for mediating these long-term effects
of stress on brain function and behaviour (Provencal & Binder, 2014).

INTERGENERATIONAL EFFECTS

Animal studies have shown that the effects of stress on social behaviours in males
can be transmitted to the next generation without direct contact between the
stressed subject and his offspring, excluding the possibility that the transmission
is a result of direct social learning. For example, a reduction in social exploration
and reduced social memory was found in male mice submitted to stressors during
early postnatal life, as well as in their offspring across two generations. In rats,
both the female and male behaviour offspring of dams exposed to chronic stress
during lactation displayed decreased social behaviour as juveniles and adults.
Similarly, the offspring of prepubertal stressed male rats that had had no direct
interactions with their father showed increased aggression. Several mechanisms
may drive these transgenerational effects, including changes in the females (such
as altered maternal behaviour and/or physiological changes) that mated with the
stressed male and epigenetic processes transmitted through the germline (Gapp,
etal, 2014).

THE ROLE OF GLUCOCORTICOIDS

When a stress response is triggered, a rise in plasma glucocorticoid levels, result-
ing from the activation of the HPA axis, closely follows the initial activation of
the sympathetic nervous system. The lipophilic nature of glucocorticoids enables
their access to the brain, where they exert a broad range of molecular, structural
and functional effects through mineralocorticoid receptors (MR) and glucocorti-
coid receptors (GR); which mediate their effects through both genomic (slow) and
non-genomic (rapid) mechanisms. In addition to mediate effects of the activation
of these receptors, glucocorticoids can also exert long lasting programming effects
on brain function and behaviour (de Kloet, Karst & Joels, 2008).
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CHANGES IN GLUCOCORTICOID LEVELS IN STRESS
MODELS

Stressful experiences frequently alter the ‘set-point’ of the HPA axis, which can re-
sult in permanent changes (either increases or decreases) in basal and/or stress-in-
duced glucocorticoid levels. Alterations in the magnitude of stress-induced glu-
cocorticoid responses can have both immediate effects in brain function through
non-genomic mechanisms and long-term effects mediated by changes in gene
transcription; however, the latter mechanism is predominantly involved when bas-
al glucocorticoid levels are affected. These changes in glucocorticoid levels seem
to contribute to many of the changes in social behaviours induced by stressors.
Three of the rodent developmental stress models resulting in antisocial aggres-
sion discussed above — early deprivation, early subjugation and prepubertal stress
— are characterised by long-term decreases in HPA-axis activity. A fourth model
— post-weaning social isolation — is characterised by normal basal HPA-axis ac-
tivity, but enhanced autonomic and glucocorticoid responses to stress, which may
drive the increased-stress induced aggression seen in adults in this model.

Alterations in the glucocorticoid response to stress could result from molecular
and cellular adaptations within different components of the HPA-axis as well as
in the brain regions that regulate HPA-axis activity. For example, stress induc-
es changes in the expression of GRs in the hippocampus, prefrontal cortex, and
amygdala (all of which regulate HPA axis activity) and in the neural circuitry
— including the pre optic area and other hypothalamic nuclei projecting to the
periventricular nucleus — that regulates the activity of hypothalamic neurons ex-
pressing corticotropin releasing hormone (CRH) (Rees, Steiner & Fleming, 2006).

EFFECTS OF MANIPULATING GLUCOCORTICOID
LEVELS

Studies that have investigated the effect of exogenous glucocorticoid administra-
tion at different ages have provided support for the notion that glucocorticoids
mediate, at least in part, the effects of stress on social behaviour. These treatments
induced effects on social behaviours that were highly consistent with those seen
in stress models. Corticosterone treatment in neonates mimicked the diminished
adult social exploration and increased submissiveness observed in maternally de-
prived mice. Corticosterone treatment in juvenile rats diminished social explora-
tion as did exposure to prepuberty stress and acute glucocorticoid treatments in
adulthood increased aggressive behaviour as did acute stress elicited by frustration
(Blair, 2007).

Other studies have mimicked the long-term effects of early stress exposure on
HPA-axis function. For example, acute glucocorticoid treatments in adulthood
that mimicked the HPA-axis alterations resulting from post-weaning social isola-
tion decreased sociability and social behaviour and increased aggression. In anoth-
er example, mimicking the reduction in HPA axis activity in adulthood caused by
early deprivation, early subjugation and non-social prepubertal stressors (through
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adrenalectomy with low-level glucocorticoid replacement) led to decreased social
behaviours and anti-sociality. This was abolished by repeated glucocorticoid treat-
ments suggesting that the long-term suppression of HPA-axis function and the
altered social behaviour in these models are causally related. Therefore, both ex-
cesses and deficits in glucocorticoid production have detrimental effects on social
behaviour (Tzanoulinou, et al. 2014; Haller & Kruk, 2006).

These findings indicate that glucocorticoid signalling at least partly mediates the
behavioural effects of stress. Further support for this notion was provided by
a study which showed that activation of GRs in dopamine receptor-expressing
neurons in mesocorticolimbic and striatal circuits promoted social aversion in-
duced by a sub-chronic social defeat procedure in mice. Moreover, in humans,
an interaction between genetic variation in the gene encoding FKBP5 (a cochap-
erone of heat shock protein that affects the transcriptional capacity of GRs) and
childhood trauma influences both lifetime history of aggressive behaviour and the
glucocorticoid response to stress. These findings suggest that individual differenc-
es in the neurodevelopmental trajectories leading to antisocially might be related
to genetic neurodevelopment in HPA-axis-related genes that affect the function-
ing of the stress systems during development and its consequent promotion of
long-lasting epigenetic adaptations (Bevilacqua, 2012; Klengel, et al., 2013).

CHANGES IN SOCIAL BRAIN SYSTEMS

The concept of the ‘social brain’ emerged in the context of brain imaging studies,
and refers to brain areas that are activated in humans by social cognition tasks.
It typically includes areas involved in social recognition (fusiform area, superior
temporal gyrus and accessory olfactory bulb), context evaluation (amygdala, tem-
poral and prefrontal cortices), social motivation (ventral tegmental area, nucleus
accumbens and ventral pallidum) and execution of social behaviours (hypothal-
amus, and brainstem motor and autonomic pathways) (Insel & Fernald, 2004).
Studies in animals have revealed a ‘social brain network’ that largely overlaps with
the human social brain (Kas, Modi, Saxe, & Smith, 2014). In addition, a key role
for the periaqueductal gray (PAG) in aggression in animals has been identified
and recently confirmed in humans studies (Yu, Mobbs, Seymour, Rowe & Calder,
2014; White, Brislin, Sinclair & Blair, 2014). These findings substantiate the view
that interactions between conspecifics are governed by homologous brain net-
works in mammals. Stress is a strong modulator of brain structure and function
and most of the brain areas that are particularly vulnerable to stress (such as the
amygdala, prefrontal cortex, hippocampus and mesolimbic system) exhibit func-
tional and/or structural alterations in individuals with abnormal social behaviours
(Glenn & Raine, 2014; Bruhl, et al., 2014).

Inappropriate social behaviour that is not due to a brain lesion is usually as-
sumed to be due to altered brain development (which might be caused by stress),
impaired social learning (which could also be due to stress) and an inability of
the brain to maintain normal structure and function under pressure (including
stress). Although brain development, social learning and remodelling of brain cir-
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cuits are not independent of one another (for example, neonatal stress may alter
brain function and endocrine stress responses such that social learning becomes
difficult), the relative contribution of these three factors to the effects of stress
on social behaviour changes across the lifespan. Prenatal and very early postnatal
stress particularly impinge on brain development, whereas stress during child-
hood and adolescence can also affect social learning. Chronic stressors in adult-
hood probably exert their effects by remodelling brain circuits that are involved in
social behaviour, whereas acute stressors seem to drive the adaptive mechanisms
of the organism. Different families of cell adhesion molecules play roles in brain
development, plasticity and cognition, and recent work has implicated several cell
adhesion families in stress-induced alterations in social behaviours.

STRUCTURAL CHANGES

Developmental trajectories in the brain are strongly altered by prenatal stress or
high pregnancy anxiety, which leads to grey matter volume reductions in several
brain areas (prefrontal cortex (PFC), hippocampus and hypothalamus) in humans
and rodents. Rodent studies suggest an important role for glucocorticoid-induced
apoptosis in some of these effects. Structural changes in the same brain areas were
observed when chronic stressors were administered to adult rodents. Stress at oth-
er developmental stages also causes structural alterations. For instance, neonatal
stress affected dendritic organisation and synaptic plasticity in the PFC in rats.
Post-weaning social isolation specifically reduced the volume of posterodorsal
component of the medial amygdala and of the right medial PFC in rats. How-
ever, neural plasticity markers, neurone numbers and basal metabolic activities
were not altered in the limbic brain after early social subjugation in rats and ham-
sters, suggesting that structural changes are minimal following this stressor. Inter-
estingly, early deprivation increased neurone numbers and decreased apoptosis
throughout the hypothalamus, whereas it had mixed effects in different hippo-
campal fields. Taking into consideration the important role of the hypothalamus
in aggression control, this suggests that adult consequences of early stressors may
be attributed to both structural brain deficits and structural “gains”(Buss, Davis,
Muftuler, Head & Sandman, 2010; Desbonnet, Garrett, Daly, McDermott & Di-
nan, 2008).

FUNCTIONAL CHANGES

Acute social challenges that elicit stress coping responses in rodents specifically
and acutely activate the brain regions that promote aggressiveness, including the
medial amygdala, mediobasal hypothalamus and dorsal aspects of the periaque-
ductal gray (PAG). By contrast, very early social stressors as well as social and
non-social chronic stress in adulthood reduce activation in most areas of the social
brain when subjects are exposed to other conspecifics, consistent with the general
impairment in social behaviours induced by such stressors (Martinez, Phillips &
Herbert, 1998).

Experiencing stress chronically in adulthood or early in life results in alterations in
cortico-limbic networks, including changes in amygdala-PFC connectivity. Such
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changes are also frequently found in individuals with abnormal social behaviours.
In most such individuals frontal regions show reduced functioning. However,
amygdala activation by emotional stimuli differs between subgroups of antisocial
individuals: it shows hypo-functionality in individuals with psychopathic traits
and hyper-reactivity in those showing impulsive and reactive social problems.
Furthermore, carriers of genetic variants of serotonin-system-related genes that
can, through an interaction with stress exposure, increase the development of
impulsive aggression (see below), show increased reactivity in the amygdala and
reduced reactivity in the emotion regulatory prefrontal regions (orbitofrontal and
anterior cingulate cortices) during emotional arousal. Interestingly, prepubertal
stress that reduces sociability and increases aggression in male rats also leads to
amygdala hyperactivity and blunted activation of the medial orbitofrontal cortex
when the rats encounter intruders in their home cage as adults. Furthermore, al-
terations in the functional connectivity between the medial orbitofrontal cortex
and the amygdala predicted the aggressive behaviour of these mice. However, ani-
mals exposed to post-weaning social isolation showed, as adults, activation of both
the amygdala and orbitofrontal cortex in response to an intruder. This pattern may
mimic findings in criminal psychopathic individuals, who showed enhanced PFC
activation when punishing opponents in a competitive game (Veit, et al., 2010).

Insights into brain changes that are associated with social abnormalities resulting
from atypically low glucocorticoid levels were provided by studies in rats submit-
ted to adrenalectomy and low dose corticosterone replacement. Strikingly, these
animals show similar patterns of brain activation in response to encountering
a conspecific towards which they displayed pathological aggression and during
mouse killing (predatory aggression), suggesting that both stress-induced gluco-
corticoid levels and low basal and stress-activated glucocorticoids may be causally
linked to abnormally high aggression. The activation of ‘predatory circuits’ when
fights occur under low glucocorticoid levels may have its analog in human instru-
mental aggression, which — based on behavioural and emotional features — is
often termed ‘predatory’ aggression, especially in the case of psychopathy (Vitiello,
Behar, Hunt, Stoff & Ricciuti, 1990).

NEUROCHEMICAL MECHANISMS

Several neurotransmitter and neuropeptide systems were implicated in the effects
of stress on social behaviours by neurobiological and pharmacological studies that
found correlations between neurotransmitter or neuropeptide expression and ef-
fects of stress on social behaviour and genetic studies exploring the interaction
between specific genes and stress in the production of social dysfunctions.

MONOAMINES

Ample evidence from clinical and preclinical studies implicates the monoaminer-
gic — particularly the serotonergic and dopaminergic — systems in the regulation
of social behaviours. Stress experienced at different developmental periods can
have persistent effects on the serotonergic system [such as changes in the expres-
sion of serotonin (5-HT) and its metabolites and receptors] and dopaminergic
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system in specific brain regions. Some studies have observed those changes in the
context of increased aggression and reduced motivation for social exploration. For
example, in rhesus monkeys, stress-induced increases in aggression were correlat-
ed with expression of the serotonin transporter (5-HTT) in infants and inversely
correlated with cerebrospinal fluid (CSF) 5-hydroxyindoleacetic acid (5-HIAA;
a metabolite of 5-HT) concentrations in adults. In rats exposed to prepubertal
stress, expression levels of both the monoamine oxidase A (MAOA, an enzyme
that degrades monoamines) and 5HTT genes in the PFC were increased and this
was accompanied by increased acetylation of histone H3 at the promoter of the
MAOA gene. Importantly, administration of a MAOA inhibitor in adulthood re-
versed the deficits in sociability and increased aggression in these rats (Marquez,
et al., 2013). Likewise, treatment with the serotonin reuptake inhibitor fluoxetine
normalised changes in behaviour, biochemistry and cell firing in mice that were
susceptible to the development of social aversion following social defeat stress.
Interestingly, changes in the serotonergic system have also been detected in trans-
generational studies of stress-induced social deficits. Specifically, the offspring of
male mice submitted to maternal separation and maternal stress showed social
avoidance and altered social recognition memory, as well as reduced serotonin
receptor 1A (5HT1A) expression in the dorsal raphe nucleus, and increased 5-HT
levels in dorsal raphe projection areas (Cao et al., 2010; Russo & Nestler, 2013).

Studies of social defeat in mice have suggested an involvement of the mesocorti-
colimbic dopaminergic system. Social defeat leads to reduced social exploration
(social avoidance) and a reduced probability of winning future social contests. So-
cial avoidance in such mice was associated with brain-derived neurotrophic factor
(BDNF)-induced activation of the receptor tyrosine kinase TRKB signalling path-
way in the nucleus accumbens (NAc) and the activation of GRs in neurones ex-
pressing dopamine receptors. Upregulation of phasic firing of dopamine neurones
that project from the ventral tegmental area (VTA) to the NAc and decreased ex-
citatory synaptic input to dopamine receptor D1-containing medium spiny neu-
rones from the NAc were also implicated in the development of social avoidance
following exposure to social defeat.

Exposure to stressful experiences also frequently increases dopamine release or
turnover in the NAc and individual variation in VTA stress responses has been
linked to individual differences in responses to stress. Moreover, sustained in-
creases in dopaminergic activity in the NAc and activation of D1 receptors were
also implicated in social defeat-induced social avoidance in both males and fe-
males from the monogamous California mouse (Peromyscus californicus) strain.
These enhanced DA responses might reflect animals’ attempt to develop active
coping responses to stressors, whereas inhibition of DA has been proposed to
mediate passive coping with stressful situations appraised as unescapable and/or
uncontrollable. Accordingly, stress-related social subordination in rats has been
associated with decreased dopamine transporter binding and increased D2 recep-
tor binding (Lucas, et al. 2014).
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Genetic association studies in human and non-human primates have identified
polymorphisms in genes that regulate serotonin and dopaminergic neurotrans-
mission as risk factors for the development of social dysfunctions, including
pathological aggression. The MAOA gene was the first for which a gene-by-en-
vironment (specifically, maltreatment during early life) interaction was reported.
Subsequently, polymorphisms in the 5-HTT gene were shown to contribute to
individual differences in aggressiveness in individuals exposed to stress in early
life, at the transition into adulthood or acutely in adulthood. Genetic variants in
dopamine related genes are also associated with aggression. For example, a variant
in the gene encoding dopamine receptor D2 (DRD2) was associated with social
dysfunction in Vietnam veterans with PTSD. Gene variants of the D4 receptor
(DRD4), when combined with prenatal maternal stress, were associated with in-
creased antisocial behaviour in childhood and increased aggression and low corti-
sol responses to social stress at adulthood (Buchmann, et al., 2014).

EXTRAHYPOTHALAMIC CORTICOTROPIN RELEASING
HORMONE (CRH)

Changes in the expression of components of the extrahypothalamic CRH system
following stress and in the context of antisocial behaviours in humans and animals
have been shown. They occur, for example, in patients with stress-related psy-
chiatric disorders in which social behaviours are commonly compromised, such
as anxiety and depression. Abusive rhesus macaque mothers (who were abused
themselves as infants) show higher CSF concentrations of CRH than controls and
these are associated with antisocial behaviour patterns. The differences in the CRH
system could be due to the early trauma or to genetic factors and findings in rats
exposed to peripubertal stress indicate that early stress is a critical trigger. In these
rats, social dysfunction was associated with enhanced CRH receptor 1 (CRHR1)
expression in the hippocampus and the central nucleus of the amygdala, and treat-
ment with a CRHR1 antagonist prevented the social dysfunctions. Changes in the
extrahypothalamic CRH system have also been observed after stress exposure in
other developmental periods in rats and prairie voles, but their role in the associ-
ated changes in social behaviour has not been explored. Interestingly, antagonis-
ing brain CRH receptors reduced acute stress-induced fighting in rats, decreased
the expression of social defeat-induced submissive behaviour in hamsters and re-
versed passive stress coping behaviour observed in male prairie voles separated
from their female partners. Overall, the highly stress-sensitive CRH system seems
to play a central role in the regulation of a broad array of social behaviours (Coo-
per & Huhman, 2007; Hostetler & Ryabinin, 2013).

OXYTOCIN AND VASOPRESSIN

The neuropeptides arginine vasopressin and oxytocin, which are synthesised in
the hypothalamus and limbic system modulating emotional behaviours (such as
anxiety and depression), and multiple aspects of social behaviour. Generally, ev-
idence points to a role for vasopressin in promoting antisocial behaviours (such
as aggression), whereas oxytocin facilitates prosocial actions (such as social af-
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filiation, attachment, social support, maternal behaviour and trust). Importantly,
vasopressin tends to exert anxiogenic effects, whereas oxytocin exerts anxiolytic
effects and this difference probably contributes to the contrasting social actions
of these neuropeptides (Neumann & Landgraf, 2012; Meyer-Lindenberg, Domes,
Kirsch & Heinrichs, 2011).

Intriguingly, increases in both oxytocin and vasopressin release have been detect-
ed within hypothalamic and limbic brain regions following acute exposure to a va-
riety of stressors (Neumann & Landgraf, 2012).

Furthermore, in mandarin voles paternal deprivation leading to impaired social
recognition, was associated with a reduction in oxytocin receptors in the medial
amygdala and nucleus accumbens (Cao et al., 2014).

Whether these modifications have a role in stress-related changes in social be-
haviours has been investigated. In one study, acute intracerebral administration
of oxytocin reversed the social avoidance and reduced social preference elicited
by prior social defeat stress in rodents. In another study, a reduction in oxytocin
receptor expression in the medial amygdala was found in male rats that acquire
a long-term subordinate status as a result of application of an acute stressor just
before being exposed to a social contest against a non-stressed rat (Cordero &
Sandi, 2007). Long-term subordination was also induced in rats without former
exposure to stress by microinfusion of an oxytocin receptor antagonist in the me-
dial amygdala immediately after hierarchy formation, which suggests a role for
the modulation of oxytocin receptors in stress-induced facilitation of long-term
subordination. This view is in agreement with the findings of pharmacological
experiments that implicated oxytocin in the medial amygdala in the establishment
of social memories in rats (Lukas, Toth, Veenema & Neumann, 2013).

Prenatal stress in rats both diminished the quality of social interactions at adult-
hood and resulted in alterations in the oxytocin system in the hypothalamus and
amygdala: administration of oxytocin in these animals at adulthood reversed the
social deficits. Furthermore, enduring changes in the expression of oxytocin and
vasopressin have been observed in adult rodents that had experienced maternal
separation stress. Pharmacological experiments showed that maternally- deprived
male rats had a blunted vasopressin release within the septum when exposed to
another male rat, and this was causally linked to their impaired social recognition
memory. In maternally separated female rats, a decrease in hypothalamic oxyto-
cin immunoreactivity was found in the context of increased maternal aggression
(Lukas, Bredewold, Landgraf, Neumann & Veenema, 2011).

Lower oxytocin concentrations have also been observed in the CSF and plasma
of women with a history of childhood abuse and borderline personality disorder.
Interestingly, although a particular variation in the gene encoding the oxytocin
receptor is generally associated with increased prosocial behaviour, when it inter-
acts with developmental stress it is associated with increased levels of antisocial
behaviours (Smearman, Winiarski, Brennan, Najman & Johnson, 2014).
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EPIGENETIC MECHANISMS

An exploding body of evidence provides strong support for key roles of epigenetic
mechanisms in mediating the effects of stress on brain and behaviour, including
gene-environment interactions at different developmental periods (Provencal &
Binder, 2014; Zovkic, Meadows, Kaas & Sweatt, 2013). By regulating gene tran-
scription, epigenetic mechanisms contribute to the effects of both stressors ex-
perienced in adulthood that have an immediate impact and those experienced
early in life that have long-lasting effects on adult behaviour and brain function.
Following pioneering work that indicated that differential methylation of the GR
gene mediated the effects of different mothering styles on stress responses and ma-
ternal behaviour in rats, substantial evidence has shown that different components
of the HPA axis are highly susceptible to epigenetic modulation by stress. Con-
versely, glucocorticoids themselves are important regulators of the epigenome.
Although the precise link with social behaviours is still scarce, the importance of
these mechanisms in the link between stress and the social brain is illustrated by
several examples. One study presented causal evidence for a role of epigenetic reg-
ulation of a Rho GTPase-related gene involved in the regulation of synaptic struc-
ture, RAC1, in the NAc in the development of social defeat stress-induced social
avoidance. Another study implicated acetylation of histone H3 at the promoter of
the MAOA gene in long-lasting effects of peripuberty stress in the induction of an-
tisocial behaviours at adulthood in rats. Finally, a role for epigenetic mechanisms
has also been suggested for the transmission of some behavioural stress effects
across generations. Future studies should more closely define the role of epigenetic
modifications in the link between stress and the social brain (Golden, et al. 2013).

CONCLUSIONS

Chance adversity intrudes on the lives of most persons, but stress also arises as
a predictable outcome of ordinary social organisation. An emerging model sug-
gests that social withdrawal in adulthood is a general consequence of experiencing,
or having experienced, high and persistent stress levels, regardless of the develop-
mental period (prenatal, early postnatal, juvenile, adulthood) when the episode
occurs. Similarly, aggression tends to be facilitated by stress (acute, chronic or de-
velopmental), unless the stress is inflicted by social defeat, which has an inhibitory
effect on aggressive behaviour. From a developmental perspective, stress appears
to impose a progressive pattern of dysfunctional social behaviour that begins with
a sociality (elicited by prenatal stressors) progresses to hostility (which emerges
when stress is suffered postnatally) and ends with antisocially (which seems par-
ticularly bound to stress experienced in the juvenile period).

Although direct causality is not yet established, glucocorticoids seem to be par-
ticularly important mediators of stress effects. Their elevation during exposure to
adversity contributes to the molecular changes - including alterations in expres-
sion of components of the monoaminergic and CRH systems, modulation of cell
adhesion molecules and epigenetic modifications - that are associated with the
alterations in neural structure and function and in inter-region connectivity in-
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duced by stress. In addition, long-term changes in the reactivity of glucocorticoid
stress responses can also contribute to alterations in the processing of social infor-
mation and/or ensuing social behaviours. Strikingly, both a sociality and abnor-
mal aggression can result from either blunted or enhanced glucocorticoid stress
responses.

At the neural level, large changes in the social brain disrupt all aspects of sociali-
ty and consequently, lower the animals’ ability to cope with social challenges. At
one extreme, the ‘asocial’ profile is paralleled by volume reductions in major areas
of the social brain when elicited by prenatal stress and involves profound alter-
ations in the functioning of the mesolimbic system when resulting from chronic
social defeat experiences at adulthood. Although the available data regarding the
structural impact of different stress models in the social brain is limited, dendritic
processes, spines and synapses tend to retract in brain regions involved in the
processing of (social) information and executive control, but increase in regions
involved in the processing of emotions. Stress has demonstrated adverse effects
upon psychological and physical health, but these outcomes capture only part of
the cost associated with social stress. When discrete health outcomes are investi-
gated, many of those damaged by stress are counted as undamaged because they
manifest stress reactions as other outcomes. The total social, psychological, and
economic costs of stress have not yet been assessed, therefore, because only some
manifestations have been counted. These costs may well include outcomes of rel-
evance to areas of sociological interest other than medical sociology, including
crime and delinquency, diminished educational and occupational achievement,
lost productivity, and downward social mobility.
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The modern teaching AIDS and
resources In the technical education

Abstract

At present a technical area records a very fast progress. Capture it in the school premises is very difficult.
There should put high demands for training of teachers. However, the technical development of the hu-
man personality is the most important in the school premises. There currently has human opportunity
to obtain an overview of the possibilities of technical specialization. Pupil can get an overview, in which
it arouses interest in the technical area. And that pupils’ interest there plays an important role in the fur-
ther development of technical areas. It is certain that this area will require in the future more and more
qualified professionals. Therefore there is most important not to discourage young people already at this
age from the technical area. This requires the use of all educational resources and tools. The article deals
with an overview of modern teaching aids.

Key words: education, teaching.

INTRODUCTION

he current learning process in primary schools in Slovakia is oriented to

the educational area Person and the World of Work, which includes wide

range of work activities and technologies, leading students to get basic user
skills in various fields of human activity and contribute to the creation of life and
professional orientation of pupils.

The educational area Person and World of Work is based on specific life situations
in which students come into direct contact with human activity and technology.

The educational area Person and World of Work focuses on practical work habits
and complements all of basic education about the important elements, which is
needed for individual success in life and society. This differs from other education-
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al areas and there are some counterbalance. It is based on the creative collabora-
tion of students. Educational content is divided into three thematic units:

1. Person in the Technical World
2. Graphic Communication

3. Materials and Technologies

PERSON IN THE TECHNICAL WORD

Pupils in this thematic unit acquainted with the terminology about technology, get
to know about the relationship between technology and nature, technology and
society using personal experiences. They obtain basic information about Slovak
history of inventions and technology in general and Slovakia. This thematic unit
is mainly theoretical knowledge that is needed to present for students in the most
interesting and most attractive form, so in order to understand and remember the
lesson. The main guarantee of the quality of the knowledge are also educators. So
that teachers can devote to preparing quality content, and especially education it-
self there is usually determined by them time and simplify the work of appropriate
educational resources.

Interactive whiteboards. In the current school conditions, the most of the mod-
ern teaching resources is an interactive whiteboard (Fig. 1a), which consist of
a touch screen and a projector connected to a PC. On the world there are many in-
teractive whiteboard. They differ in particular the use of technology and software
options. Some are controlled by interactive pen other finger. They may be used at
the same time two people other just one. Some software are easier to control, that
still covering requirements concerning the use boards, but use is rather intuitive
other software offers a huge range of possibilities of work that there is preferable to
have a more advanced user - the possibilities are many.

Interactive portable systems. In cases where the costs are high on interactive
whiteboard there is possible to use cheaper alternatives to the use of interactive
portable systems, which transform each traditional whiteboard into an interactive
(Fig. 1b). The big advantage is the ability portability and install a single device in
different classrooms. This will easily arrange a engaging education for more stu-
dents. Teachers can prepare interesting and teaching presentations that include
interactive elements.

Interactive voting systems. Another possibility of interactivity and participation
of students in the learning process is the voting systems that can immediately
evaluate whether the students understand the substance with a maximum class
participation (Fig. 1¢). The advantage of voting systems is the ability to download
results to a spreadsheet curriculum and curriculum evaluation with the possibility
of an end time.
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Fig. 1 Teaching resources for theoretical education: a) Interactive whiteboard, b) In-
teractive portable system, c) Interactive voting system

GRAPHIC EDUCATION

The contents of this thematic unit there are basics proposer activities with the
development of creative technical thinking of student. Fundamentals of technical
communication, through which students will learn to view, read and draw techni-
cal sketches and technical drawings. It includes the use of computers and software
for the creation of technical drawings and construction activities.

Graphical tablets. The modern educational resources useful in this thematic unit
are wireless tablets (Fig. 2a). With wireless tablet a teacher can control board and
draw to it from anywhere in the classroom, and there is no masking the board
itself. There is also possible link multiple tablets to one computer.

Visualizers. Another resource might be available for education there is a graphic
visualizer that allows you to easily transfer pictures or live video directly on the
board (Fig. 2b). Visualizers in teaching graphic simplifies image capture and pre-
sentation during teaching. A teacher can scan three-dimensional objects or paper
documents. It may bring a subject and capture images at an angle using a camera
with adjustable arm. Students can thus get a better idea of projecting objects.

Electronic marker pens. For teaching graphics there is an essential part of the
creation of freehand sketches. Traditional dry markers on any whiteboard can be
replaced by modern electronic marker pens, which allow the teacher to store all
the student writes or draws on a whiteboard to a computer and then again to come
back (Fig. 2¢). The advantage is that the teacher can switch between tradition-
al dry-erase markers and electronic system will automatically recognize which
method is used. Handwritten notes or drawings are stored in different formats
(e.g. PDE JPEG, and HTML). The teacher can share these notes without pupils
having to be redrawn. Missing students can easily add missed lesson.

Fig. 2 Teaching resources for graphical education: a) Graphical tablet, b) Visualizer,
c) Electronic marker pens
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MATERIALS AND TECHNOLOGIES

The contents of the themes is focused on the main types of technical materials,
their basic characteristics and the use. Basic technological procedures in the pro-
cessing of engineering materials, tools and equipment corresponding to the man-
ual machining. Basic technical materials - wood, metal, plastics - semi-finished
products. Fundamentals of simple - manual and mechanical machining of tech-
nical materials. Rules of conduct in the school classroom workshop and technical
environment. Principles of operation of machinery and equipment. Although this
area is varied when the full-fledged fulfillment would require a large amount of
funds to be sufficiently covered facilities, schools can choose a few specific aids.

Material testers. For the area of materials, there is the amount of teaching aids
designed to measure the individual material properties such as strength, flexibility,
elasticity, hardness, etc., with the evaluation software. There are very suitable ma-
terial testers. This material tester is a benchtop unit for training purposes. Simple
operation and robust construction make the unit suitable for student experiments.
The test spectrum for the basis unit covers tensile tests, and also Brinell hardness
testing. Using the accessories that are also available, additional bending, shear,
cupping and compressive tests can be performed. PC data acquisition and evalu-
ation is also possible.

Production modular systems. To show for the pupils how things are formed
around us is not easy. For this there is necessary to know the production ma-
chines. Teachers also may be available appropriate teaching aids that allow them to
show how are produced the simple products by means the production of modular
systems. In one system, it is possible to assemble up to 6 different production ma-
chines on which pupils can safely try production. These include tools: Lathe, Drill
Press, Miller Horizontal, Vertical Miller, Handle drill, Grinder. They are also on
the market and CNC (Computer Numerical Control) modular systems with fully
controlled by computer automation (Fig. 3b).

Cutaway models. Ability to explain the principles of how to operate various equip-
ment at a simple example usable in practice, the effort of most teachers. Cutaway
models there are most appropriate method retained with the surface. Cutaway
models are traditional equipment adapted to individual principles they were visi-
ble. There are many types of such models, for example Ceiling Air Cooler (Fig. 3¢),
Gears, Valves, Pumps, and others.

Fig. 3 Teaching resources for material and technologies: a) Material tester, b) CNC
milling machine, ¢) Cutaway model of Ceiling Air Cooler
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CONCLUSION

The technical education at present is sufficiently supported a number of teaching
aids and resources to increase its quality. In the article, we introduced what are the
options currently on the market for school. We recognize that achieving quality
education through such teaching aids and resources is very expensive. Is only up
to managers to what extent will be ready to support such projects. We believe that
in the future the school will be able to provide their students with at least a portion
of these educational tools that improved the quality of technical education and
promote the development of technically skilled professional society.
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Jezyk figuratywny w przestrzeni

edukacyjnej / Figurative language in the
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Abstract

Figurative language has been the subject of interdisciplinary research for ages. It is considered by phi-
losophers, linguists, as well as psychologists and pedagogues. The forms of figurative languages include
for example., metaphors, proverbs, phrasemes and oxymorons. The metaphoric language is deeply in
human’ experience and it is used unconsciously in everyday situations. Lakoff and Johnson (1988) stress
that metaphors are a showcase for man: “Show me your metaphors, and I tell you who you are”. This
quote very well highlights the omnipresence of the metaphorical language in human life.

The article discusses the notion of figurative language and its forms. Moreover, the subject of the de-
scription is three the most popular forms of metaphorical language: metaphor, proverb and phraseo-
logical. In addition, the problem of figurative language in school education is emphasized at every level
of education.

Key words: figurative language, metaphor, proverb, idiom, education.

WPROWADZENIE

rzekazy jezyka figuratywnego zwigzane sg z glebokimi do$wiadczeniami

i wykorzystywane sg najcze$ciej nieSwiadomie w jezyku codziennym,

w mysleniu i w dzialaniu (Limont, 1996). Zwykle nadaja one ksztalt temu, co
jest postrzegane, determinuja to, jak radzi sobie cztowiek w otaczajacym go swiecie
oraz odnosi si¢ do innych ludzi. Zdaniem wielu badaczy myslenie i egzystencja
czlowieka sg wrecz niemozliwe bez metafor, ktérymi zyjemy (Urry, 2009). A zatem
to, czego doswiadcza czlowiek i co czyni na co dzien, jest w duzej mierze sprawa
metaforycznej refleksji (Lakoff, Johnson, 1988).

Wspolczesnie, metafora staje si¢ subiektywnie odkrywang prawda na temat
rzeczywistosci szkolnej, ktéra wydatnie ilustruje sposdb jej rozumienia przez
podmioty edukacji (Martyniuk, 2010). Warto podkresli¢, iz metaforycznos¢,
jako istotny komponent jezyka, stanowi nie tylko poetycki do niego dodatek, czy
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retoryczng ozdobe, ale rzadzi mysleniem czltowieka (Bralczyk, 1992). Ponadto,
myslenie metaforyczne i wykorzystywanie metafory jako s$rodka tworczej
aktywnosci cztowieka, uznane jest przez wielu badaczy za jednej z najwazniejszych
proceséw tworczych (Adamska- Staron i in. 2007).

»Jezyk figuratywny, okreslany réwniez metaforycznym, uwazany jest za taka forme
zachowania jezykowego, w ktorym okreslony temat jest w sposdb niebezposredni
opisywany przez nosnik” (Kuszak, 2012). Badacze jezyka wyrozniajg wiele form
jezyka figuratywnego, metafory sa tylko jedna z nich. Inne rodzaje tego jezyka
to idiomy, przyslowia, metafory potoczne, przenosnie, podobienistwa, metonimia,
oksymorony, synekdochy (Wiejak, 2011).

W artykule zostang omdwione trzy najpopularniejsze formy jezyka figuratywnego:
a) metafora; b) przystowie; c) zwigzek frazeologiczny.

METAFORA W SWIETLE LITERATURY

Metafora odgrywa znaczaca role w ksztaltowaniu jezyka, gdyz poprzez jego
ksztaltowanie wplywa na wyposazenie jednostki w elementy niezbedne do zycia
w okreslonej kulturze. Dostarczenie uczniowi niezbednego zasobu narzedzi
jezykowych i kulturowych pozwala mu w sposob swobodny rozumie¢ otaczajaca
kulture. Dzigki rozumieniu moze ja przeciez stwarzaé, oddzialywaé na nig,
przeksztalca¢, a wigc moze by¢ nie tylko swiadomym odbiorcg kultury, ale i jej
wspottworcg (Rybarczyk, 2009). Jednak nie zawsze metafory byly spostrzegane
jako figury myslenia wchodzace w sklad systemu pojeciowego czlowieka
i odzwierciedlajace procesy myslenia, gdyz poczatkowo traktowane byly jako
figury mowy, przydatne gléwnie w retoryce czy poezji (Wiejak, 2011).

Metafory przejawiaja sie jezykowo w sposdb konwencjonalny oraz
niekonwencjonalny. Za wyrazenia konwencjonalne uznaje si¢ te, ktérych uzycie
jest usankcjonowane umowa spoteczng, co przejawia si¢ w wysokiej czestotliwosci
ich wystepowania w tekstach. Ale takze w tym, iz przez uzytkownikow jezyka
metafory postrzegane sg czesto jako wyrazenia dostowne. Cztowiek czesto nie
uswiadamia sobie ich metaforycznego charakteru. W tak zywej, codziennej
mowie metafora przyjmuje najczesciej posta¢ pojedynczego stowa, gléwnego
tematu, skrotu myslowego, wokot ktorego koncentruja sie roznorodne treéci, ciagi
skojarzen i odniesien. Jest tym wyrazeniem jezykowym, ktore dotyczac sposobu
doswiadczania i pojmowania $wiata, umozliwia sformutowanie nieuchwytnych
i trudnych do opisania jednostkowych doswiadczen, uczu¢ i emocji, ktére nie
posiadaja wykladnikow leksykalnych (Wrdéblewski, 1998).

Juz Arystoteles podkreslal, iz ,zwykle slowa, wyrazenia niemetaforyczne,
przekazywaly ,,tylko” to, ,.co juz wiemy’, podczas gdy metafory dawaty mozliwos¢
uchwycenia nowych nieznanych znaczen” (Mazurkiewicz, 2007).

Badania pokazujg, iz dzieci juz w wieku czterech lat potrafig tworzy¢ oryginalne
i bardzo pomystowe metafory, jednakze tylko nieznaczna ich czes¢ charakteryzuje
sie wowczas trafnoscig (Kubicka, 1993). W miare jak zwickszajg sie dzieciece
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kompetencje jezykowe (w wieku sze$ciu, o$miu lat), metafory staja si¢ coraz
bardziej czytelne i adekwatne, coraz celniej i precyzyjniej odzwierciedlajac istote
rzeczy (Martyniuk, 2010).

Ponadto, ,metafora oznacza dwuplaszczyznowa konstrukcje semantyczna
przedstawiajaca dang rzecz tak, jakby byla ona rzecza catkiem inng, a jednak
w okreslony sposdb podobng do tej pierwszej. Z metaforg czesto ma sie do
czynienia, gdy odnosi sie do jednej rzeczy w terminach wtasciwych zupelnie innej
rzeczy. Zwiazek taczacy temat z noénikiem jest nazywany podstawows metafory
i stanowi jej semantyczng baz¢” (Wiejak, 2011).

Wszechobecno$¢ metafor w potocznym mysleniu i jezyku potocznym sprzyja ich
standaryzacji do tego stopnia, Ze uzywa si¢ ich bezwiednie, nie§wiadomie. Takie
metafory s3, w terminologii wspolczesnej filozofii jezyka, metaforami martwymi.
Ich opozycja sa metafory Zywe majace poetycki charakter, niekonieczne lecz
kreatywne, zmuszajace do zmian w rozumieniu $wiata. Metafora zywa zmusza do
myslenia, budzi niepokoj swoja pozorna absurdalnoscia, metafora martwa buduje
mysélenie o $wiecie jako zastana, zaakceptowana kategoria opisu (Werner, 2004).

Podsumowujac, metafora z tropu poetyckiego i retorycznego stata sie obiektem
zainteresowania specjalistow réznych dziedzin naukowych. Nie istnieje jedna
akceptowana definicja metafory, w zwigzku z tym metafora pozostaje jednym
znajbardziej zagadkowych i budzacych najwigksze kontrowersje zjawisk jezykowo-
semantycznych (Wisniewska-Kin, 2009).

TEORIE METAFOR | MECHANIZM ICH
INTERPRETACJI

Omawiajgc formy jezyka figuratywnego nie sposob pomingé trzech szkot
my$li metaforycznej do ktérych zalicza si¢ szkole starozytna, klasyczna
i kognitywistyczng. Poczatkowo w IV wieku p.n.e., metafora byta okreslona przez
Arystotelesa jako figura retoryczna. Jej efektywno$¢ zalezata w réwnej mierze od
przejrzystosci, jak i elementu nowatorskiego. Nalezy zwrdci¢ uwage na uniwersalne
rozumienie metafory. A mianowicie wg Arystotelesa jest to proces nie tylko
jezykowy, ale zjawisko taczace semantyke z pragmatyka i szerokim kontekstem
kulturowym (Strugielska, Siek-Piskozub, 2009).

Kolejng istotng teorig metafory stanowi teoria substytucji (Maciolek, 2010). Rola
metafory zostaje tu ograniczona do funkcji jezykowej taczacej dwa pojecia, gdzie
wyrazenie doslowne jest parafraza pojecia abstrakcyjnego (Black, 1993).

Przelomowg teorig w rozumieniu metafor stata si¢ zaproponowana przez M.
Blacka teoria interakcji (Czarnocka, 2012). Wedtug tej koncepcji, istota metafory
jest zmiana senséw wyrazen, a wigc katachreza (Kovecses, 2002). Dzigki teorii
interakcji mozliwe byto utworzenie podloza dla rozwoju kognitywnej teorii
metafory G. Lakoffa i M. Johnsona (1988). W tym ujeciu rola metafory miata
charakter wskaznika proceséw mentalnych i stala si¢ centrum miedzyludzkiej
komunikacji (Strugielska, Siek-Piskozub, 2009).
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Teorie metafory podejmuja z reguly niestychanie trudne zadanie opisania
mechanizmu interpretacji metaforycznej. Dla R. Cumminsa (1997), interpretacja
polega na generalizacji poznawczej w obrebie pewnej sieci cech. To, co naprawde
dzieje si¢ w umysle interpretatora metafory jest i zapewne pozostanie w duzym
stopniu tajemnicg zaréwno dla postronnych, jak i dla niego samego. Mozna
jedynie przypuszczaé, ze zachodza tu na wpol swiadome lub wrecz nieswiadome
procesy wnioskowania wykorzystujace wszelkg przydatng w danym przypadku
wiedze (Nowaczyk, 2000).

PRZYSLOWIE | ZWIAZEK FRAZEOLOGICZNY JAKO
FORMY JEZYKA FIGURATYWNEGO

Specyficzng formg jezyka metaforycznego sg przyslowia. Arystoteles i Sokrates
podkreslali powszechno$¢ ich uzycia, zwiezto$¢ formy i ton filozoficzny przystow
(Honeck, 1997). Wg W. Miedera (1993), przystowie jest krotka, powszechnie znang
sentencjg ludows, ktéra zawiera wiedze, prawdy i normy moralne oraz tradycje,
w metaforycznej, utrwalonej i tatwej do zapamietania formie, jest przekazywana
z pokolenia na pokolenie.

Do polowy XVII wieku przystowia okreslano mianem przypowiesci, za§ sama
nazwa przyslowie ma swoje zrédlo w tacinskim proverbium, gdzie pro oznacza
»zamiast”, a verbum - ,slowo”. Wskazuje tym samym, ze przyslowie uzywa si¢
zamiast zwyklych stow (Ktosinska, 2012).

Przystowia wyrastaja z mowy codziennej ludzi nalezacych do wszystkich warstw
i zawodow. Zrodlem przystéw jest takze koscidl, szkota, mysli medrcow, filozofow
i stawnych jednostek, mysli, ktore oderwaly sie od swych autordw i zaistnialy
jako anonimowa skarbnica wiedzy (Wyzkiewicz- Maksimow, 2012). Ponadto,
przystowia odzwierciedlajg sposob postrzegania i wartosciowania $wiata wlasciwy
danej spoleczno$ci. Odbijaja si¢ w nich przekonania, postawy, zasady moralne,
system wartosci, czyli to, co stanowi duchowe dziedzictwo narodu (Kurylowicz,
2014).

Powszechnie uwaza sig, ze rozumienie przystéw jest trudniejsze od rozumienia
innych form jezyka metaforycznego, gdyz przystowia sg bardziej abstrakcyjne niz
metafory. Co wigcej, aby ,,zrozumiec¢ znaczenie przystowia, osoba musi catkowicie
oderwac si¢ od konkretnego przedmiotu w nim wystepujacego” (Wiejak, 2011).

Postugiwanie si¢ przyslowiami jest waznym elementem kompetencji jezykowej,
gdyz pelnig one istotna funkcje komunikacyjna. Nie tylko wymaga ono zdolnosci
rozumienia warstwy jezykowej, wyczucia metaforycznosci tej klasy tekstow
i znajomosci regul pragmatycznych, ale takze prawidlowego wspoéldziatania
mechanizméw poznawczych, m.in. regul abstrahowania, wnioskowania
(Ulatowska i in, 2000).

Kolejng forma jezyka metaforycznego, ktéra zostanie omdéwiona w artykule jest
zwigzek frazeologiczny. Funkcjonuje on zazwyczaj w $wiadomosci uzytkownikéw
jako jedno pojecie zlozone z kilku stéow -lekseméw (Kuszak, 2012). Wg J.
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Tokarskiego ma ,charakter konwencjonalny i zastosowanie ograniczone”
(Tokarski, 1986). Rozumienie jego znaczenia nie jest wynikiem znajomosci tresci
stéw, wchodzacych w sktad zwigzku. Potaczenie stéw powoduje, Ze nabiera on
nowego znaczenia. Zwiazki charakteryzuja sie ustabilizowang strukturg formalng
i ustabilizowanym znaczeniem. Odwolujg si¢ one nie tylko do zjawisk natury,
ale takze ludzkich cech fizycznych i psychicznych. Co wigcej, nawiazuja takze do
obyczajowosci dawnej i wspolczesnej, do kultury materialnej oraz Biblii i mitologii
(Madeja, 2007). Pochodza one z dziel literackich, religijnych, filmowych, ale
takze z kultury, sztuki i zasobow internetowych. Ponadto, w dzisiejszych czasach
frazeologizmy tworzone s w jezykach zawodowych, subkulturach. Producenci
reklam oraz filméw czesto tez swiadomie tworzg i rozpowszechniajg nowe zwigzki
frazeologiczne w celu przyciagniecia uwagi klientow.

Zwigzki frazeologiczne nie tylko urozmaicaja i wzbogacaja wypowiedzi, ale
réwniez majg walory obrazowe, wzmagaja wyrazisto$¢ i plastyczno$¢ oraz
komunikatywnos$¢ i site oddzialywania przekazywanych tresci (Pajdzinska,
1993). Bez frazeologizmdéw nie mozna si¢ obejs¢ w codziennych rozmowach,
wypowiedziach  publicznych, przemowach okoliczno$ciowych, tekstach
artystycznych. Frazeologizmy dodaja wypowiedziom plynnosci, ekspresji
i obrazowosci.

JEZYK FIGURATYWNY W EDUKACJI

Jezyk figuratywny jest ceniony przez pedagogéw i nauczycieli zaréwno ze wzgledu
na warto$¢ poznawczg, ksztalcaca, jak i wychowawcza: ,,Jako $rodek jezykowy
jest wzorcem jezyka, niesie ze sobg pewnego rodzaju tresci. Jako plaszczyzna
wychowawcza jest elementem pozwalajacym na dostrzezenie, ze $wiat jest zbiorem
obrazow i dzwigkdw, ktdre w sposob naturalny sie przenikajg” (Rybarczyk, 2009).

Zaréwno nauczyciele, jak i uczniowie korzystaja z jezyka figuratywnego. Przyjmuje
sie, ze Srednio na 1000 stow wypowiedzianych przez nauczyciela przypada od 20
do 60 wyrazen figuratywnych (Cameron, 2003).

»Dzieciece metafory pojawiaja sie spontanicznie i bezwiednie. Pozbawione
$wiadomej refleksji maja charakter praktyczny. Na pierwszym etapie rozwoju
dzieci utozsamiaja metafory z niedorzecznoscia i fikcja, aby w p6zniejszym okresie
przejs¢ do ich wlasciwego rozumienia i zastosowania” (Limont, 1996). Nazwy
metaforyczne stosowane sg przez dzieci do okreslania obiektéw fizycznych, cech
i konkretnych czynnosci i wypowiadane sg zazwyczaj w obecnos$ci przedmiotu
odniesienia. Liczba poréwnan metaforycznych, wzrasta wraz z wiekiem uczniéow
(Just, 2009).

Walory metafory sa nieocenione z punktu widzenia praktyki edukacyjnej,
nauczyciele czesto siggaja po metafore w nauczaniu (Turner, 2005), poniewaz
jest ona sposobem przechodzenia od znanego do nieznanego. Metafora, jako
narzedzie poznania, pozwala na dostrzezenie, zrozumienie i interpretacje zjawisk
dotad niezrozumialych lub nieznanych uczniowi. Za pomocs trafnej metafory
nauczyciel moze wyjasni¢ zjawisko uczniom, wykorzystujac swoje poprzednie
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doswiadczenia (Botha, 2009). Jednakze, nauczyciel powinien by¢ czujny, gdyz
nieumiejetnie dobrana metafora zamiast utatwi¢ odbidr i zrozumienie opisywanych
tresci, zjawiska, moze je znacznie utrudni¢ (Kotowska, 2015). W zwigzku z tym,
wazne jest wprowadzanie form jezyka metaforycznego w sposéb uporzadkowany,
zgodnie z tematyka zajec.

Jezyk figuratywny, w jego literackiej odmianie, wyposaza ucznia w pewien
zespot znakow i symboli, a dzigki temu pozwala uczy¢ sie, rozumie¢ otaczajaca
go rzeczywisto§¢ i odkrywa¢ pelne znaczenie komunikatow. W edukacji
polonistycznej, rozumianej jako kulturowa, jezyk metaforyczny odgrywa
nadrzedng role wychowawczg. Stanowi fundament zrozumienia zloZonosci
jezyka oraz staje si¢ widocznym obrazem modwienia kontekstowego oraz
rozumienia wartosci wypowiedzi. Nie tylko jest srodkiem artystycznego wyrazu
wprowadzonym do wypowiedzi dla wzbogacenia warto$ci dziela literackiego, ale
réwniez nieodlgcznym elementem jezyka, czyli kultury (Rybarczyk, 2009).

Mowigc o literaturze, nie sposob poming¢ form jezyka figuratywnego, ktore
pojawiaja sie juz we wczesnej edukacji w basniach i bajkach. Pod jawna fabuta
zawieraja one rozmaite przestania i odzwierciedlaja problemy z ktérymi borykaja
sie dzieciimlodziez. Ponadto, wielkie opowiesci z historii np. przypowiesci zawarte
w Biblii czy mity greckie, ktore nalezg do wspdlnego dziedzictwa kulturowego,
sa formami jezyka metaforycznego, czyli sposobem posredniego moéwienia
o egzystencjalnych, czy moralnych problemach cztowieka.

Ponadto, jak zauwaza wielu znawcéw sztuki i edukacji ,w nauczaniu sztuki
metaforyczna interpretacja poszerza percepcje dziela sztuki o konstrukcje jego
znaczenia, znaczenia metaforycznego. Jest to pewna warto$¢ dodatkowa, dodana
do wiedzy wynikajacej z teorii sztuki. Wydaje si¢, ze metaforyczna interpretacja
dzieta moze stanowi¢ komplementarne uzupelnienie percepcji dzieta wnikajacego
z kanondéw nauczania odbioru dziefa sztuki. Jesli cztowiek mysli metaforycznie to
dostarcza znaczen, czyli podstaw dla przekonan jednostki, jak réwniez czynnika
kierujacego jego zachowaniem” (Chyczewska, 2009).

Podsumowujac, ,metafora w edukacji wzrasta do poziomu kryterium
funkcjonalnosci i przydatnosci. Uczy nie tylko sposobdéw obrazowania $wiata
i wzbogaca jezyk odbiorcy, ale réwniez staje sie figura tworzacg obraz wyobrazni,
a za jej pomocy dziecko kojarzy, poréwnuje i zaczyna postrzegaé ztozonosé
intertekstualnos¢ swiata” (Rybarczyk, 2009).

ZAKONCZENIE

Znajomo$¢ jezyka figuratywnego jest niezbedna do codziennej komunikacji
jezykowej, gdyz stanowi on wazny komponent jezyka i wspdlnie z leksyka
wspoltworza podsystem stownikowy (Wisniewska-Kin, 2009). Aby mdc sprawnie
postugiwac sie jezykiem metaforycznym, nalezy nie tylko opanowac slownictwo
i reguly gramatyczne, ale takze zaznajomi¢ si¢ z podstawowym zasobem
frazeologicznym, gdyz jego znaczenie ma charakter catosciowy. Wskazane
wlasciwosci jezyka figuratywnego uzasadniaja jego uzycie w edukacji. Ponadto,
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badania pokazuja, iz juz dzieci w wieku wczesnoszkolnym wykazuja zdolno$é
myslenia metaforycznego w zwigzku z tym nalezy warto rozwijaé te dyspozycje.
Dlatego, pozytywna jest wszechobecno$¢ form jezyka figuratywnego w edukacji,
gdyz dzieki niemu dziecko ksztaltuje swodj jezyk, umiejetnosci komunikacyjne
i nabiera plynnosci w postugiwaniu sie jezykiem metaforycznym.
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Trudnoscl w uczeniu sie jezyka obcego
przez gimnazjalistow z dysleksjg
rozZwWojowaq / Linguistic and non-linguistic
difficulties with learning foreign language
teenagers with dyslexia

Abstract

The article presents linguistic and non-linguistic difficulties which are trouble for teenagers with dyslex-
ia. Nowadays, it is very interesting topic, because more and more people have dyslexia. Teachers should
have knowledge about dyslexia and use strategies which will be helpful for their students. The research
shows that teenagers with dyslexia have more difficulties with learning foreign language than teenagers
without dyslexia. They have problems with reading, listening, understanding, writing, memorizing. Dif-
ferences between girls and boys with dyslexia are not statistically significant. Dyslexic pupils learning
a foreign language have to be aware that it may be a longer process for them than for others, but it is also
important to consider the suitability of different languages.

Key words: dyslexia; linguistic difficulties; non-linguistic difficulties; teenagers; learning; school; for-
eign languages

WPROWADZENIE
\/\/spélezeénie duza wage przywiazuje si¢ do nauczania jezykéw obcych

w aspekcie komunikacyjnym jezyka, poniewaz znajomos¢ jezyka ob-

cego jest umiejetnoscia niezbedna do efektywnego funkcjonowania
czlowieka. Zwigzane jest to z przydatnoscia jezyka w zyciu codziennym i w pracy
zawodowej. W tym kontekscie gléwnym celem edukacji jezykéw obcych jest roz-
wijanie umiejetnosci postugiwania sie jezykiem obcym. Adekwatnie do wspolcze-
snych potrzeb powstajg réznorodne metody nauczania jezykéw obcych réwniez
dla uczniéw majacych specyficzne trudnoséci w uczeniu sie. Co wigcej, znaczne
zainteresowanie zyskalo nauczanie jezykéw obcych uczniow z dysleksja, ktorzy
przejawiaja trudnosci w nauce czytania, pisania, a takze uczeniu sie jezyka obcego.
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Wymagajg oni terapii pedagogicznej, stad powinna wynika¢ gleboka troska o wta-
$ciwg wiedze nauczycieli na temat pracy z takim uczniem. Jest to temat szczegdlnie
istotny, bowiem z roku na rok przybywa coraz wiecej uczniéw majacych specyficz-
ne trudnosci w nauce szkolne;j.

Celem artykulu jest przyblizenie pojecia dysleksji rozwojowej, uwidocznienie je-
zykowych i pozajezykowych trudnosci, ktére przejawiaja uczniowie z dysleksja,
a takze zaprezentowanie badan wlasnych dotyczacych trudnosci w uczeniu sig je-
zyka obcego gimnazjalistow z dysleksja rozwojowa.

POJECIE DYSLEKSJI ROZWOJOWEJ

Dysleksja rozwojowa oznacza specyficzne trudnosci w nauce czytania i/lub pisania.
Trudnodci te s3 uwarunkowane konstytucjonalnie i wystepuja mimo stosowania
odpowiednich metod nauczania u dzieci o prawidlowym rozwoju intelektualnym,
bez deficytéw sensorycznych (wad wzroku i stuchu) i wychowywanych w sprzy-
jajacych warunkach spoteczno-kulturowych. Dysleksja nie zaburza zdolnosci ro-
zumowania, rozwigzywania problemoéw, tworzenia poje¢ i krytycznego myslenia
(Jurek 2004c:18). Specyficzne trudnosci w uczeniu si¢ rozpoznawane sg w przy-
padkach, gdy trudnoséci w uczeniu sig, np. czytania, pisania, liczenia, postugiwania
sie zapisem nutowym, symbolami, wystepuja nieoczekiwanie i sg nieadekwatne do
wieku dziecka, jego mozliwosci intelektualnych, wktadu pracy i postepow w ucze-
niu si¢ innych umiejetnosci (Bogdanowicz 2004:80).

Okreslenie dysleksja rozwojowa oznacza, ze ma ona charakter wrodzony i towa-
rzyszy dziecku przez caly okres rozwoju, w odroznieniu od dysleksji nabytej, ktora
dotyczy utraty opanowanych wczes$niej umiejetnosci na skutek, np. urazu, wylewu
czy zawalu mozgu.

Specyficzne trudnoéci oznaczaja waski, ograniczony zakres zaburzen i dotyczy
dzieci o prawidlowym rozwoju intelektualnym, w odréznieniu od uogdlnionych
trudnoéci, ktore rozpoznaje si¢ u dzieci z upoos$ledzeniem umystowym.

Trudno$ci uwarunkowane konstytucjonalnie wskazuja, ze sa one konsekwencja
zmienionej organicznie struktury o$rodkowego uktadu nerwowego, czyli maja
podloze biologiczne, a nie wynikaja z niekorzystnych warunkéw zewnetrznych,
np. zaniedban $rodowiskowych czy dydaktycznych (Jurek 2004c: 18).

Wraz z wiekiem i przebyta edukacja zauwaza sie ustepowane niektérych zaburzen,

ale pojawiaja si¢ nowe, ktére z reguly spowodowane sg zaburzeniami okreslonych

funkeji, co stanowi o okre$lonym typie dysleksji (Knieja, Piotrowski 2011: 32).

Wyréznia si¢ nastepujace typy dysleksji (Bogdanowicz 2009: 25):

1. Dysleksja typu wzrokowo-przestrzennego, ktorej podlozem sa zaburzenia roz-
woju funkcji wzrokowo- przestrzennych: spostrzegania i pamieci wzrokowej,
spostrzegania przestrzeni;

2. Dysleksja typu stuchowo-jezykowego, uwarunkowana zaburzeniami przetwa-
rzania fonologicznego. Kwalifikuje si¢ do nich: zaburzenia uwagi, pamiegci,
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percepcji stuchowej fonemoéw; najczesciej powigzana z zaburzeniami funkcji
jezykowych;

3. Dpysleksja integracyjna, uwarunkowana zaburzeniami koordynacji funkcji
percepcyjnych, tzn., ze poszczegdlne funkcje rozwiniete sg prawidlowo, ale
wystepuja zaburzenia funkeji ruchowych oraz integracji wszystkich funkcji
lezacych u podstaw czytania i pisania. Zaburzeniom tym towarzysza stosun-
kowo czesto zakldcenia rozwoju lateralizacji i orientacji;

4. Mieszany typ dysleksji uwarunkowany zaburzeniami funkcji wzrokowo- prze-
strzennych oraz funkeji stuchowo- jezykowych.

Z danych Centralnej Komisji Egzaminacyjnej za 2015 rok, wiadomo, Ze z dostoso-
wania egzaminu gimnazjalnego pod katem dysleksji skorzystato 43 981 ucznidw,
czyli 12,6% populacji gimnazjalistow. Analiza danych CKE w latach 2011-2015
pozwala zaobserwowac tendencje zwyzkows, jesli chodzi o odsetek uczniow z dys-
leksja w skali kraju. Na tej podstawie mozna powiedzie¢, Ze co najmniej 9-10%
wszystkich dzieci w Polsce ma specyficzne trudnosci w czytaniu i pisaniu, a co za
tym idzie wymaga w procesie edukacji specjalistycznej pomocy. Brak prawidtowe;j
diagnozy oraz reakcji ze strony rodzicéw i nauczycieli moze ograniczy¢ mozliwo-
$ci odnoszenia sukcesow w dalszej edukacji i w dorostym zyciu.

TRUDNOSCI JEZYKOWE

W zwiazku z politykg jezykowaq Unii Europejskiej od coraz mlodszych lat wpro-
wadzana jest nauka jezykow obcych, co dla uczniow dyslektycznych stanowi do-
datkowe utrudnienie. Wynika to z faktu, iz dysleksja niesie ze sobg trudnosci je-
zykowe i niejezykowe.

U podstaw trudno$ci w uczeniu si¢ jezyka obcego w przypadku oséb z dysleksja
rozwojowg lezg trudnosci w opanowaniu jezyka ojczystego zwigzane z kodowa-
niem jezykowym na wszystkich jego poziomach (fonologicznym, syntaktycznym
i semantycznym). Deficyt $wiadomosci fonologicznej jest najbardziej charakte-
rystyczny dla dysleksji rozwojowej i przejawia si¢ trudno$ciami w $wiadomym
wydzielaniu dzwigkdw mowy i operowaniu nimi oraz w przyporzadkowywaniu
dzwigkom odpowiednich symboli graficznych, czyli wskazania zaleznosci miedzy
gloska a literg (Nijakowska 2004: 145).

G. Krasowicz- Kupis (2008: 276- 284) podkresla, ze do najczesciej obserwowanych
problemow jezykowych zwiazanych z deficytem fonologicznym naleza:

o Problemy z pamigcig werbalng- osoby dyslektyczne maja normalng pojem-
no$¢ pamieci dla informacji wizualnych, ale mniejsza dla werbalnych. Czas
przechowywania informacji w pamieci krétkotrwalej jest krdtszy, co skutkuje
problemami z zapamietywaniem listy informacji czy sekwencji podawanych
w instrukeji.

«  Deficyt nazywania- trudnosci z odwotywaniem z pamigci nazw przedmiotéw,
nawet takich, ktore dobrze znajg; dyslektycy wykazujg rozbieznos¢ miedzy
stownictwem pasywnym i aktywnym, co najprawdopodobniej jest uwarunko-
wane stabo zréznicowanymi fonologicznymi reprezentacjami znanych stow.
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o Problemy z powtarzaniem stow- trudnosci u osob z dysleksja maja wraz
z wiekem wplyw na obnizenie sie sprawnosci stownikowych i wystepowanie
problemdéw w nauce jezykdw obcych.

Zaburzenia funkgcji jezykowych objawiaja sie przede wszystkim zaktdceniami roz-
woju fonologicznego aspektu jezyka, ale w wielu przypadkach obserwuje sie row-
niez zakldcenia rozwoju morfologiczno- syntaktycznego jego aspektu (Adryjanek,
Bogdanowicz, 2004: 28). Objawiaja si¢ one trudnosciami w poprawnym wypowia-
daniu si¢ na piSmie, rzadziej dotyczy to wypowiedzi ustnych. Dzieci, u ktorych
obserwuje sie te zakldcenia, buduja ubogie i krétkie wypowiedzi, maja trudnosci
z wyrazeniem swoich mysli za posrednictwem stow, co okresla sie jako stabg eks-
presje stowna. Czesto w ich wypowiedziach pojawiaja si¢ neologizmy i agramaty-
zmy. Dyslektycy stabo radza sobie réwniez z dokonywaniem analizy zdan- dzie-
leniem na wyrazy, maja trudnosci z umiejscowieniem znakéw przestankowych.
Typowe dla zakldcen rozwoju tego aspektu jezyka sa bledy w pisaniu wyrazen
przyimkowych, polegajace na taczeniu wyrazéw lub ich rozdzielaniu. Mimo nie-
jednokrotnie bardzo dobrej znajomosci regul ortograficznych trudnos$¢ sprawia
im automatyzowanie zdobytych umiejetnosci. Nie pamietaja zasad gramatycz-
nych, mylg im si¢ formy gramatyczne, napisany tekst jest dla nich zbyt trudny do
odczytania (Bogdanowicz 2011:78).

Z zaburzeniami fonologicznymi koreluja opdznienia w obrebie ukladu stucho-
wego. Dotyczg one trudno$ci w szybkim rozréznianiu bodzcow i kolejnosci na-
stepujacych po sobie dzwiekéw. Osobom z powaznymi zaburzeniami percepcji
stuchowej poglos poprzedniej gloski, sylaby, stowa w duzym stopniu utrudnia
rozumienie nastepnych. Czesto tez nie potrafia poprawnie odtworzy¢ elementow
prozodycznych mowry, takich jak akcent, rytm, intonacja czy iloczas. Majg trud-
nosci w stuchaniu ze zrozumieniem, a takze w rozumieniu przeczytanego tekstu.
Czesto muszg one korzysta¢ z kontekstu w celu rozpoznania znaczenia okreslo-
nych wyrazéw (Jurek 2004a:58).

Dyslektycy wykazuja deficyty semantyczne i pragmatyczne wskazujace na proble-
my z organizowaniem informacji o tresci tekstu, trudnosci z tworzeniem narracji
o konwencjonalnej strukturze, niedojrzale cechy dyskursu, problemy z postugiwa-
niem sie sekwencjami (Bogdanowicz, Krasowicz-Kupis 2005: 1005).

Dzieci z dysleksja w wiekszym stopniu niz inne narazone sg na zjawisko interfe-
rencji, ktore polega na mieszaniu si¢ réznych systemow jezykowych (Petrus, Bog-
danowicz 2004: 63). Taka sytuacja ma miejsce wtedy, gdy dziecko uczy sie réwno-
legle dwdch lub wiecej jezykow obcych. Zjawisko interferencji dotyczy szczegolnie
jezykow nalezacych do tej samej grupy lingwistycznej (Jurek 2004d: 107), dlatego
na przyklad na lekcjach jezyka angielskiego uczniowie czg¢sto zapominaja wyra-
zOw angielskich i uzywaja niemieckich lub odwrotnie.

TRUDNOSCI NIEJEZYKOWE

Uczniowie z dysleksja poza jezykowymi trudno$ciami doswiadczaja takze niejezy-
kowych symptoméw niepowodzen w nauce. Podtozem dysleksji moga by¢ zabu-
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rzenia rozwoju funkcji wzrokowych (spostrzegania, pamieci wzrokowej), funkeji
ruchowych oraz integracji tych funkeji, ktdre biorg udzial w procesie czytania i pi-
sania (integracji percepcyjno- motorycznej). Zaburzeniom tym czesto towarzysza
nieprawidtowosci w rozwoju lateralizacji (np. oburecznos¢) i orientacji (Bogdano-
wicz 2004: 83).

Bez watpienia jednym z kluczowym deficytéw wystepujacych u osoéb z dyslek-
sja sa zaburzenia pamieci. Problem dotyczy zaréwno pamieci krétkotrwalej jak
i trwalej, a jednoczesnie zapamietywania danych zapisanych w réznych modalno-
$ciach stuchowej, wzrokowej, kinestetycznej. Jesli majg oni stabg pamie¢ stuchows,
niewiele zapamietuja z lekeji i muszg poswiecaé wiecej czasu na nauke w domu.
Moga tez mie¢ problem z zapamietaniem zlozonego polecenia, ktdre zostalo wy-
dane ustnie. Uczniowie ze stwierdzong gleboka dysleksja muszg wielokrotnie po-
wtarza¢ material, co nie zawsze jest gwarancja sukcesu w szkole (Bogdanowicz
2011:82-85). Co wigcej, dyslektycy maja zazwyczaj zaburzong orientacje w sche-
macie ciala i przestrzeni. Objawia si¢ to przewaznie problemami z odréznieniem
prawej i lewej strony. Dzieci dyslektyczne z trudnoscig uczg si¢ odczytywania go-
dzin na zegarze, maja czgsto problemy ze stosowaniem przyimkéw odnoszacych
sie do okreslenia potozenia przedmiotu w przestrzeni

Organizacja osobista dotyczy przede wszystkim zarzadzania czasem oraz orga-
nizacji miejsca pracy. Osoba, ktéra dobrze funkcjonuje pod tym wzgledem po-
trafi zaplanowa¢ sobie dzien, ma wlasciwe narzedzia do wykonania okreslonego
zadania oraz potrafi utrzymywac przedmioty, ktdre ja otaczaja w odpowiednim
porzadku. O osobach z dysleksja mowi sie czesto, ze sa stabo zorganizowane (Ad-
ryjanek, Bogdanowicz 2004:54 ).

Ponadto, uczniowie z dysleksja maja trudnoséci pod wzgledem koncentracji i po-
dzielnosci uwagi (Jurek 2004b:47). Majg roéwniez problem z wylaczaniem infor-
macji zakl6cajacych, w rezultacie trudno im si¢ skupi¢ na zadaniu i fatwo si¢ roz-
praszaja (Bogdanowicz 2011:80-81).

Nalezy jednak pamietaé, iz uczniowie z opisanej grupy potrafia kompensowac
specyficzne trudnosci szybkim my$leniem i wykonywaniem zadan z pominig¢ciem
instrukcji. Poza tym charakteryzuja si¢ duzg kreatywno$cig w rozwigzywaniu pro-
bleméw i uzdolnieniami konstrukcyjnymi.

BADANIA WEASNE

Na podstawie literatury przedmiotu w badaniach wlasnych podjeto probe poszu-
kiwania odpowiedzi na problemy badawcze dotyczace:

1. réznic w grupie oséb z dysleksja i bez dysleksji obejmujacych jezykowe i nie-
jezykowe trudnosci w nauce jezyka obcego

2. réznic miedzy plciami obejmujacych jezykowe i niejezykowe trudnosci w na-
uce jezyka obcego

Przedmiot badan stanowi sytuacja szkolna ucznia ze specyficznymi trudnosciami

w nauce. Celem badan wiasnych jest charakterystyka trudnosci u gimnazjalistow
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z dysleksja rozwojowa w przyswajaniu jezyka obcego. Jest nim rowniez zwrdcenie
uwagi na waznos$¢ wszechstronnej opieki specjalistycznej nad uczniami dyslek-
tycznymi, a wiec wdrazanie rodzin i szkél do inspiracji i $wiadomej organizacji
zaje¢ warunkujacych prawidtowy wszechstronny rozwdj uczniéow. Dlatego wazne
jest uswiadomienie nauczycielom istotnej roli wczesnego rozpoznania i niwelowa-
nia defektoéw rozwojowych oraz usuwania trudnoséci w nauce szkolne;.

METODA

W badaniach wiasnych postuzono sie Kwestionariuszem objawéw dysleksji w wy-
branym jezyku obcym dla gimnazjalistow, licealistéw i studentow K. Bogdanowicz
(2011). Narzedzie zostalo opracowane na podstawie Profilu diagnostycznego- kwe-
stionariusza dysleksji dla dorostych (Smythe, 2007) oraz Kwestionariusza objawow
dysleksji u dorostych Michaela Vinegrada (Bogdanowicz, Kupis, 1996). Adekwatnie
do kwestionariusza dla gimnazjalistow, zostal opracowany kwestionariusz dla na-
uczyciela, zawierajacy ten sam zestaw pytan.

Kwestionariusz sktada si¢ 21 pytan. W pierwszej czesci w pytaniach od 1-15 uwage
poswiecono analizie konstrukeji oraz tresci pytan, ktére majg charakter stwier-
dzen, do ktérych badani majg okresli¢ swoj stosunek przy pomocy czterostopnio-
wej skali:

1. Rzadko; 2. Czasami; 3. Czgsto; 4. Zazwyczaj

W drugiej czgsci ankiety, respondenci w pytaniach od 16-21 wybierali mozliwy
wariant spo$réd nastepujacych:

1. Bardzo latwe; 2. Latwe; 3. Trudne; 4. Bardzo trudne

Jezeli suma zaznaczonych przez ucznia odpowiedzi zazwyczaj lub czgsto w pierw-
szej cze$ci kwestionariusza i odpowiedzi bardzo trudne lub trudne w drugiej cze-
$ci kwestionariusza wynosi polowe, istnieja podstawy, aby podejrzewa¢ dysleksje.

CHARAKTERYSTYKA BADANYCH GRUP

W badaniach uczestniczyto 72 uczniéw klas gimnazjalnych, tym 36 uczniéw bez
dysleksji rozwojowej i 36 uczniow z dysleksja rozwojowa. Nauczyciel wskazal oso-
by z dysleksja posiadajace orzeczenie z poradni psychologiczno- pedagogicznej.
Uczniowie dobierani byli do grup parami zgodnie z plcig, wiekiem, oraz na zasa-
dzie przeciwienstwa tj. partnerem ucznia ze zdiagnozowana dysleksja z orzecze-
niem byl uczen bez dysleksji. W badaniu uczestniczylo 36 dziewczyn i 36 chlop-
coOw.

Uczniowie pochodzili zaréwno z wigkszych o$rodkéw miejskich, jak i z matych
miejscowosci. Uczestnicy badan mieli réznorodne zainteresowania i reprezento-
wali rézny poziom wiedzy i mozliwosci intelektualnych. Byli wéréd nich zaréwno
uczniowie, ktorzy otrzymali §wiadectwa z wyrdznieniem, jak i tacy, ktérzy z réz-
nych powoddéw z trudem radzg sobie z wymaganiami programowymi, obowiazu-
jacymi w szkotach gimnazjalnych. Mlodziez byta i nadal jest nauczana przez wielu
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nauczycieli jezykow obcych. Uczniowie wychowywali si¢ w rodzinach reprezentu-
jacych rozny poziom wyksztalcenia, zréznicowane warunki spoteczno-kulturowe

i bytowe.
Dobér 0s6b do grupy kryterialnej i kontrolnej miat charakter celowy i odbywat si¢

na zasadzie posiadanej opinii z poradni pedagogiczno- psychologicznej. Ucznio-
wie dobierani byli parami, ze wzgledu na wiek, ple¢ oraz orzeczenie o dysleksji.

ANALIZA WYNIKOW

Na etapie analizy wynikéw badan wlasnych zastosowano test nieparametryczny
U Manna-Whitneya réznic pomiedzy $rednimi. Celem analizy bylo sprawdzenie,
czy istniejg istotne statystycznie roznice w zakresie trudnosci w uczeniu si¢ jezyka
obcego uczniéw z dysleksja rozwojowa i uczniow bez dysleksji rozwojowe;.

Tabela 1.1. Istotnos$¢ réznic dotyczgca jezykowych trudnosci (J)

Uczniowie z dys- | Uczniowie bez
i leksja dysleksiji .
Jezykowe trudnosci > " . -
w ugzZniu sie jazyka ob- rozwojowa rozwojowej Test U Manna- Whitneya
cego (n=36) (n=36)
M SD M SD U Y4 p
. . 0,000
Wynik ogélny 51,69 | 8683 | 17,17 | 2176 | 2,000 | -7,195 e
. 0,000
Fonologiczny 13,71 2,803 4,40 0,604 | 14,000 | -7,208 o
0,000
Syntaktyczny 13,60 | 2,862 4,60 1,143 | 25,500 | -7,092 et
0,000
Semantyczny 10,34 1,939 3,40 0,736 4,000 | -7,357 x
. 0,000
Ekspresja jezykowa 6,94 1,327 2,34 0,639 | 4,500 | -7,427 e
., 0,000
Pamiec¢ werbalna 07 1,224 2,43 0,655 | 9,000 | -7,314 e

Zrédto: Opracowanie na podstawie badan wtasnych.

Analiza uzyskanych wynikéw w tabeli 1.1. pozwala stwierdzi¢, iz w zakresie je-
zykowych trudnosci w uczeniu si¢ jezyka obcego uczniow z dysleksja rozwojowa
i bez dysleksji rozwojowej wystepuja réznice istotne statystycznie. Na poziomie
fonologicznym, zwigzanym z fonemami, u uczniéw z dysleksja rozwojowg $rednia
arytmetyczna wynosi (M=13,71), natomiast u uczniéw bez dysleksji (M=4,40).
Uczniowie z dysleksja rozwojowa na poziomie syntaktycznym, dotyczacym gra-
matyki, uzyskali (M= 13,60), a uczniowie bez dysleksji rozwojowej (M=4,60).
Na poziomie semantycznym, zajmujacym sie znaczeniem w jezyku, uczniowie
z dysleksja rozwojowa deklarowali, iz popelniajg wiecej bleddéw niz uczniowie bez
dysleksji uzyskujac wynik (M=10,34). Na poziomie ekspresji jezykowej ucznio-
wie z dysleksja rozwojowa uzyskali (M=6,94), natomiast $rednia arytmetyczna
uczniow bez dysleksji wynosi (M=2,34). Jezeli chodzi o pamie¢ werbalng dys-
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lektycy deklarowali (M= 7,17), natomiast wynik u uczniéw bez dysleksji wynidst
(M=2,43) Wyniki te $wiadcza o tym, iz uczniowie z dysleksja rozwojowa wykazuja
wieksze jezykowe trudnosci w nauce jezyka obcego, poniewaz uzyskali oni wyzszy
wynik w kwestionariuszu objawéw dysleksji w wybranym jezyku obcym dla gim-
nazjalistow.

Tabela 1.2. Trudnosci niejezykowe- istotnos$¢ roznic (NJ)

Uczniowie z dys- | Uczniowie bez

leksja dysleksji .
N rozwojowa rozwojowej Test U Manna - Whitneya
Niejezykowy aspekt trud- (n=36) (n=36)
nosci - -
M SD M SD u z P
) i 0,000
Wynik ogéiny 19,60 4,558 8,46 1,771 | 50,000 | -6,634

*k%k

Wzrokowo- przestrzenne

trudnosci w uczeniu sie 0,000
jezyka obcego 9,69 2,435 4,03 0,954 | 66,000 | -6,486 .

(P)

Trudnosci uwagowe

W uczeniu sie jezyka ob- 0,000
cego 9,86 2,463 4,40 1,218 | 75,500 | -6,371 .

()

Zrédto: Opracowanie na podstawie badan wtasnych

Na podstawie tabeli 1.2 wnioskuje sie, iz istnieja réznice istotne statystycznie doty-
czace trudnosci niejezykowych w nauce jezyka obcego. Uczniowie z dysleksjg roz-
wojowa uzyskali (M=19,60), natomiast u uczniéw bez dysleksji §rednia wyniosta
(8,46). Istnieja rdznice istotnie statystycznie dotyczace wzrokowo przestrzennych
trudnosci w uczeniu si¢ jezyka obcego gimnazjalistow z dysleksja rozwojowa od
uczniow bez dysleksji rozwojowej. Grupy roznily sie iloscig zadeklarowanych bte-
déw. Srednia arytmetyczna uczniéw z dysleksja rozwojowa wyniosta (M= 9,69),
natomiast gimnazjaliSci bez dysleksji rozwojowej uzyskali (M= 4,03). Wystepu-
ja réwniez roznice istotne statystycznie w trudno$ciach uwagowych w uczeniu
sie jezyka obcego. Grupy roznily sie iloscig uzyskanych punktéw. Uczniowie bez
dysleksji rozwojowej osiagneli lepszy wynik (M= 4,40), niz z dysleksja rozwojowa
(M=9,98).

Nastepnym etapem analizy statystycznej bylo sprawdzenie, czy pte¢ w badanych
grupach réznicuje trudnoéci w uczeniu sie jezyka obcego. Za pomoca test U Man-
na-Whitneya, sprawdzono istotno$¢ statystyczng réznic w grupach kobiet i mez-
czyzn.
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Tabela 1.3. Réznice miedzy ptciami obejmujace jezykowe trudnosci (J)

Dziewczeta- Chtopcy-
trudnosci trudnosci . L.
Grupa jezykowe jezykowe Test istotnosci
(O] (@)
M SD M SD U Y4 p
Uczniowie zdysleksia | 5300 | 5449 | 4979 | 10207 | 81500 | -0763 | >**°
rozwojowa ’ ' ! ' ' ' ni
Uczniowie bez dysleksji . 0,639
rozwojowej 16,86 1,916 17,07 1,774 | 88,000 | -0,468 ni

Zrédto: Opracowanie na podstawie badar wtasnych

Analiza testem U Manna-Whitneya wykazata iz w grupie z dysleksja rozwojowa
dziewczeta maja wieksze trudnosci jezykowe (M= 53,00), niz chlopcy (49,79). Na-
tomiast w grupie bez dysleksji rozwojowej dziewczeta uzyskaty nieco lepszy wynik
(M= 16,86) niz chtopcy (M=17,07). Rdznice wystepujace pomiedzy grupami nie

sg jednak istotne statystycznie.

Tabela 1.4. Trudnosci niejezykowe- réznica miedzy ptciami (P+U)

Dziewczeta - Chtopcy -
trudnosci nieje- | trudnosci nieje- . ..
Grupa zykowe zykowe Test istotnosci
(P+U) (P+U)
M SD M SD U z p
- i 0,164
Uczniowie zdysleksja | o454 | 4183 | 1886 | 4975 | 68,000 | -1,390 _
rozwojowa ni
iowi i 0,925
Uczniowie bez dysleksji | ¢q4 | 1617 | 807 | 1,542 | 96,000 | -0,094 _
rozwojowej ni

Zrédto: Opracowanie na podstawie badar wtasnych

Poréwnanie obejmujace niejezykowe trudnosci w uczeniu sie¢ jezyka obcego ze
wzgledu na pte¢ wykazalo, ze w grupie z dysleksja rozwojowa chlopcy osiagneli
lepszy wynik (M= 18,86) niz dziewczeta uzyskujac (M= 20,50). W grupie uczniéw
bez dysleksji dziewczeta osiggnely lepszy wynik (M= 8,00) niz chtopcy (M= 8,07).
Roznice te jednak nie sg istotne statystycznie.

WNIOSKI

Uzyskane wyniki badan pozwalaja na sformulowanie wnioskow, ktorych uwzgled-
nienie mogloby poprawi¢ niekorzystng sytuacje ucznidow z dysleksja rozwojowa
w zakresie nauczania jezykow obcych.

1. Uczniowie z dysleksja rozwojowa wykazuja istotnie wigksze trudnosci w ucze-
niu si¢ jezyka obcego niz uczniowie bez dysleksji rozwojowej. Nalezy czyni¢
starania o stworzenie rownych szans edukacyjnych dla uczniéw z dysleksja
rozwojowa poprzez zapewnienie im zaje¢ korekcyjno-kompensacyjnych ukie-
runkowanych na nauke jezykéw obcych i prowadzonych przez odpowiednio
przygotowanych do tego nauczycieli.
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J. Sala-Suszynska: Trudnosci w uczeniu sig jezyka obcego przez gimnazjalistow...

2. Uczniowie z dysleksja rozwojowa maja wigksze jezykowe i niejezykowe trud-
nosci w przyswajaniu jezyka obcego. Nauczyciele powinni podejmowa¢ pro-
blem pracy z uczniami dyslektycznymi w programach nauczania jezykow
obcych oraz w poradnikach metodycznych dla nauczycieli, a takze informo-
wac o wplywie zaburzen czytania i pisania na osiggniecia uczniow z dyslek-
sja rozwojowa w nauce jezykow, przedstawia¢ ich mozliwosci i ograniczenia
w przyswajaniu jezykow oraz sposoby dostosowania wymagan edukacyjnych
w zakresie nauczania jezykow obcych do ich indywidualnych potrzeb.

3. U ucznidéw z dysleksja nie wystepuja roznice w zakresie trudnosci w uczeniu
sie jezyka obcego ze wzgledu na pte¢. Dziewczeta i chlopcy popelniaja podob-
ng ilo$¢ bledow. Wystepuja mate roznice miedzy grupami, ktore nie sg istotne
statystycznie.

ZAKONCZENIE

Kazdy uczen z dysleksja moze mie¢ problemy innego rodzaju, uwarunkowane
innym zakresem i stopniem nasilenia zaburzen. W zwigzku z powyzszym, aby
skutecznie poméc dzieciom z dysleksja uczacym si¢ jezyka obcego, priorytetem
jest poznanie specyficznych trudno$ci w czytaniu i pisaniu. Nalezy zapewnic¢ dys-
lektykom pomoc w szeroko rozumianym wyréwnaniu szans edukacyjnych, ktéra
czesto decyduje o losach i przyszloéci ucznia, a takze o rozwoju jego osobowosci
i realizacji plandéw zyciowych. A. Galaburda stwierdzil, ze osoby z dysleksja po-
winny by¢ uwazane nie za majgce trudnos$ci w uczeniu sig, ale za osoby, ktdre maja
odmienne zdolnosci. Te stowa przywracaja wiare w osiagniecie sukcesu. Jest on
mozliwy, jesli bedziemy realizowac zasade, Ze nie ucznia bedziemy dopasowywac
do szkoty tylko na odwrdt, szkole dostosujemy do specjalnych potrzeb uczniow
iich stylu uczenia sie (Bogdanowicz 2004: 91).
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