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PREFACE

Evaluating the investigative project
and the contents of the following volume

1. The leitmotif of the symposium
on eco-communicology and worldview crisis
and its aftermath

This symposium has inscribed itself into investigative fields of
social, humanistic, and natural sciences. It aims at merging three re-
lated frameworks, the semiotic communicology, the phenomenology
of praxis, and the ecology as a theory of environmental settings of
plants, animals, and humans with the focus on Communicology as
a Science of Human Discourse, Semiotic Self in Modelling Systems of
Reality Diversities of Semiospheres in Biocene & Anthropocene, Se-
miotic Manifestation of Prejudices & Stereotypes, Semiotic Adaptabil-
ity & Resilience of Living Systems, Indoctrination & Propaganda
Through Media Literacy, Ethics & Morality in Public & Private Life-
world Domains, and Epistemic Divides in Phenomenal Worlds Be-
yond Words.

2. The issues of the monograph in focus

The current monographic volume consists of five chapters. Partic-
ular contributions have been prepared against the background of an
investigative project of the Research Federation of WSB—DSW Uni-
versities, Gdansk, and the Faculty of English, Adam Mickiewicz Uni-
versity, Poznan, in Cooperation with the Polish Academy of Sciences
Botanical Garden Center for Biological Diversity Conservation in
Powsin, Poland, under the auspices of the International Communi-
cology Institute, Washington, DC, USA.

The first position in the volume occupies the chapter on the semi-
otic phenomenology of play in the sociocultural becoming of the hu-
man self, written by Elzbieta Magdalena Wasik, who performed the
function of an external-observer and opinion-giver from the Adam
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Mickiewicz University in Poznan. Her chapter informs the readers
about the role of play in the personal and subjective development of
the human self as a unity of mind and body in psychophysiological
terms. The author’s chapter supports the view of psychologists and
philosophers of language that playing games is closely connected with
the modeling endowments of humans to intentionally create the
works of art in culture. The chapter argues that, firstly, playing is not
only an art in itself but also an end in itself since the mere act of play
fulfills the same role in the growth of animal and human organisms
while preparing them for their future life.

Zdzistaw Wasik, in turn, conducting seminars as an academic
teacher in the WSB University in Wroclaw, refers in his chapter to the
aspectuality of language in an epistemological outlook. His chapter
aims to rethink the concepts of knowledge and knowing, order, and
learning in relation to signs and signification. Introduced in the title
as a name of the investigative perspective, the notion of epistemology,
dealing with a theory of knowledge and knowledge acquirement, per-
tains to two kinds of knowledge about the scientific object, to the
knowledge of how the things (and states of affairs) exist and how they
can be approached in scientific studies.

The next author, invited among the contributors to this volume,
Katarzyna Maria Nosidlak, an academic teacher from the Pedagogical
University of Krakow, delivers a chapter on deconstructing a person-
ality model of a foreign language learner promoted by the Common
European Framework of Reference. This model constitutes a collec-
tion of trait-descriptive adjectives grouped into six main categories,
including intercultural, adaptive, partnership, learning, self-image,
and morality of the self. During Nosidlak’s analytical approach, these
modelling traits have been contrasted with the results of the research
on their usefulness for the process of foreign language learning and
teaching. As far as such contrasts demonstrate strong correspondenc-
es between the research findings and the traits of the model, Nosidlak
has concluded that these aspects and constituents refer to the disposi-
tional properties of the personality of contemporary learners, which
are relevant for their activities in acquiring and using foreign lan-
guages communicatively.

Maksymilian Drozdowicz from the WSB University in Wroclaw
devotes his attention, in his chapter written in Polish, to the language
of the debate in 19th century Argentina, considering the rhetoric of
morality or the speech of hate. The target of the speech of hate, in
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view of the authors discussed by Drozdowicz, is placed on collectivity
and not individuality. Even though it is oriented towards an individu-
al human being, this targeting is reduced to a typical representative of
a certain group, with its peculiar features and motives. As such, hate
speech characterizes social groups with their environmental or biolog-
ical qualities. According to Drozdowicz, such a speech operates with
imagination and stereotypical forms.

Anna Pol from the WSB University in Wroclaw is the author of the
chapter on the teacher as a subject of the glottodidactic system and
his or her competence as a performer of aims and tasks of foreign
language teaching. Starting from the teacher’s role, the chapter of Pol
points the reader to the possibility of reducing competence to the dis-
positional properties of an interacting and communicating individual
in general. What is more, competence might be assumed as an inte-
gration of knowledge, skills, and attitudes, mutually implying each
other in the realization of the teachers’ aims in the classroom in par-
ticular.






ELZBIETA MAGDALENA WASIK

Uniwersytet im. Adama Mickiewicza w Poznaniu

The semiotic phenomenology of play:
On the sociocultural becoming of the human self

ABSTRACT. This chapter aims to establish conceptual-methodological bridges be-
tween sign- and meaning-oriented positions of pragmatism and phenomenology
concerning the distinctions between the ‘ego’ versus ‘non-ego’ states of aware-
ness, on the one hand, and between T’ and ‘me’ in personal and social dimen-
sions of the self, on the other. It stresses the role of play in the personal and sub-
jective development of the human self as a unity of mind and body in psycho-
physiological terms. Whereas the continuing becoming of the human self both
through its playing activity and participation in play involves all levels of envi-
ronmentally conditioned transactions, from the uniquely human to social and
cultural ones, the lived experiences of players as sign-producers, considered from
the viewpoint of semiotic phenomenology, lead to the realization of indexical,
signaling, and symbolic functions of entertainment- and happiness-related aes-
thetics. The paper argues that, firstly, playing is not only an art in itself but also
an end in itself since the mere act of play fulfills the same role in the growth of
animal and human organisms while preparing them for their future life, and,
secondly, the development of the individual self — as an entertainer/“muser”/
creator/participant in the “musement” — to collective self occurs through its
playing with others.

KEYwoRDS: phenomenology, play, playworld semiotics, self

1. Preliminary remarks

The ludic nature of the human being is understood, in the follow-
ing considerations, in terms of the self as a physical person and men-
tal subject engaging in playful activities, the aim of which is the reali-
zation of entertainment function contributing to the establishment of
interpersonal or interspecies linkages rather than the satisfaction of
the basic survival needs. It is argued that the ecology-related becom-
ing of (non)human selves involves all levels of sign-production, from
the inclusively natural-animal to exclusively cultural-human process-
es. As is reasoned, play, as a purpose in itself and an end in itself, is
essential for the development of the self as a psychosomatic organism,
governed by intra-organismic drives common to other living systems;
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2 Elzbieta Magdalena Wasik

it should be studied, however, within a given culture in which it is
playing with others.

Regarding semiotic-phenomenological aspects of the playful activ-
ity of human individuals,* one should make here some initial state-
ments based on respective works of selected thinkers. Firstly, the con-
cept of play has sometimes been referred to interactions between
mental activities of cognizing, thinking, understanding, or interpret-
ing, constituting prerequisites for the growth of humankind and the
play of cognitive powers of man, which cause his feelings of pleasure.
Secondly, in the case of man, the aesthetic drive of play through art
occupies a considerable place among the other organismic drives,
urges, instincts, or desires responsible for the harmony of emotion
and reason. Thirdly, aspects of human intellectual playacts are evok-
ing imaginative illusions, transforming the contents of memory, or
amusing oneself with passions, mendacities, while suspending pain in
search of pleasure. As there is a diversity of games in different cul-
tures, the phenomenological images of different players, with their
imitative faculties enabling them to simulate states of affairs from
their surroundings, may differ depending on the cultural back-
grounds. The play of children is mostly characterized by imitations of
the here-and-now facts, most adult involvements possess, however,
aesthetic, and creative dimensions related to their everyday reality.
Finally, play can be seen as a phenomenon of personal and social
lifeworld experienced directly and individually. Though it is shared
collectively, everybody is familiarized with its multiple forms from the
first-person perspective. Human individuals experience the play as
a possibility of their personal activity in their social lifeworld, per-
ceived by them as their playworld.

2. Specifying the sources of inspiration

A direct source of inspiration for the following reflections on the
play as a joyful activity of humans constitutes the works of the twenti-
eth-century scholars interested in the multilevel communication pro-
cesses in the world. These include the essay “A theory of play and fan-
tasy” by Gregory Bateson (1976 /1955/: 177—-193), which provides
psychological frames of reference for the definition of play, basing on

1 The author of this article presented the phenomenological approach to play in
her essays Wasik (2019 and 2020).
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observations in psychotherapy, as well as the collection of papers The
Play of Musement (1981), published by Thomas A. Sebeok, which
offers conceptual and methodological tools for the tasks of semiotics.

What has been brought up by both researchers is, firstly, similari-
ties and differences between semiotic processes in the worlds of ani-
mals and humans, secondly, playful aspects of such activity in nature
and culture which is “an end in itself,” and finally, the semiotic basis
for human predilections for imagination and daydreaming as well as
cognitive strategies and operations of the human mind as semiotic
processes. All of these issues, belonging to the ecology of living sys-
tems, constitute the investigative domain of semioticians.

Both Bateson and Sebeok, who alluded to the notion of play, ac-
centuated the unity of communicative processes in nature and cul-
ture, on the one hand, and the inventive creativity of some human
behaviors, on the other. To Bateson (1976), reflecting on the nature of
mind and the systemic formation of ideas, viz., the transmission of
information in the world of life, people often communicate against
any logical rules. As he presumed, the cause for such an illogicality
lies not only in their “carelessness or ignorance” (Bateson 1976: 193).

In Bateson’s view, the changeability of both form and content of
messages is possible, as far as communication, going on at different
levels of abstraction, is such a sophisticated process that its paradoxes
can instigate also its evolution. All forms of communication, revealing
the states of the mood of its participants independently of mechanical
reactions to external signals, might be compared to playful behaviors
having a stimulating purpose. It is, therefore, easy to realize how the
metacommunicative abilities of some organisms, the development of
which must have taken place gradually, are to be considered prerequi-
sites for the performance of various types of playful activities. Among
the activities, resembling play because of their metacommunicational
character, Bateson places threat, histrionic behavior, deceit, etc. Oc-
curring at the level of intentional communication, where signs are at
least partly controlled by communicators, they fundamentally differ
from each other in relation to the play sensu stricte. After Bateson,
the conclusion may be drawn that, without play, “the evolution of
communication would be at an end. Life would then be an endless
interchange of stylized messages, a game with rigid rules, unrelieved
by change or humor” (cited and quoted after 1976: 193).

Sebeok’s merit, in turn, was the popularization of the expression
the “play of musement,” coined by Charles Sanders Peirce to depict
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a playful exploration of new knowledge. Using it in the title of one of
the collections of his papers, Sebeok (1981), the interpreter and popu-
larizer of the works of the founder of the American pragmatism,
probably wanted to render the multidirectionality, polymorphism,
and multivalency of semiosis, the semiotic processes in nature and
culture. For Sebeok, there is a qualitative difference between the sign
processes in the human and animal worlds that follows, as he gath-
ered, from the exceptionality of representational and modeling abili-
ties and activities of human individuals. He claimed that verbal signs
mostly appear against the background of nonverbal signs.

3. Humanistic approaches to play and playing activities

3.1. Ancient roots of the concept of play

The history of the concept of play can be traced, according to Ar-
mand D’Angour, the author of the article “Plato and play. Taking edu-
cation seriously in ancient Greece” (2013: 293—307), back to ancient
Greek civilization. It was connected there — through the word matdia
(paidia ‘playful engagement’) — with the verb maiderv (paizein ‘to
play’) as etymologically related to the noun 7aic (pais ‘child’).

As D’Angour suggests, being engaged in exhausting work, the par-
takers of the Greek rural culture have initially associated play rather
with some activities of children than with serious activities of adults
(2013: 294—297). As he points out, there is some formal and semantic
coincidence of the notions of play and education, and respectively, the
words sratdia (paidia) and sraideia (paideia).

While reading D’Angour (2013: 294—-307), one may learn that
Western culture has owed to the ancient Greeks a vast array of conno-
tations of the concept of play. Already in archaic Greece, between the
eighth and fifth centuries B.C., participants of religious ceremonies
and social meetings used to play games and music. They sang songs,
played the lyre, competed in composing impromptu verses, word
games, riddles, etc. The children of Greek aristocrats were trained in
gymnastic competitions and verbal contests. In the classical period, in
the fifth and fourth centuries B.C., music, dance, sporting, artistic
competitions, and the passionate quest for intricate knowledge were
acknowledged to be modes and forms of play. From that time on, one
speaks of playing a part on stage or a role in society or government.
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The word manipulation was also associated with play already in
Athens of the fifth century B.C., where political rhetoric and drama
developed. As D’Angour (2013: 297) admits, the comedies of Aris-
tophanes (c. 450—c. 388 B.C.) represent “the most amusing instances
of play with words, scenes, and characters” known in ancient times.
All in all, although there is no clear-cut distinction between play and
seriousness, the creative writer resembles somewhat a child at play.

Among other authors, who have been probing into ways of percep-
tion of playfulness in antiquity, one should mention Thomas
Banchich. In his article “A gag at the bottom of a bowl? Perceptions of
playfulness in archaic and classical Greece,” Banchich remarks that in
successive “millennia, cultural norms and contexts” have been “in
some ways vastly different from our own,” and what is more, “the de-
mands of teasing out the force and significance of ancient Greek
words and images make the problem of giving a meaning to paidia”
(2017: 332), which seems quite unresolvable today. To at least partial-
ly produce the primary, ancient idea of the play, Banchich proposes to
consider its anthropomorphization, in the Greek mythology, through
Iaibia (Paidia), the patroness of amusement and festivities, belong-
ing to the retinue of Aphrodite, the goddess of love and beauty.

3.2. The role of play in the universe of humans and animals

The interest of European thinkers in playful activities of living
organisms that result from their mental endowments, or inborn in-
stinctual drives, was evoked by the classical tradition in education,
with special emphasis on ancient Greek and Roman heritage in litera-
ture, culture, and philosophy. From the ethological perspective, play
is a kind of human comportment or animal behavior, usually repeated
by force of habit, allowing players to get in touch with one another for
the sake of mutual entertainment. In the case of the young, play is
their preparation for life through the imitation of reality.

Bearing in mind the distinction between contemplative and loco-
motive activities as forms of play, it will be suitable to cite at least
three thinkers, Immanuel Kant (1724-1804), Friedrich Schiller 1759—
1862), and Karl Groos (1861-1946). In modern philosophy, the con-
cept of play was used by Kant in his Kritik der Urteilskraft (1790) to
designate the interactions of man, such as consciousness, cognition,
thinking, understanding, and experiencing, acknowledged as the pre-
requisite of human growth. Starting from the concept of the purpos-
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iveness of nature, while searching for the principles of judging beauty
in painting and other visual arts, Kant tried to explain how imagina-
tion and understanding complement each other. In his view, just the
spontaneous and harmonious play of the cognitive powers is the basis
for the feelings of pleasure of the individual. Being aware of the sub-
jective character of aesthetic judgments, Kant (1790, quoted after
English translation 1987: 62) deliberated, inter alia, whether man, in
a judgment of taste, becomes conscious of the harmony between his
cognitive powers, aesthetically, viz., “through mere inner sense and
sensation,” or rather intellectually, viz., through the consciousness of
the intentional activity by which these powers are brought into play.

Schiller argued, in his “Uber die #sthetische Erziehung des
Menschen, in einer Reihe von Briefen” (1795), that play is typical of
man as a being not contented with the satisfaction of his natural
needs (cf. especially Letter XXVII in the English translation of 2010).
For him, art and play, being indispensable in the aesthetic education
of man as a citizen of the state and a free individual of the country, are
significantly different from the work itself.

Considering aesthetic experiences of humans, Schiller distin-
guished two opposite kinds of instincts: (1) der Stofftrieb ‘the material
instinct,” also called der sinnliche Trieb ‘the sensuous instinct,” con-
forming to the rules of nature, and (2) der Formtrieb ‘the formal in-
stinct,” related to the rules of reason. Since both the sensuous and the
formal instincts integrate the body and mind of humans while keep-
ing them physically and morally in balance (cf. Letters XIII, XIV, and
XV in 2010), there must be also, according to Schiller, the third kind
of instinct, which is responsible for the harmony of feeling and rea-
son, namely, der dsthetische Spieltrieb ‘the aesthetic instinct of play.’

In Schiller’s approach, what distinguishes man from the rest of
nature, is that “he makes form enter into his enjoyment, he keeps in
view the forms of the objects which satisfy his desires, he has not only
increased his pleasure in extent and intensity, but he has also enno-
bled it in mode and species” (quoted after 2010: 66). In his belief, the
wasteful nature can afford not to make use of the surplus of energy
and materials. Some anthropomorphic examples of play in nature
provided by Schiller in Letter XXVII, such as the roar of the lion,
whose “exuberant force rejoices in itself, showing itself without an
object,” the flit of the insect that expresses rejoicing at life in the sun-
light, or the song of the bird, etc., testify to the accuracy of his argu-
ment. In addition, as Schiller put it poetically, similarly to the animate
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world, “even in inanimate nature a luxury of strength and a latitude of
determination are shown, which in this material sense might be styled
play.” Schiller had thereby in mind a tree that “produces numberless
germs that are abortive without developing,” and “sends forth more
roots, branches and leaves, organs of nutrition, than are used for the
preservation of the species” (cited and quoted after 2010: 67).

Groos, known through his works of 1896, Die Spiele der Thiere,
and 1899, Die Spiele der Menschen (cf. 1896 and 1912 /1901/ [1899]),
developed his theory of play as an activity performed instinctively,
without serious goals, even though essential to the life of animals and
humans. Combining the achievement of evolutionary biology and
psychology, he believed that, in its many manifestations, play fulfills
the same functions in the animal and human worlds, preparing the
individual organisms to proper behaviors in their mature life.

Significantly enough, as Groos himself (cited after 1912: v) admit-
ted, his interest in aesthetics was that what first evoked his fascina-
tion for the subject of the play. Focusing on psychosomatic mecha-
nisms of human perception, he described the nature of playful behav-
iors from the viewpoint of operations that the sensory apparatus of
humans can perform, namely, being capable of sensations of contact,
temperature, taste, smell, hearing, both receptive and productive
sound-play, as well as sensations of sight, especially, the perception of
brightness, color, form, and movement.

As for the appreciation of beauty in nature, art, and other do-
mains, Groos (1912: 60—67) was convinced of the dominance of the
faculty for recognizing (perceiving) the visible form of objects and
hence, its higher biological value in comparison to the very important
faculty for recognizing the color or brilliancy. To Groos, not only
adults but also small children have a peculiar capacity for illusion in
the observation of form; hence, they are able of aesthetic enjoyment.

Not stopping at the description of the instances of the playful use
of movement apparatus (bodily organs), either for a destructive (ana-
lytical) or constructive (synthetic) relocation of foreign bodies, exer-
cising endurance, throwing and catching games, etc., Groos (1912:
121-158) examined instances of the playful use of their higher mental
powers by humans. He described aspects of human intellectual
playacts, such as memory, imagination, for example, evoking illusion
and transforming the contents of memory, including teasing mendaci-
ties, to subsequently move on to attention and reason, amusing one-
self with passions, especially the pleasurable sensations and feelings
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accompanying physical pain, mental suffering, surprise, fear, as well
as the mixed feeling of suspension between pain and pleasure. Taking
into account the multiplicity of games in different cultures, Groos
sketched the image of the player from the viewpoint of general
tendencies of humans to activate the inborn predispositions of their
organisms. He contended that these predispositions involve the facul-
ties of observation and imitation, enabling the individual player to
simulate the respective movements from the surrounding world.

According to Groos, whereas the play of a child is mostly charac-
terized by external imitation, the prevailing part of aesthetic involve-
ment of an adult amounts even to an inner form of simulation
through which a given individual puts him- or herself, while using his
or her imaginative powers, into an observed object, attaining this way
a sort of inward affinity to its mental image (cf. 1912: especially 322).
In fact, Groos’ positivistic approach to play evolved simultaneously
with the current viewpoints of those thinkers, whose ideas anticipated
the semiotic and linguistic turn in modern philosophy triggering off
corresponding trends in the phenomenologically oriented studies on
human relations.

3.3. The pure play as a mental sign-production
for (a-)“musement”

Before considering human predilections for play in the spirit of
pragmatic semiotics of Peirce, it is proper to bring out his views on
the nature of cognitive processes of man as a being able to think for
the tasks of his action. Peirce argued that the conduct of man, being
usually in conformity with his believes, sometimes causes his curiosi-
ty, surprise, or doubt, which constitute the origin of an inquiry that,
facilitating to reject the established, old beliefs, may lead to the crea-
tion of new beliefs based on knowledge which man already possesses.

What is worth demonstrating is Peirce’s contention that new be-
liefs resulting from mental operations, which start from a random,
arbitrary arrangement of beliefs shaping the habits of action, are al-
ways closer to the truth than the old ones. This claim is especially vis-
ible in Peirce’s statement: an “[i]Jnquiry properly carried on will reach
some definite and fixed result or approximate indefinitely toward that
limit” (1935 /1896/, CP 1.485), meaning that the search for truth,
which is a certain ideal, unattainable in any finite time through con-
sideration or experimentation, is a perfectly self-controlled process.
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Peirce devoted attention to the spontaneous activity of the human
mind in which it engages in a purposeless pure play, viz., musement,
in his essay “The neglected argument for the reality of God” (1935
/1908/, CP 6.452—491). As he reasoned, such a mental activity, the
aim of which is to find the most simplest solutions or probable expla-
nations rather than to experience aesthetic enjoyment, amounts to
abductive inferences that the individual conducts basing on his or her
experiences, including observations.

Peirce’s interest in thinking processes, which came to light, inter
alia, in his deliberations on theological questions of the reality of God,
led him to articulate his view that the human mind is not infallible,
though attuned to the truth. Accordingly, although the mental life of
the individual is not equal to direct experiencing by him or her the
external world, as Peirce assumed, he or she is capable of thinking,
reasoning, inferring, drawing conclusions, etc. To Peirce (CP 6.455),
pure ideas that inhabit human minds, actual objects and beings that
perform the function of signs, constitute the first, the second, and the
third universes of human experience respectively.

The play, in a pure sense, a lively occupation of the human mind,
which it takes up of its own free will, without any constraint, comes
about, as Peirce (CP 6.458) claimed, between these three universes. It
assumes various forms, from aesthetic contemplation to the acts of
imagination, moral cogitation, wondering at something in one of the
universes and/or at connections between the universes. Sometimes,
play leads to speculations about the causes of such connections.
Peirce depicted phases of the pure play in the following words:

It begins passively enough with drinking in the impression of some nook in one
of the three Universes. But impression soon passes into attentive observation,
observation into musing, musing into a lively give-and-take of communion
between self and self. If one’s observations and reflections are allowed to
specialize themselves too much, the Play will be converted into scientific study;
and that cannot be pursued in odd half-hours (CP 6.459).

For Peirce, normative sciences are ordered hierarchically. Specifically,
logic as a science, explaining how to conduct research and teaching
how to conduct faultless reasoning, is superordinate to ethics, which
deals with self-controlled and voluntary behavior, and which is, in
turn, subordinate to aesthetics, which deals with what is admirable,
praiseworthy, laudable, etc. Referring, in this particular context of
logic, to the reasoning processes of human individuals, one has to
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admit that, while making inferences, they do not always follow the
principles of formal argumentation proceeding in conformity with
well-established rules. They mostly engage in informal, yet rational,
thinking, i.e., rather in the so-called argument, which is not controlled
by the self of the muser but through the association of thought as
signs. The argument, as reasonable thinking, allows the individual to
come to definite beliefs irrespective of definitely formulated premises.

Dealing with standards of proper thinking, Peirce drew conclu-
sions about the mental abilities of humans. Firstly, humans, while
solving problems, riddles, etc., prefer and/or naturally come to com-
mon-sense solutions which are easier for them, not in terms of formal
logic, but because they are prompt by instinct. Secondly, the beliefs
and convictions of humans fulfill normative functions in this sense
that they determine their aims and goals, and values, such as beauty,
good, and truth, which steer their desires and behaviors. Thirdly, it is
the normative sciences, which differentiate between good and evil in
cognition, actions, feelings, sensations, desires, etc. But these actions,
feelings, sensation, or desires of thinking individuals are at least to
some degree controlled by themselves. Fourthly, it is the logic, which
investigates the correct reasoning that can be accepted by somebody
who tries to uncover the truth; nevertheless, people themselves rea-
son properly/correctly or wrongly/incorrectly. Controlling their pas-
sions, they attune their communicative behavior to ideals accepted by
them voluntarily. While their common-sense thinking is subordinate
to their subjective experiences, beliefs, and values, their natural in-
stincts are basically determined by the selection of their pragmatic
means in interpersonal communication.

Examining the semiotic nature of thinking processes, Peirce pro-
posed focusing on the concepts with respect to their true meaning,
which must be unveiled through both a recognition of “the concept
under every disguise, through extensive familiarity with instances of
it” and “an abstract logical analysis of it into its ultimate elements.”
To Peirce, it was vital to “discover and recognize just what general
habits of conduct a belief in the truth of the concept (of any conceiva-
ble subject, and under any conceivable circumstances) would reason-
ably develop” (quoted and cited after CP 6.481). The search for mean-
ing (viz., truth) must go beyond the study of the form-and-content-
related situational variation of given concepts to encompass the veri-
fication of its usability by individuals.
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3.4. The meditating role of the subject
in transcendental phenomenology

The matter of contemplative meditation, as experienced by the
self-aware subject, was explored by Edmund Husserl in his Médita-
tions cartésienne of 1931, a collection of lectures (cf. 1960 [1931]),
recapitulating the guidelines on the study of consciousness, elaborat-
ed by himself and delivered at the College de Sorbonne in Paris in
1929 (published considerably later than Peirce’s essay on play). Inde-
pendently of the erudite heritage of Peirce, Husserl focused on con-
scious experiences, perception, remembering, imagining, judging, and
valuing as intentional mental processes. Exactly, meditation that im-
proves human cognition was, for him, akin to the methods of phe-
nomenology, detecting the essential structures and contents of con-
sciousness. It should be therefore used by philosophers who must
seek knowledge in the reason itself.

In his lectures, Husserl justified the anteriority and superiority of
the thinking (meditating) ego, that is, the transcendental ego (phe-
nomenological subject) relative to the being of the world (cited after
1960: 18). He attempted to prove that conducting meditations must
prevent the philosopher from accepting the existence of both the ob-
jective world as such and the objectively apperceived facts as internal
experiences, to exclude them “from the field of judgment.” As Husserl
held, the meditating ego should take an attitude that implies the re-
duction of his or her natural ego, so the state of psychological self-
experience should cease to the transcendental-phenomenological self-
experience (quoted and cited after 1960: 25—26).

In Husser!’s view, philosophers cannot disregard the properties of
consciousness, in particular, that it is (1) subjective (as it is a con-
sciousness of a subject aware of both the object of consciousness and
consciousness itself), (2) intentional (as it has content), and that it (3)
implies intuition. Phenomenology, in turn, is a science of essence(s)
of things, exactly of that which is identical in all variations of the thing
being investigated and detectable in appearances (phenomena). The
improvement of mechanisms of thinking through removing doubts
from reasoning is, according to Husserl, possible thanks to the elimi-
nation of that what does not have any significance with regard to the
essence of things, especially phenomenological techniques, such as
reduction, ideation, and essential intuition. As Quintin Lauer, in his
book Phenomenology: Its Genesis and Prospect (1965 /1958/: 58—
59), noticed, it is due to the ideation that phenomenology must be
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called “meditative.” Ideation (grasping the essences of things as ideal)
consists “in submitting the original perception or imagination to
a series of ‘free variations,”” allowing “to ‘see,” to perceive the identical
element underlying all variations, actual as well as possible.” Lauer
(1965: 62) too added that it is the intuition that enables “a rational
penetration into the data of experience,” for thanks to it, techniques
recommended to phenomenologists stop being “independent factors
in an overall process known as ‘intentional constitution.”

Husserl’s understanding of phenomenological investigations, as
a perfectly controlled process justifying itself spontaneously, brings to
mind Peirce’s notion of play. As to the instinct described by Peirce
slightly earlier, it is comparable with the intuition, which was appre-
ciated by Husserl with respect to its role in the constitution of things.
Both philosophers stressed the relatedness between the human beings
as musing or meditating subjects moving about in their playworlds.

4. A phenomenological conception of play:
Towards an idea of human playworld

The phenomenological concept of playworld was coined by Eugen
Fink (1905-1975), a German philosopher whose works constitute
a significant contribution to the experience-of-happiness-related aes-
thetics. As such, it corresponds to the concept of lifeworld (in German
Lebenswelt) introduced as the main notion of mundane phenomenol-
ogy by Husserl, in his lectures, held at Prague in 1935 and Vienna in
1936, first published in 1954 (cf. 1970 [1954]).

As an existentialist philosopher, Fink first examined play as an
activity enjoyed by human individuals, especially in his works collect-
ed in Play as Symbol of the World and Other Writings (2016 [1960]).
Developing Husserl’s (1859—1938) ideas about the nature of human
cognition in relation to the concepts of reality, existence, and becom-
ing, Fink also elaborated upon the understanding of the world from
the viewpoint of experiencing play in his essay Oasis of Happiness.
Thoughts toward an Ontology of Play (2016 [1957]). Fink (2016
[1957]: 15) posed that play is “a phenomenon of life” as individuals
experience it personally and directly. Everybody is acquainted with
multiple forms of play, which usually have a collective character, from
the first-person perspective. In his view, the individuals, while staying
in interpersonal contacts, are saved from solitude thanks to the play.
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Experiencing the play as a possibility of their own activity in the social
world, they are the subjects of it.

As follows from Fink’s deliberations, it is problematic whether
animals also play. Fink (2016 [1957]: 15) maintained that the behavior
of animals only resembles human play “in its mode of appearance and
in the motor forms of expression.” In his belief, human play and some
forms of animal behavior are similar only in their external form be-
cause human beings and animals are ontologically different creatures.
At the same time, play is not the privilege of the child only because
adults play, as Fink (2016 [1957]: 18) stressed, as much as children,
but in a more veiled manner.

To sum up Fink’s view, to whom playing is a typically human ac-
tivity resulting from the needs of a higher order or respective values,
it is necessary to follow his reasoning on the basis of quotations from
his essay on the ontology of play. Thus, play is, for Fink (2016 [1957]:
18), essential to “the ontological constitution of human existence.” It
is, as such, “an existential, fundamental phenomenon” though “not
the only one, but nevertheless a peculiar and independent one that
cannot be derived from the other manifestations of life.” Fink (2016
[1957]: 19) held that man, unlike the animal, is not fully dependent on
nature and, simultaneously, not free, like, for example, the incorpore-
al angel, and that he is concerned for himself and his own existence.
Attributes of humankind, such as “self-relation, understanding of
Being, and openness to the world,” are “perhaps less easy to recognize
in play than in the other fundamental phenomena of human exist-
ence.” Stressing the exceptionality of play among other activities of
humans, Fink (2016 [1957]: 19) called it “spontaneous activity,” “ac-
tive doing,” “vital impulse,” and “existence that is moved in itself.”

As such, each human activity has, to Fink, its goal from the view-
point of the individual performing it, that is, his or her happiness or
felicity. He maintained that:

All other activity — in everything that is done in each case, whether it be
production (poiesis), which has its goal in a construct of work — fundamentally
points ahead toward the “ultimate goal” of the human being: felicity,
eudaimonia. We act in order to pursue a successful existence in the proper
course of life. We take life as a ‘task’. At no moment do we have, so to speak,
a peaceful abode. We know ourselves to be ‘under way’. We are always torn away
from and driven beyond each present moment by the force with which we project
our life toward the proper and successful existence. We all strive for eudaimonia
— but we are in no way agreed as to what it is. We are not only affected by the
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unrest of striving that carries us along, but also by the unrest of having an
‘interpretation’ of true happiness. (Fink 2016 [1957]: 19)

Characteristically, however, while playing, human individuals do
not act, according to Fink (2016 [1957]: 20), “for the sake of the ‘final
purpose.” They are rather concentrated on the present than oriented
toward the future. As he argued:

[P]laying has the character of a pacified ‘present’ and self-contained sense — it
resembles an ‘oasis’ of happiness arrived at in the desert of the striving for
happiness. (...) Play carries us away. When we play, we are released for a while
from the hustle and bustle of life — as though transported to another planet
where life seems lighter, more buoyant, easier. (Fink 2016 [1957]: 20)

Fink differed over the opinion that playing is a purpose-free ac-
tivity. He tried to prove that “play has only internal purposes, not
ones that transcend it,” if, for example, people “play ‘for the purpose’
of training the body, of martial discipline or for the sake of health,
play has already been distorted into an exercise for the sake of some-
thing else” (cf. Fink 2016 [1957]: 20). As for the significance of play
for the adult, Fink (2016 [1957]: 20) believed that (1) it is an odd oa-
sis, a “dreamy resting point for restless wandering and continual
flight,” (2) it gives the adult the present, (3) aids his or her creativity,
(4) “interrupts’ the continuity and context” of his or her “course of
life that is determined by an ultimate purpose,” (5) “withdraws in
a peculiar manner from the other ways of directing one’s life,” (6)
“relates (bezieht) to it in a manner that is particularly imbued with
sense, namely, in the mode of portrayal (Darstellung).” Moreover,
humans play seriousness, genuineness, actuality, work and struggle,
love and death as well as they play a play. Hence, the play is for them,
according to Fink (2016 [1957]: 21), “a fundamental phenomenon of
existence, just as primordial and independent as death, love, work
and ruling, but it is not directed, as with the other fundamental phe-
nomena, by a collective striving for the final purpose.”

Treating play as a phenomenon of existence, Fink (2016 [1957]:
21—22) stated that if the “stimulating joys of play are extinguished,
the activity of play dwindles straightway.” He noticed, pondering up-
on the happiness the individual attains when playing, that the “pleas-
ure in play is a strange pleasure that is difficult to grasp, one that is
neither merely sensuous nor yet merely intellectual,” especially as
playing can evoke sorrow, grief, horribleness, etc. And most im-
portantly, in play, the individual does not “suffer ‘actual pains’ — yet
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the pleasure of play allows a grief to resonate in a way that is present
and yet not actual — but seizes” the player, catches the player, stirs the
player, shakes the player, etc.

Fink did not regard any trivial activity as play. For him, a bodily
movement of a limb-loosening sort, for example, repeated rhythmi-
cally, is not play. Worth quoting is the following passage:

We can first speak of play only when a specially produced sense belongs to bodily
motions. And at the same time we must still distinguish the internal play-sense
of a specific instance of play, that is, the signification that play has for those who
first decide on it, who intend to do it — or even the sense that it may eventually
have for spectators who are not participating in it. (Fink 2016 [1957]: 22)

To understand the essence of play, one must realize that, to Fink,
the human being as ”a player ‘conceals’ himself by means of his ‘role’™”
(cf. Fink 2016 [1957]: 25), but, in fact, always distinguishes between
actuality and appearance. Hence, the awareness of individuals of both
their double existence as players and non-players and the possibility
of calling themselves back out of their roles are the heart of play.

One has to bear in mind that the roles performed by the players
are defined neither in the real nor in the actual world but rather in the
world constituting the playworld of man, as defined by Fink. It is evi-
dent that Fink’s concept of playworld resembles the concept of life-
world applied in mundane phenomenology, which is the translation
of the German term Lebenswelt coined by Husserl (2008 /1916—
1937/ and 1970 [1954]). Similarly to the lifeworld, the playworld is
socially constructed. Hence, it is an intersubjective world which cre-
ates, according to Peter L. Berger (1929—2017) and Thomas Luck-
mann (1927—2016), the originators of the social construction theory,
the so-called reality of everyday life (cf. 1966). Both the lifeworld and
playworld undoubtedly arise and endure in human communication.
Assuming that the playworld constitutes part of the lifeworld, Fink
considered its ontological status:

Every sort of playing is the magical production of a playworld. In it lie the role of
the one playing, the changing roles of the community of play, the binding nature
of the rules of play, and the significance of the plaything. The playworld is an
imaginary dimension, whose ontological sense poses an obscure and difficult
problem. We play in the so-called actual world but we thereby attain [erspielen]
a realm, an enigmatic field, that is not nothing and yet is nothing actual? (cf.
Fink 2016 [1957]: 25)
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The players themselves, being able to recognize the limits of play
are, according to Fink, the creators of the playworld. This belief of
Fink finds expression in the following quotation:

In the projection of a playworld the one who plays conceals himself as the creator
of this ‘world’. He loses himself in his creation, plays a role, and has, within the
playworld, playworlrdly things that surround him and playworldly fellow human
beings. What is misleading about this is that we imaginatively take these
playworldly things themselves to be ‘actual things’; indeed, in the playworld, we
even repeat the difference between actuality and appearance in various ways. (cf.
Fink 2016 [1957]: 25)

According to Fink (2016 [1957]: 25), the playworld has its own
inner space as well as its own inner time rather than any “position or
duration in the actual context of space and time.” The players spend
thus the actual time to play; they also need actual space. Despite this,
the space of the playworld does not overlap with the space inhabited
by them actually; the same is with time.

In “Play as symbol of the world,” Fink (2016 [1960]: 35—215)
pointed to the negative undertone of the concept of the playful, often
meaning “an insincere, illusory activity, an acting-as-if” (2016 [1960]:
87). For him, play activities are unquestionably actual. As activities of
non-seriousness, they bring with them a sense of ‘non-actuality.” Fink
reflected upon the symbolic activity of humans in the playworld, be-
ing, for the players, a (poor) substitute for freedom, when he wrote:

In play we experience a peculiar creativity, a creative and happy fortune: we can
be everything, all possibilities stand open, and we have the illusion of a free,
unrestricted beginning. In other cases we are determined by the history of our
course of life; we find ourselves in a situation that is no longer open to choice; we
are the product of our earlier deeds and omissions; we have chosen in a variety of
ways and have thereby lost countless possibilities. (Fink 2016 [1960]: 88)

Thus, Fink justified his reservations about the view that the indi-
vidual has the possibility to make free choices in real situations. He
assumed that, only thanks to play, he or she has at least a certain al-
ternative, or a subjective illusion that he or she develops his or her
creativity and originality. Fink commented on external restrictions in
the self-actualization of the individual when he stated that:

The path of [our] life, (...) is determined by an uncanny, accompanying
contraction of our possibilities. Every activity that we earnestly carry out makes
us more determinate and at the same time less possible. We continually
determine ourselves, do irrevocable things. The more we attain to determinate
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actuality in the self-actualization accomplished through our deeds, the slighter
do our possibilities become”. (Fink 2016 [1960]: 89)

Next, Fink demonstrated how possibilities of choices decrease
during the life of the individual. As he noted, a “child is potentially”
which does not mean that “it is not yet this or that but rather it is still
‘everything’”, still having many possibilities. An old man, however,
has the history of his self-actualization behind him. In some sense, he
has wasted many possibilities on the way to self-fulfillment. What an
aged man has “neglected” can be judged from the viewpoint of his
achievements as results of self-actualization.

Fink’s later essay “The world-significance of play {1973}” (2016
[2010]: 234—248)? was devoted to the subject-world relation. He
maintained that:

For the sake of the body we need the necessities of life and even for the most part
superficial things: food, clothing a house and tools, appliances, machines,
weapons, all the myriad things of an artifact-culture, an immense technological
apparatus. The human being thereby surpasses the limited possibilities for
embodied action in myriad ways; he installs himself within an apparatus of
enormous proportions. He now acts setting out from his own body, with
immense powers and uncanny energy. The powerful rivalry of economic
competition that includes even war has vastly increased and continues to grow.
Human beings compete with each other with the utmost brutality and
technological perfection. (Fink 2016 [2010]: 247)

In addition, Fink pointedly expressed his conviction that play in all its
forms as ways to self-actualization takes place through embodied in-
teractions. He believed that :

Free creative self-actualization is precisely itself the theme of play. If the body is
otherwise the place from which activities proceed, whether war, work, love, or
even the many and diverse forms of human play, then it remains for the most
part that from out of which incarnated existence acts. In competitive play that
has cast off technical armament. (Fink 2016 [2010]: 248)

2 The talk “The world-significance of play {1973}” was delivered by Fink in Ger-
man as ,Die Weltbedeutung des Spiels“ at the Akademie-Tagung ,Geburt und
Wiedergeburt der olympischen Idee“ am 22. April 1972 im Haus der Katholi-
schen Akademie in Freiburg. See another source of information: Eugen Fink. The
world significance of play. Radio version. Recorded: May 14, 1973 [Eugen Fink.
Die Weltbedeutung des Spiels. Funkausfassung. Funkaufnahme: 14. Mai, 1973.
Cf. Fink 2016: 234—248 [2010: 243—258]).
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Thus, self-actualization is, in Fink’s phenomenological approach, the
most important function of play. Especially, when it makes use of the
creative aspects of play and its diversification.

5. The role of play in the development of human selves

5.1. Fostering to the formation of social groupings

Separately, the reasoning behind the importance of play for the
formation of cultural and social groups is worth presenting. One has
to note that, unlike for the nineteenth-century thinkers, for whom the
play, an activity having biological bases, was in part similar in animals
and humans, for Johan Huizinga (1872—1945), a cultural scientist, it
was an essential factor in the development of human culture. Accord-
ing to the author of Homo Ludens. A Study of the Play-Element in
Culture (1938), cultural achievements of humans in domains, such as
arts and sciences, sports, etc., come from human activity that is moti-
vated by the impulses of play. For Huizinga (1949 [1938]: 13), play,
a behavior proceeding “within its own proper boundaries of time and
space according to fixed rules and in an orderly manner,” largely
“promotes the formation of social groupings which tend to surround
themselves with secrecy and to stress their difference from the com-
mon world by disguise or other means.” As a culturally determined
behavior, play is not different from work but often an element of hu-
man activity, which is called work and, as such, not experienced as
amusing, for example, scientific investigations and philosophy, war
and litigation, etc. Most human activities are, to Huizinga, either
emulation or competition of a social and ludic nature; only a few of
them are thus simple adaptive reactions or immediate responses to
demands of the situation.

Huizinga (1949 [1938]: 37) characterized playful activities in
terms of “lightness, tension and uncertainty as to the outcome, order-
ly alternation, free choice, etc.,” demonstrating that the differentia-
tion of human societies gives rise to social behaviors featured by the
freedom of choice, and as such, including the elements of play. He
held — describing the activity of people in many cultures as triggered
by opposed forces — that humans as social agents show tendencies to
assimilate to one’s own ego, on the one hand, and to adapt to external
demands, on the other. As Huizinga (1949 [1938]: 53) thus suggested,
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culture researchers should be interested in manifestations of axiologi-
cal conflicts in the activities of different peoples. He himself, treating
play as an element of culture, focused on numerous instances of social
life in the past, which allowed him to notice how the mental world of
particular communities is related to the individual-society dualism.

The impact of play on the development of the child with respect to
his or her uniquely human abilities has been fascinating for scholars
dealing with the role of play in the processes of cultural transmission
and individual learning. What is empirically evident, on the basis of
their studies, are great similarities in terms of simple forms of spon-
taneous, extemporaneous play of children growing up in very differ-
ent cultures. As for the play in the process of socialization, one has to
stress here, after, for example, Carolyn Pope Edwards (2000), a con-
temporary psychologist, the enormous importance of free play in nat-
ural settings, not influenced by the cultural environment, for the
agency and creativity of the child.

To characterize the role of play in socialization, it is right to refer
to George Herbert Mead (1863—1931), Lev Vygotsky (JIee CeméHnoBUY
Beirorckuii, 1896-1934), Jean Piaget (1896—1980), and Erik H. Erik-
son (1902-1994). It is essential to point out that, in Mead’s social
theory of mind (especially in his work Mind, Self and Society, pub-
lished posthumously in 1934), the mental abilities of humans were
considered the product of symbolic interactions. According to Mead
(1934: 152—-164), self-awareness of the individual arises thanks to
language and mainly when he or she is playing (the games). Especial-
ly, the child, performing the roles of others, internalizes the social
responses typical of these roles. Mead (1934: 161) maintained that
children, who play, definitely act out the role they arouse in them-
selves. So, the formation of the objective self of the child in play claus-
es the development of its (subjective) self, viz., the self as a subject.

What deserves mention here is the view of Vygotsky, a Russian
psychologist, uttered in his “Play and its role in the mental develop-
ment of the child” (2016 [1966]) — originally a lecture given at the
Herzen Pedagogical Institute in Leningrad in 1933, and as such has
survived thanks to a stenographic record.3 Almost at the same time
when Mead explained the emergence of (self-)consciousness from the
use of symbols, Vygotsky claimed that it is the social interaction,

3 The history of the translation of this text has been presented in the introduction
to its English version from 2016 on pages 3—5.
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which determines the cognitive growth of the individual, in particular
of the child. In Vygotsky’s (2016 [1966]: 10) opinion, the predominant
type of the activity is, for the child, the play, taking place in an imagi-
nary situation, that is, according to the rules, not formulated before,
stemming from this imaginary situation. Anyway, the rules of play
correspond to the rules of real situations. For example, when the child
is playing the role of the mother, it follows the rules of maternal be-
havior. Exactly, both the role the child plays and his or her relation-
ships to the objects he or she plays with (i.e., the objects, which
change their meaning in play) always originate from the rules of real
life. Hence, as the imaginary situation of play is kept up by these
rules, the freedom of the child in play is illusory. Through play, the
child constantly creates and recreates, as Vygotsky (2016: 14) stated,
the semantic relation between the objects with which it is playing and
their meaning that, in turn, governs the behavior of the child through
which it advances linguistically, cognitively, and socially. Following
Vygotsky, the child plays because it is able to make mental represen-
tations of its experiences. And through play, the child improves its
skills in typically human abstract thinking.

Piaget, who examined the rules of peer play group formation, and
their influence on the development of the personality of human indi-
viduals presented a quite different approach to play. For him, groups,
arising as a result of a voluntary association of individuals being gov-
erned by unenforced rules, are assemblages through membership, in
which children, mostly for the first time, internalize arbitrarily im-
posed patterns. Piaget, focusing on the cognitive development of the
child rather than the social-emotional one in Play, Dreams and Imi-
tation in Childhood (1951), appreciated the role of playful activities,
considered by him not only the imitation of movements. He paid at-
tention to the symbolic nature of human communication in general.

Specially, Piaget (1951: 87—88) argued that play contributes to the
intellectual development of the individual through the processes of
accommodation and assimilation. He defined the acts of intelligence
as an equilibrium between assimilation and accommodation, assum-
ing that “imitation is a continuation of accommodation for its own
sake.” Play is, in Piaget’s view, rather assimilation than accommoda-
tion. Assimilation means that children who play take an idea and ad-
just it to their knowledge and understanding of the world. The emer-
gence of symbolic play is accompanied by the development of abstract
thinking. As Piaget demonstrated, this implies that the readiness of
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the child to engage in more and more complex symbolic behaviors
increases with the advance of its capability of representing the world.

The novelty in Erikson’s way of thinking was viewing play as a way
of life. For this developmental psychologist, known for his descrip-
tions of the psychosocial stages of the life cycle of man, the play is
something different for a child than for an adult. For the child, it is
helpful in grasping, manipulating, and controlling reality; for the
adult, however, it is the opposite of work. Play is an activity compen-
sating the grownup for the toil of work. It gives the player an oppor-
tunity to rest from the effort and the seriousness of work, as Erikson
put it in his book Childhood and Society (1950: 185-186), to step out
from, or to exceed beyond, the limitation imposed by his or her reali-
ty. Erikson believed that only the playful individual can be creative
and inventive. Hence, it is vital to realize two facts. First, the ability to
play must be developed at every stage in the life of an individual, in-
cluding each stage of his or her adulthood, since these stages occur
only thanks to the activation of the children’s tendency to play. And
second, in adulthood, the individual gets the opportunity to act freely
if he or she creates the same opportunity for other individuals.

A comprehensive analysis of playfulness across the life span was
presented by Erikson in his book Toys and Reasons (1977). Based on
his argument, one can conclude that thanks to their propensities to
play and dream, to use imagination, and conduct reasoning, humans
create visions and counter visions that they share with one another.
From among visions discussed by Erikson, one must enumerate cul-
tural values, including political and religious views and beliefs, philo-
sophical, scientific, technological, and economic ideas, dominant in
different times and civilizations. Competing within a given society,
such visions cause, according to Erikson, that social reality gains
a collective meaning; becoming commonsensical and comprehensible
for its members, they spark off and stimulate human creativeness.
Evidently, Erikson’s approach to playfulness is very close to the social
theory of knowledge, assuming the importance of social constructs,
such as human ideas or notions, for the life of a society. Social con-
structs, though accepted by people as true and obvious, do not always
represent reality accurately and, according to Berger and Luckmann
(cited in part 4), sometimes turn out to be false.

In the context of play and its relation to man, the book Amusing
Ourselves to Death (1985 /2005) by Neil Postman (1931—2003), an
American cultural critic and media theorist, has an exceptional mean-
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ing. It contains its author’s critique of the contemporary societies and
cultures, the members of which get involved in simple, undemanding
playful activities that are on a large scale proposed by modern media.
Recognizing the superiority of printing over any TV broadcasts,
Postman reproached television for spreading amusement and enjoy-
ment through transmitting images. He contrasted printing with tele-
vision as completely different media, alluding to the saying “the me-
dium is the message,” coined by Marshall McLuhan (1911-1960),
a Canadian theoretician of media (cf. Postman 1985 /2005: 8). Post-
man believed that modern media, such as radio and television, do not
sufficiently inspire their audience to perform the ways of reasoning
and argumentation through the use of verbal symbols. They aim to
amuse in an effortless way rather than to inform. In his book written
in the 1980s, Postman stressed the poverty of contents communicated
by new media and shortcomings of entertainment in the age of digital
technology, impeding the full development of individuals.

5.2. Shaping the meaning of the human life in the world

Anyway, play constitutes an essential part of the activities of high-
er biological beings, among which humans distinguish themselves
with their abilities to learn, work, and engage in species-specific and
culturally transmitted playful behaviors. Like other forms and styles
of human life, the play always evoked interests among scholars and
common people, in the opinion of the Polish psychologist Jozef Pieter
(1904—1989), due to its diversity and complexity.

Already in the 1970s, Pieter (1972: 310—370) characterized play
and games among the other forms of entertainment as a form of life
generally associated with free time, amusement, and/or enjoyment,
experienced in non-working time. On the basis of the rich literature
on the subject, he viewed play as a non-serious and naturally motivat-
ed occupation, in which humans engage voluntarily and spontaneous-
ly that mostly requires imagination and creativity from its partici-
pants. What Pieter argued was that play, being not a means to an end
but a deliberately initiated activity, capable of postponement at any
time, giving pleasure, and above all, an activity through which human
individuals create the meaning of their world.

Pondering upon the significance of play as a social-cultural fact, in
the context of the personal development of the individual, one must
finally allude to recent studies of ethologists, dealing with spontane-
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ous playing behavior of animals. Their studies show that natural play,
not influenced by cultural environments, serves the development of
creativeness and inventiveness. A good example constitutes here the
work of Patrick Bateson and Paul Martin, Play, Playfulness, Creativi-
ty and Innovation (2013), demonstrating that, living organisms,
stimulated by the drive of survival, are not so much as creative or in-
ventive. To endure, they rather enhance their inventiveness through
play. Bateson and Martin’s comparative ethological observations of
human and animal behavior allow to conclude that, engaging in acts
of playing, living creatures develop their creativity to gain a better
chance to survive and reproduce. They further deduce that there must
be a link between playful activities and creativity and, in consequence,
innovation in humans.

6. Concluding remarks

The terms creator, actor, consumer, participant point out, in this
particular context, to both the causative role of semiotic selves en-
gaged as physical persons in play at different levels of semiosis and
(mutual) dependencies and relations between them as mental sub-
jects initiating and/or (trans)forming respective chains of signs. In
spite of/or owing to their natural endowment, while “playing,” they
develop and/or reveal their inventiveness and creativity and adopt
certain (social) roles and (communicative) strategies. Ceasing to be
outside observers and becoming members of groups, they can make
a profit and/or experience loss as participants of (a)musement.
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Aspectuality of language
in an epistemological outlook

ABSTRACT. The focus of this chapter concentrates on the aspectual nature of lan-
guage, taken into account as the subject matter of the principal object of scien-
tific study and as a relational property of the subject matter of adjacent objects
examined from either disciplinary or interdisciplinary perspectives. Its objective
is to stipulate the interdisciplinary awareness of scientists in the division of their
academic labor in accordance with the modes of existence of language and the
ways how it can be autonomized as a means of individual signification and social
communication from its heteronomous dependencies. This stipulation leads to
a directive statement that practitioners of linguistic disciplines should be aware
when they observe the extrasystemic properties of languages and when they pay
attention solely to the systemic-structural properties of a particular language. By
reference to an autonomy—heteronomy opposition, the author of this paper em-
phasizes that language as a whole occurring both in perceptual and inferential
reality is indivisible. However, the same cannot be said about the scope of the
disciplines which depend on the choice of investigative viewpoints. Introduced in
the title as a name of the investigative perspective, the notion of epistemology,
dealing with a theory of knowledge and knowledge acquirement, pertains to two
kinds of knowledge about the scientific object, firstly, to the knowledge how the
things (and states of affair) exist and, secondly, how they can be approached in
scientific studies.

KEYWORDS: aspect & constituent, autonomy & heteronomy, ecology & system,
isolationism & integrationism, subject matter & investigative object

1. Aspects and constituents of language as abstractables

For exhibiting the aspectual character of language, it is necessary
to demarcate between aspects and constituents of abstractable fea-
tures of perceived reality. A representative usage of the term abstract-
ing may be found in The Language and Logic of Philosophy written
by Hubert Griggs Alexander, who has quoted (1972 /1967/: 107), inter
alia, the definition of Alfred North Whitehead from the book Science
and the Modern World: “Each mode of abstracting is directing atten-
tion to something which is in nature; and thereby is isolating it for the
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purpose of contemplation” (1925: 173). What Alexander has empha-
sized is that “abstracting is not really removing anything at all”, but
rather “focusing” the observers’ “attention on some part or aspect of
what” they “experience while neglecting to pay attention to other
parts or aspects” (1972: 107). With reference to one of the particular
meanings of the Latin term abstrahere ‘to draw away,” abstracting
a certain feature, namely a constituent or an aspect of a prominent or
conspicuous part or characteristic of an object “implies the drawing
away to a conceptual plane quite remote from the concrete level of
experience... It is a process of (1) focusing attention upon some fea-
ture within experience; (2) holding this feature as the object of our
immediate thought, and (3) possibly remembering it later” (Alexan-
der 1972: 108, emphasis is ours: ZW).

In dependence whether something can be removed not only men-
tally but also physically from the cognized reality, there are two kinds
of abstractions, namely constituents and aspects. Accordingly, con-
stituents are those abstractions of features, which can also be physi-
cally removed as coexistent parts, or as separate elements totally iso-
lated from the objects as wholes, and aspects are those abstractions of
features which cannot be removed physically from the cognized reali-
ty, as far as they constitute only its inherent or relational properties.
In consequence, one has to distinguish the following varieties of ab-
stract features: firstly, constituents as abstractions of parts (segments,
fragments, elements), and, secondly, aspects as abstractions of char-
acteristic qualities of observable objects, which are divided into inher-
ent properties (internal or intrinsic attributes), and relational proper-
ties (external or extrinsic attributes), such as, e.g., quantitative; func-
tional, serviceable, co-relational. comparative, equality, relativity,
similarity, difference, symmetrical; exclusion, inclusion, intersection,
tolerance, co-existence, opposition, alternation, collocation, spatial,
temporal, isotopic, allotopic, systematic, classificatory, typological,
hierarchical, super- vs. subordination, conditional, determinative,
implicational, causative, and the like).

2. Aspectual oppositions between inherent
and relational properties of language

The discussion about the aspectual nature of language usually
starts, as in the positions of Eric Lenneberg, Biological Foundations
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of Language (1967: 2), and Dwight Bolinger, Aspects of Language
(1975 /1968/: 1—8 and 14), with the emphasis on speech as a species-
specific property of humans. Although Lenneberg’s and Bolinger’s
assertions come from incommensurable theories, some combinations
of dichotomous categories are still valid both for linguists (cf. Wasik
2003: 62—74 and Wasik 2016: 98—124). Ordered under the label of
semiotic-linguistic facts, they will be applied to the evaluation of lan-
guage and language-like objects from the points of view of (1) physi-
cality and logicality, (2) autonomy and heteronomy, (3) process and
product, (4) form and substance, (5) expression and content, (6) col-
lectivity and individuality, (7) competence and performance) (8) syn-
chrony and diachrony, (8) syntagmaticity and paradigmaticity, as well
as (10) deep structure and surface structure.

2.1. The separation of the physical domain,

based on empirically tested experimental methods,
from the logical domain, based on rationally concluded
associations between two interrelated planes

To answer the question regarding the accessibility versus nonac-
cessibility of language to experimental observations, it is necessary to
follow the terminological distinctions between the so-called physical
domain of hard sciences and the logical domain of soft sciences, i.e.,
between the domain of really existing facts and the domain of cogni-
tively experienced facts, as one may deduce from the work of Victor
Huse Yngve From Grammar to Science. New Foundations for Gen-
eral Linguistics (1996: 209—210). When applying Yngve’s way of rea-
soning, one has to emphasize that language, in its entirety, does not
belong to the physical domain, as one cannot describe its forms of
manifestation in terms of objects that are sensorially perceivable.

There are also linguistic facts that can only be assumed on the
basis of inferences. This inferential knowledge constitutes all mental
activities pertaining to the intersubjective comprehension of mean-
ings, tasks, intentions, or beliefs, which cannot be directly observed
either by communication participants or researchers.

Having in view the opposition between assumable and observable
realities, one has to highlight that the physical domain comprises ob-
jects of observable reality, independently whether here and now, be-
ing remote in time and space, and the logical domain consists only of
such mutually associated objects, which manifest themselves both in
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concrete and mental modes of existence (inclusively and/or exclu-
sively). Accordingly, only those linguistic facts that are observable in
the physical domain can be investigated in a direct manner. An indi-
rect way of revealing some aspects of language is probable in the case
of interpersonal communication when the observation of linguistic
facts depends on the knowledge of external observers who make in-
ferences about intentions, tasks, or purposes of individuals taking
part in interpersonal communication.

2.2. The heteronomous nature of the subject matter of linguistics
and the ways of its autonomization in use and cognition

The usage of the terms autonomy and heteronomy, widely ex-
ploited in linguistics, comes from Immanuel Kant (1724-1804).
Worth quoting is his Groundwork of the Metaphysics of Morals,
where he says: “All my actions as only a member of the world of un-
derstanding would therefore conform perfectly with the principle of
autonomy of the pure will; as only a part of the world of sense they
would have to be taken to conform wholly to the natural law of desires
and inclinations, hence to the heteronomy of nature” (Kant 1997
[1785]: 58).

In a slightly different meaning, the autonomy-heteronomy dis-
tinction has been applied to language as a system of verbal signs or as
an investigative object. Seen in totality, language is said to be heter-
onomous by nature, but it can be made autonomous as a tool of com-
munication through the acceptance of social norms or as an object of
scientific cognition through the choice of investigative perspectives.

When one says that a given language has made autonomous itself
by establishing a unified lexical and grammatical system, one should
bear in mind that it is only a relative autonomy. While acquiring the
state of autonomy, a given language, or rather its standard variety,
according to the statement of Max Hermann Jelinek (1868-1938), the
author of Geschichte der neuhochdeutschen Grammatik von den
Anfdngen bis auf Adelung (1913: 260), becomes independent from its
individual users, as a shared means of communication.

The autonomy of standard vs. heteronomy of dialects has been
exposed by William Downes, in Language and Society, claiming that:
“Standardization is a complex of belief and behavior towards lan-
guage which evolves historically”, where “one linguistic variety, the
standard, is raised above or is made superordinate to the dialects,
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which are subordinate to it. By saying that “the standard is autono-
mous” linguists “are saying that it functions as a unique and inde-
pendent linguistic system”. Furthermore, as Downes adds: “a heter-
onomous linguistic system is one that functions in the linguistic
community as a dependent variety of an autonomous system” (1998
/1984/: 33-35).

Recapitulating, one can say that what the speaking communities
recognize as a normal state in a language is imposed upon its mem-
bers by virtue of social sanctions. It is the pressure of society, ex-
pressed through rejection and acceptance, punishment and reward, or
stigma and charisma, that decides that the individual language user
adjusts himself to common rules without being authorized to intro-
duce any changes in the collective character of the semiotic system as
formed by respective conventions of linguistic communities. The fac-
tor of relativeness explains the occurrence of multilingualism and the
differentiation of language users into minorities and majorities while
indicating that a particular language is subjected, in its genesis and
functioning, to customs and conventions.

2.3. Language as a spiritual workforce
in the wording of the world and its textual realizations
in grammars and dictionaries

An aspectual depiction of the properties of language has been ex-
pressed in the discussions between representatives, who argue about
whether language is a process or a product. Well known in this re-
spect is the claim of Wilhelm von Humboldt (1767-1835) that lan-
guage is energeia and not ergon, further interpreted as a generative
activity of expression and an affective force, which repeats always in
the same way and always in a new way. This claim has been formulat-
ed in the Introduction to his work Uber die Verschiedenheit des
menschlichen Sprachbaus und ihren Einfluss auf die geistige Ent-
wicklung des Menschengeschlechts of 1836, well-known under the
translated title On Language. On the Diversity of Human Language
Construction and its Influence on the Mental Development of the
Human Species, in the statement that language “in itself is no product
(Ergon), but an activity (Energeia)” [“Die Sprache... ist kein Werk
(Ergon), sondern eine Thatigkeit (Energeia)”] (cf. Humboldt 1988:
49 [1836: LVII, § 8]]; cited and quoted by Wasik 2014: 38).
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A characteristic feature, considered under a dynamic aspect, is the
fact that the user of a language, by producing verbal signs from a fi-
nite number of means, has at her/his disposal, performs an infinite
number of uses. Hereafter, Leo Weisgerber (1899—1985) proposed in
Vom Weltbild der deutschen Sprache (1953) to interpret the state-
ment “language is energeia” rather as “language is a spiritual force”
(Germ. die geistige Kraft) that transforms things and affairs in such
a way that they become the property of human thought.

The outputs of language, following the Humboldtian observa-
tion, are to be regarded as ergon, i.e., what becomes a ready-made
product, liberated from the process of speaking. Leo Weisgerber, in
turn, explained ergon, in his article (1955): ,Das Worten der Welt
als sprachliche Aufgabe der Menschheit“ (The wording of the world
as the task of humanity), as a result of “the ‘wording’ of the world
which contributes to a crystallization of a world view in the con-
sciousness of individuals, communities and nations, and conse-
quently in the spoken and written texts of a language (Wasik 2003:
65—66; 2016: 103—104).

Among linguistically inclined psychologists, who have applied the
factual and processual aspects both to the interpretation of language
and text, one of the prominent places occupies Karl Ludwig Biihler
(1879—1963), the founder of Gestalt psychology in Austria. While al-
luding to Wilhelm von Humboldt’s tenet that language is not a ready-
made product but an uninterrupted process, Biihler has proved it in
his seminal work Sprachtheorie: Die Darstellungstheorie der Spra-
che (1990 [1934]: 48-68]) specification the view that language is both
a social activity and a social fact.

In addition, against the usage reducing the linguistic object to the
oppositions between system and text, the concurrence between dy-
namic and static aspects of language and its realization in texts,
Biihler has presented on the basis of the so-called four phases of
speech formulated such as Sprechhandlung ‘speaking as an action’
and Sprachwerk ‘language as work’ against the background of
Sprechakt ‘speaking as an (accomplished) act’ and Sprachgebilde
‘language as a (created) structure.” In this confrontation of “speaking”
vs. “language,” Handlung ‘actvity’ and Akt ‘act,” as textual aspects of
speech, have been opposed to Work ‘work’ and Gebilde ‘structure,’
constituting ipso facto the systemic aspects of speech (cf. Wasik
2003: 70; Wasik 2016: 98).
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2.4. Understanding the notions of form and substance
in metaphorical interpretations of the nature of language

When tackling systemic and textual aspects, it is unavoidable to
consider the essence of language from its formal or a substantial point
of view. In allusion to the lectures Cours de linguistique générale ed-
ited by the pupils of Ferdinand de Saussure (1916), the famous dictum
that language is a form and not a substance should be interpreted that
language itself is not a set of expressions, which can be physically
measured, but rather a set of values of elements that mutually imply
each other.

In view of the fact that the elements of language are interchange-
able because they can be expressed in different substances, the form
of language alone is understood as a system of pure values (Saussure
1922 /1916/: 156—157). The form constitutes the system of relations
between pure values in an abstractly conceived reality. One can say,
therefore, in accordance with Saussurean tradition, that the form, as
a systemic network of relations, superimposes itself upon the sub-
stance, as the textual realization in speech or writing. Hence, form in
opposition to substance is language-specific, and substance is
a property characteristic of parole. Metaphorically, the relation be-
tween form and substance as viewed by Saussure can be illustrated
by the analogy of the parallel between language and the game of
chess.

In chess, for example, the material shape of each piece, what they
have been made of (of wood or of ivory, etc.), is not relevant in itself
when those pieces are exchangeable in the case when they are lost,
even by the pieces of chalk or stone. However, mutual relations be-
tween them and the roles ascribed to each of the exchangeable chess
pieces exist separately in the moments they are placed on a chess-
board (cf. Saussure 1959 [1916]: 110, and 111—122, or 1983 [1972
/1916/]: 108, and 110—120; discussed in details by Wasik 2003: 70).

2.5. The plane of expression
and the plane of content in language
and linguistic communication

Another somewhat related opposition between form and sub-
stance, although programmatically alluding to Ferdinand de Saus-
sure, was developed by Louis Trolle Hjelmslev (1889—1965) in rela-
tion to the communicational realization of language, that is, in the
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plane of expression and the plane of content. What Saussure called
signifié and signifiant (1922: 99), that is, a psychical link between two
sides of one sign: the mental image of the denoted thing and the
acoustic image of the denoting name, Hjelmslev treated, in his Prole-
gomena to the Study of Language as two separate functives (1953
[1943]: 13, 52—58), which are united by a sign function, the content
form, on the one side and, the expression form on the other side. In
such a view, the sign function is depicted as a two-sided entity of two
“functives,” which act, in speech and thought, towards the substance
of expression and toward the substance of content.

What constitutes an amorphous continuum in both planes of ex-
pression and content, united by a sign-function, can become shaped
by the form in each of the particular languages. Following Hjelmslev’s
reasoning, the “matter” can become a “substance” only then, when it
appears in the role of a functive connected by a sign-function with the
“form.” The substance is, in Hjelmslevian terms, this part of the mat-
ter of content, or expression, which becomes a concrete product, or-
ganized by from for communicating purposes. To bring closer, in an
illustrative way, the difference between matter, substance, and form
in a language, Hjelmslev used the metaphor of a piece of mud (or
sand), a mold form, and a mud pie formed by this mold. By the sub-
stance of mud (or sand), he understood mud, or sand, which is found
within the form of mold. In the form, Hjelmslev saw a shape given to
that pie by a mold. The initial difference between mud, or sand, as
matter, and mud, or sand, as substance, depended mainly on the act
of whether a given set has an ordered character or whether it was giv-
en any kind of form. In Hjelmslev’s explanation, matter in the plane
of expression should constitute all kinds of sounds emitted by people
in different languages. The speech sounds that form the constituents
of the signs of a given language, in which human communities com-
municate, are to be determined as substances of the expression plane.
However, the phonemes, by means of which those signs are distin-
guished from other sign in the system of language, should be consid-
ered as a shaping form of expression plane. As regards the plane of
content, Hjelmslev exploited some examples from the segmenting and
naming systems which characterize the color spectrum in different
languages of the world.

Nevertheless, the scope of names, forming determined semantic
fields, by which particular languages of the world differ from one an-
other, should be treated as facts belonging to the form of the plane of
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content. Pursuing Hjelmslev’s explanations, one should add that lan-
guages contrast in the plane of content also with respect to the seg-
mentation of matter not only by means of particular signs fulfilling
alexical function but also by means of categorial signs fulfilling
a grammatical function. One can, therefore, agree that the languages
of the world differ from one another typologically as to their formal
aspects, although matter can be always the same (Wasik 2003: 70-71;
for more details see Wasik 2016: 110—121).

2.6. Language as a collective property of society
and an individual property of its members

Linguistic constituents and aspects of speech permeate, as a rule,
two kinds of conditionings of human communication that govern the
individual and social modes of existence of its participants, manifest-
ed, namely, in personal-subjective and interpersonal-intersubjective
exchanges of related messages between them. What manifests itself in
human acts of speaking and understanding constitutes the properties
of communicating individuals; as social facts appear, however, those
collectively accepted tools of inter-individual communication which
crystallize themselves in individual acts of speech as a set of shared
means of verbal signification. Thus, language, in its social form of
existence, appears to an external observer as an ordered set of textual
realizations that are acquired and realized for communicative purpos-
es of individuals and requirements of speech communities, in accord-
ance with their commonly accepted rules of usage and patterns of
acceptability.

In abstracting the properties of language from individual products
and acts of speaking, called parole in Saussurean terms, practitioners
of linguistic studies not only detach the social facts from the individu-
al ones but also distinguish the properties of linguistics texts as func-
tionally relevant or irrelevant. In other words, they separate the prop-
erties of the linguistic facts, which are essential, from the properties,
which are less or more accidental in their substantial realization. One
can, therefore, say that language is not a function of an individual
speaker; but rather a ready-made product, which the society has cre-
ated through, and for the purposes of, communication (cf. Wasik
2003: 67).
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2.7. Competence as a dispositional ability,
and performance as a purposeful fulfilment
of the communicative tasks of speakers and hearers

Language, as a social property of speech, is relatively independent
from the will of its individual users, speakers and hearers. One can
thus say that someone possesses a language when she/he understands
only the texts of language while conceiving them as verbal, spoken, or
written signs. The social proprietorship of a given language is gov-
erned by the rules of the individual appropriation of verbal means for
the purposes of signification and communication, under the norma-
tive pressures of speaking communities or influential authorities. As
specified by Saussure (1959: 11, or 1983: 11), the so-called “linguistic
faculty proper” refers to two types of abilities: to acquire the language
of a determined community during the formative years of an individ-
ual or to create one’s own means of inter-individual communication.
This kind of individual or social proprietorship related to knowledge
of a certain language is usually understood as “linguistic competence”
(Wasik 2003: 79—-70).

The term competence has been introduced to the theory of lan-
guage-in-use by Noam Avram Chomsky in his Aspects of the Theory
of Syntax (1965: 3—15). Initially referred to the grammatical and later
to the semantic capability of speakers, it has slowly started to connote
the totality of linguistic knowledge, aptitude, and habit of an ideal
language-user, who functions in a homogeneous linguistic community
not polluted by any external influences. At the same time, sociologi-
cally inclined linguists, as Muriel Saville-Troike, among the other
scholars, postulated under the label The Ethnography of Communi-
cation (1982), to introduce a pragmatic component into a more gen-
eral notion of “communicative competence” emphasizing that consid-
erations of language use are often indispensable for the comprehen-
sion of much of linguistic form.

Instead of assessing what can be said in a given language, practi-
tioners of language sciences had rather to account for “what can be
said when, where, by whom, to whom, in what manner, and under
what particular circumstances” (Saville-Troike 1982: 8). Consequent-
ly, such a competence comprises not only knowing the linguistic code
but also dealing with social and cultural experience speakers and
hearers are presumed to have. This knowledge enables them to use
and interpret all linguist forms in various communicative dimensions
and social settings of language use (cf. Saville-Troike 1982: 22—23).
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When referring the notion of competence to dispositional proper-
ties of communicating individuals, which allows them to effectively
interact with other individuals in performing their role-oriented tasks
under the pressure of collective sanctions, one has to take into ac-
count that some issues might be related to the modeling of personality
traits, which foster the development of interdiscursive competence of
communicating selves in cultural and educational domains of com-
munication, governed by the rules of generationally transmitted tradi-
tions and socially construed norms (cf. Wasik 2016: 17, and 106—107).

This normative model of intercultural communicative compe-
tence, in the area of globalization for the tasks of world citizenship,
has been suggested by Michael Byram (1997: 32—47), the promoter of
the belief that to draw appropriate conclusions from learning alien
cultures, foreign language learners must first realize and understand
their own culture (see Wasik 2016: 106—107). Hence, foreign lan-
guage teachers, while preparing didactic materials for transmitting
culture-related knowledge and improving linguistic skills of their pu-
pils, are expected to instill in their minds five kinds of knowledge,
experiential, existential, comprehensive, apprehensive, and opera-
tional, marked, for example, by neutrality, curiosity, openness, inter-
est, willingness, etc.

2.8. Functional stability of language in synchrony
and its developmental variability in diachrony

In addition to an aspectual depiction of language as a form, which
is realized substantially in individual acts and products of communi-
cational processes, and to its aspectual definition as a system of pure
relations, which are determined by nothing more than their arrange-
ments in textual realizations, it seems to be worth stating that a given
language exists not only at a given moment of time, but that it might
have also taken place in the past, and may take place in the future as
well. This statement means, in turn, that language should be consid-
ered on “the axis of simultaneity” or on “the axis of succession,” ac-
cording to the proposal of Saussure (1959: 80, or 1983: 80). If lan-
guage exists as a functional system with mutually interdependent text
elements, than it may be internalized as an organized system through
the consciousness of its individual users in the consciousness of a giv-
en communicative community.
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By virtue of conscious knowledge, language may be also external-
ized in the individual acts of speaking and understanding only in
a synchronic mode of existence. Its individual user is not interested in
the history of the constituents of her/his utterances when she/he uti-
lizes them as a tool for communicating her/his purposes or intentions
to evoke the behavior and reactions of receivers or to express her/his
feelings and emotional states. If considered from a diachronic point of
view, the changeability of language constituents and/or aspects is
traced primarily by historians and, to a lesser extent, is known or
made familiar to those who use it for communicating purposes (Saus-
sure 1959: 79—100, or 1983: 79—98) since the evolution of language as
a whole is a gradual process, which is hardly ever observable by its
users.

In fact, each of the dimensions of language, each structure, each of
its constitutive elements, or aspects, can have its own separate histo-
ry. Therefore, inquiries into their nature can never ultimately be com-
pleted. If there are such studies, they are rather partial and not sys-
temic when one takes into account the fact that the particular, simul-
taneously functioning, elements of the system of a given language,
which exist also in the consciousness of different users, can be situat-
ed on different levels of the development. In explaining the difference
between the synchronic and diachronic descriptions of language,
Saussure took advantage of the analogy of the chess game.

With reference to the metaphor of chess, one can say that the
chess player, at a given moment of time, when she/he sees the situa-
tion of the various chess pieces on the chessboard, is not interested in
what was earlier in the game. Yet, she/he might simultaneously con-
sider functional dependencies between chessboard elements to pre-
view consequences of her/his own move, which causes changes in
a given situation.

Synchronic linguistics, formed on Saussure’s principles, studies
only a static aspect of language while describing its relatively stable
functioning in a taxonomical way, i.e., it estimates the hitherto exist-
ing relations between text elements of the given language as a system
considered in terms of functional interrelationships. What is more,
when used in the context of comparative linguistics, synchronous lin-
guistics may typologically characterize the systems of contrasted lan-
guages according to their structural properties.

Diachronic linguistics, in turn, puts emphasis on documenting the
succession of historical and evolutional changes occurring within sys-
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tems of particular languages. It describes these changes in explanato-
ry statements based on philological-comparative methods. Having
documented some convergent or divergent variations within a given
system, practitioners of diachronic linguistics usually assess the caus-
es and effects of transformations, occurring in all systems of lan-
guages, their subordinated and constitutive levels, into new qualita-
tively related systems, or into new forms of cognate languages, consti-
tuting the continuation of previous languages and their preceding
states (Wasik 2003: 73-74).

2.9. Syntagmatic co-occurrence of text elements
in communication and their paradigmatic substitutability
in the system of language

There are two kinds of relationships in text and system of lan-
guage, which are studied by synchronic linguistics, namely, the rela-
tions of co-occurrence or mutual commutation of text elements within
entities, units, and constructions of higher order, called syntagmatic
and paradigmatic relationships. They refer, for instance, to the func-
tion or substitutability of phonemes within morphemes, morphemes
within stems, stems within words, words within word groups, word
groups within sentences, sentences within utterances, utterances
within discourses, and discourses within verbal means of human
communication.

Elements belonging to the same textual row, based on collocation
or mutual subordination, enter, in functional respect, into the syn-
tagmatic relationships because they are mutually collocated as ele-
ments of the same syntagm. However, textual elements, which can
occur in the same or in a similar context, i.e., which belong to the
class of elements that mutually replace each other in the same textual
environment, enter into the so-called paradigmatic relationships, as
far as they take place within the system of language between members
of a paradigm, among which only one can become a part of a given
sequence of concatenated elements, and not all at the same time. La-
bels for these kinds of relations between text elements of language
entered into linguistics thanks to Saussure who exposed, while de-
termining the essence of syntagmatic relationships (franc. rapports
syntagmatiques), the linear character of linguistic signs, succeeding
each other in individual acts of speaking. However, Saussure specified
paradigmatic relationships in a mentalist way, i.e., on the psychologi-
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cal basis, calling them the relations of association (franc. rapports
associatifs). By calling these links associative, he meant not only the
intersubstitutability of signs in the same environment. He considered
rather the fact that elements of a given language system can be asso-
ciated in the consciousness of users on the basis of certain common
features, e.g., also in accordance with the fact that they are similarly
constructed, or that they have a similar meaning (cf. Saussure 1959:
122—27 or 1983: 122—-25).

Louis Hjelmslev (1963: passim), in turn, replaced the Saussurean
term associative relationships with the term paradigmatic relation-
ships while stressing their empiricalness. In other words, Hjelmslev’s
exposition of syntagmatic relationships is based on the functional
coexistence of text elements and the paradigmatic relationships on
their contextual intersubstitutability. An important proposal of
Hjelmslev for a linguistic theory is the differentiation between the
both-and functions (relations) and the either-or functions (correla-
tions). What lies behind this terminology is the understanding of the
text as a process and the language as a system. Accordingly, a both-
and (a coexistence) relationship is present between the functives in
the process (i.e., in the text) and an either-or (an alternation) — be-
tween the functives in the system (i.e., in the language). Thus, in
Hjelmslev’s scheme, the synthesis of a linguistic system is to be seen
in terms of a “correlational either-or hierarchy” and, in turn, the anal-
ysis and synthesis of a text based on the interdependencies, codetermi-
nations, constellations, correlations of its elements, and the like should
be made in terms of “both-and” as well as “either-or” relationships.

2.10. Deep structure as a grammatical and lexical scaffold
of language and surface structure as a collocational array
of texts for the purpose of communication

Along with the separations of the relations in absentia from rela-
tions in praesentia in the domain of text elements, linguists have also
applied the notions of deep structure and the surface (the structure of
the depth or surface) to the analysis of utterances. Following A Course
in Modern Linguistics by Charles Francis Hockett (1959 /1958/: 246—
252), these syntactic terms have been referred to the “deep grammar
and surface grammar” meaning, the values of semantic and stylistic
bonds, which connect the basic constituents of sentence independent-
ly of their order. In a similar understanding, the employment of the
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terms deep vs. surface grammar connotes structural concatenations
between the forms of the elements of utterances following each other
in a determined linear order.

However, a considerably different usage characterizes the terms:
the deep structure and the surface structure, which have been devel-
oped in the generative-transformational grammar by Chomsky (1965:
16-18 and 128—-47). Principally, they have been related to the explana-
tions of constructional ambiguity (syntactic or semantic homonyms,
homophones, and homographs) appearing on the surface of utteranc-
es. In consequence, explorations in the deep structure of the sentenc-
es are practically equated with a search for ultimate constituents as
opposed to immediate ones, lexical and syntactic groups, and simple
basic sentences, as well as for the kinds of transformations to which
they may be subjected. For the adherents of this procedure, not nec-
essarily de-rived from the position of a psychologist, the notion of the
surface structure of linguistic utterances appeared to be useful for
phonological interpretations, where syntax and semantics are relegat-
ed to the domain of deep structure analysis.

Summarizing the selected aspects of speech, one has to emphasize
their crucial role in cognitive moves towards the subject matter of
linguistics. Independently, special attention should be paid to the
more general, indeed deeper questions, which are to be posed with
reference to their place in the system of all epistemological perspec-
tives.

3. Theoretical-ontological
vs. methodological-gnoseological-aspects of linguistics

3.1. Theory and method as substantial
and formal aspects of scientific disciplines

With reference to Rudolf Botha (1971: 14), one can distinguish in
linguistics similarly as in its neighboring disciplines as the sciences of
language, their two aspects, namely the subject-matter-oriented, i.e.,
theoretical-ontological, as well as the tool- and strategy-oriented, i.e.,
methodological-gnoseological. The theoretical aspect of linguistics,
constituting its subject-matter-oriented domain, makes up the set of
all actual and potential propositions and concepts situated in the
knowledge of language established by practitioners of this discipline,
whereas the methodological aspect of linguistics, i.e., its methodologi-
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cal domain, constitute the set of all types of scientific hypotheses, em-
pirical generalizations pertaining to linguistic laws, types of theories
and models of language, its entities, units, and constructions, sets of
categories, terms and definitions.

Moreover, the methodological domain includes also all kinds of
utterances formulated in a given language and expressed in other se-
miotic devices or surrogates, as, e.g., diagrams, figures, schemes,
charts, maps, graphs, tables, and the like, in the frames of which the
totality of above-mentioned knowledge about language as an object of
investigation and description is ordered in a coherent, exhaustive,
simple, consistent, and legitimate way, as well as the set of all kinds of
techniques, forms of reasoning, taxonomic and explanatory proce-
dures, and the like, thanks to which this knowledge is established, and
in the categories of which further research in linguistics is conducted.

3.2. Determining the formal object of linguistic domain

Linguists may determine their object of cognition by specifying
their subject matter and its various aspects, by stipulating its domain
of occurrence, or by enumerating their tasks and methods on the in-
vestigative level, etc. In order to answer the question of what the for-
mal object of linguistic studies is, one has to know the boundaries
between systemic facts and non-systemic facts of language.

There are also other disciplines, which are interested in the con-
crete manifestation forms of particular languages in their social envi-
ronments but from non-linguistic viewpoints, as noticed by Fran-
ciszek Grucza 1983: 282), in Zagadnienia metalingwistyki. Lingwi-
styka — jej przedmiot, lingwistyka stosowana (Questions of metalin-
guistics. Linguistics — its subject matter, applied linguistics). Since
the separation of facts described as linguistic objects from the facts
that belong to the domain of other sciences depends on the criteria
used in the delimitation of “extra”-linguistic facts from “intra”-
linguistic facts, one has to decide, which of the properties of language
become autonomous as tools of interpersonal communication, and
which possess a heteronomous character, being dependent on bio-
logical and psychological endowments of individual users. It means
that one should determine the boundaries between the subject matter
of the so-called “external” linguistics and the subject matter of “inter-
nal” linguistics, following Saussure’s suggestion (discussed by Wasik
2003: 36—38).
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In an attempt to define the subject matter of “internal” linguistics,
one has to detach those properties which form the system of language
from the properties which are to be subsumed under the non-
systemic properties of language. The latter, encompassing the subject
matter of “external” linguistics, are studied within the domain of the
non-linguistic sciences of language.

From the viewpoint of external conditions, in which the languages
of the world function as separate, major, and small or minor, systems
of signification and communication, the specification of non-systemic
properties of languages seems to be useful for typological purposes.
To be mentioned here are, correspondingly, such variables as, for ex-
ample, the history of a language, its users, territory, domains of use,
relationships to other languages in contact situations, legal status,
and the degrees of its standardization or codification, etc.

3.3. The subject matter of linguistics
and the nonlinguistic sciences of language

Owing to the multi-aspectuality of language, one should delimit
those properties that constitute the subject matter of linguistics from
those which serve as criteria for defining the scope of the subject mat-
ter belonging to the other non-linguistic sciences of language or to
their neighboring disciplines. To separate the domains of linguistics
and the neighboring domains of the sciences of language, it is enough
to respect the difference between language as “an object” of study and
language as “a relational property” of objects studied by other disci-
plines.

As far as the object of anthropology is concerned, a scientist may
be curious to know what are the definitional attributes of the category
of the human being. For a psychologist, the performance of language
abilities can be treated as a clue as to how the mind (psyche), being
the principal object of her/his study, operates. Furthermore, in the
sociology of language, the social group (society) is a formal object of
study, and the language spoken by this group serves as a criterion
determining its scope. Thus, one can say that language can be studied
in the ecosystem of man, that is, in the communicational settings of
individuals and collectivities.

Linguistics proper studies language as its principal object some-
times in relation to its environmental settings and sometimes in ab-
straction from the environment in which it functions. In the first case,
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heteronomies of language — studied by neighboring disciplines, such
as, for instance, anthropology, psychology, and sociology — are as-
signed as the properties of the formal object of linguistic studies be-
longing to anthropolinguistics, psycholinguistics, and sociolinguistics.
In these hyphenated disciplines, language constitutes the main object
of study, and man, mind, or society are used as criteria that embrace
the scope of objects studied in the domains of so-called heteronomous
linguistics. In the second case, the so-called autonomous linguistics
claims to study linguistic facts solely on the intrasystemic ground.
Linguists try to make generalizations about the systemic properties of
language as a whole or describe and compare systems of particular
languages of the world while abstracting them from their individual
speakers and social groups, respectively from ethnic, national, or in-
ternational communities.

Regarding the subject matter of autonomous linguistics, one has
to take into account that the language as a definitional model is not to
be equated with the properties characterizing all languages of the
world or a selected language in particular. Correspondingly, systemic
properties of languages determined by their environments are studied
in typological linguistics, in a search for primariness and secondari-
ness, universalness and exclusiveness, isomorphisms and allomor-
phisms, and, in historical linguistics, in a search for origin and evolu-
tion, separation and unification, continuity, or disappearance of struc-
tures which realize respective communicative functions.

Apart from “pure” studies based on taxonomical or explanatory
statements, which evaluate the state of language as it is while explain-
ing why so and so is as it is, there are also “applied” studies based on
directive statements, which determine what should be done to arrive
at certain states of language to be avoided or achieved. These studies
are conducted in practical disciplines of linguistics, such as, for exam-
ple, foreign language teaching, lexicography, speech aphasia, speech
pathology, speech therapy, rhetoric and language standardization,
and the like (cf. Grucza 1983: 274—340, and 341—475; see also 390
and 436—438).

In fact, it is not only the practitioners of linguistics who are able to
autonomize their object from a purely linguistic viewpoint; psycholo-
gists, sociologists, logicians, or philosophers, for example, may con-
strue their own model of language even though they do so from a per-
spective of its external conditions. Methodologically important for the
linguists in question is when their model is formulated according to
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a linguistic theory of a language system delimited from its environ-
mental conditionings, and when the gnoseological subject matter of
particular autonomous linguistics means also a relative autonomy of
a given natural language from its individual users in an ontological
sense.

3.4. Conceptual levels in the understanding of language

For the reason that theories depend on certain authorized view-

points, one has to acknowledge the statement that language assumed
as a theoretical construct does not exist really.
As such, it cannot be abstracted from any concrete language hitherto
existing. Distinguishing an uncountable “language as a theoretical
construct” from a countable “language as a real object,” scientists
have to know that “language as a definitional model” is not to be
equated with the properties common to all languages of the world or
with the properties characteristic of one language in particular.

Therefore, at least three conceptual levels of language have to be
distinguished, (1) in general and in particular, (2) ex definitione, in
abstracto and in concreto, and (3) as a theoretical construct, as an
inductive generalization, as an autonomous sociolect, or as a heteron-
omous idiolect. One may notice that language in general can be un-
derstood either as language ex definitione, i.e., a theoretical construct
on a hypothetical-deductive basis, or as language in abstracto, i.e.,
a generalization of inductively observed language properties in time
and space. Furthermore, language in particular, seen as synonymous
with language in concreto, can be specified either as a shared means
of verbal signification and communication, which is collectively made
autonomous by virtue of social sanctions, or as a linguistic idiosystem
without interindividual norm principles (cf. Wasik 2016: 94—95).

4. Aspects language as a set
of epistemological perspectives

4.1. Tt is the viewpoint that creates the subject matter of linguistics

The question of how language as an investigative object exists and
how it can be approached in cognition can be answered within the
framework of a metascientific discipline, dealing with the knowledge
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and knowing acquiring activities, namely epistemology, which is di-
vided into ontology and gnoseology. As such, epistemology defines
knowledge as a set of investigative attitudes and/or investigative
standpoints pertaining to the ways of how the investigated reality ex-
ists and what the possibilities of its cognition are (for details and rele-
vant references see Wasik 2016: 56—58).

Irrespective of the divisions between autonomous linguistics and
heteronomous linguistics, one must state that language in its entirety
can be approached from various perspectives. Remembering the fa-
mous tenet « c’est le point de vue qui crée l'objet » expressed by
Saussure in Cours de linguistique générale (1922: 23), one has to
bear in mind that the subject matter of linguistics is created by inves-
tigative perspectives both of the disciplinary and interdisciplinary
provenance. It is worthwhile mentioning also the perspectives derived
from philosophical positions, and furthermore, doctrines and frames
of reference that are developed on metascientific premises (cf. Wasik
2003: 45).

It might be, therefore, appropriate to underline that the specifica-
tion of the subject matter is construed by scientists to characterize the
nature of their domain of study or deduced from the observable fea-
tures of their objects of study. However, these constructions or deduc-
tions depend upon the choice of a given investigative perspective or
a set of concatenated investigative perspectives.

4.2. Ontological and gnoseological views
on the properties of language

The properties of the objects belonging to the domain of linguis-
tics, which are studied from linguistic and non-linguistic viewpoints,
may also be revealed by different ontological and gnoseological posi-
tions that provide a metascientific basis for partial methodologies of
individual types of sciences. Among the interdisciplinary perspectives
borrowed from the neighboring disciplines of linguistics, to be men-
tioned are, among others, those which have played an important role
in the creation of linguistic models, such as biologism, historicism,
psychologism, sociologism, and anthropologism. Parallel to them os-
cillate such peripheral investigative perspectives, as, for example,
comparativism, taxonomism, descriptivism, distributionism, formal-
ism, functionalism, cognitivism, and others. Furthermore, one should
also mention idealizationism, abstractionism, binarism, or semiotism,



Aspectuality of language in an epistemological outlook 47

which are nonetheless relevant regarding the epistemological position
of linguistics.

Groups of investigative perspectives may promote the acceptance
of preferred patterns of “scientificity,” characteristic for particular
epochs, and imitated as the modeling ones. Worth comparing are,
for example, evolutionism against the background of history, arche-
ology, botany, zoology, geology; structuralism — physics, chemistry,
anatomy, logic, statistics, geography; functionalism — psychology,
biology, anthropology, sociology; generativism — algebra, combina-
torics, informatics, computer sciences, formal logic, cognitive psy-
chology, and the like.

In search of binary oppositions, one should state that some epis-
temological positions, occupied by linguists or representatives of lin-
guistics-related disciplines, have usually oscillated between two poles.
Hereto belong such perspectives, as rationalism and empiricism, mon-
ism and dualism, mentalism and mechanism (the view that all biolog-
ical processes may be described in physicochemical terms), finalism
and causalism, governed by the views on the nature of the investigat-
ed object. Besides, to be mentioned are also realism and idealism,
formalism and substantialism, solipsism, and collectivism related to
manifestation forms. Similarly, methodological choices have to be
determined by the oppositions between inductivism and deductivism,
synchronism and diachronism, introspectivism and extrospectivism,
subjectivism and objectivism, absolutism and relativism, particular-
ism and holism, isolationism and integrationism, etc.

Numerous orientations in the history of linguistic thought have
provided examples of how linguists discover or perceive the im-
portance of only one aspect of language. They usually deem this or
that aspect as either exclusively scientific or decisive for the whole
domain of studies while rejecting the viewpoints of their opponents
and holding defensively their positions as soon as new prospective
opponents appear on the stage, proclaiming that their ideas are no
longer valid.

Therefore, crossing the boundaries between isolationist and inte-
grationist approaches, it might be important to specify which of the
manifestation forms and modes of the existence of language could be
made autonomous as the subject matter of linguistics, and which of
the forms of its manifestation should be treated as belonging to heter-
onomous settings of objects studied by its neighboring disciplines (cf.
Wasik 2016: 79).
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Ontological and gnoseological commitments of theoreticians of
linguistics to the views on the nature of language and its approacha-
bility have alternated between extreme perspectives, based on as-
sumed attitudes or experiential standpoints, such as, inter alia, in-
ductivism or deductivism, individualism or collectivism, positivism or
idealism, monolingualism or multilingualism, synchronism or dia-
chronism, evolutionism or diffusionism, factualism or processualism,
formalism or substantialism, taxonomism or explanationism, idiog-
raphism or nomologism, normativism or descriptivism, instrumental-
ism or generativism, isolationism or integrationism, etc. At times,
they had been influenced by theories prevailing in the philosophy of
language or being fashionable in the philosophy of science. As a rule,
they had treated language as an autonomous object of study princi-
pally in abstraction from its external conditionings.

In isolationist approaches, natural languages have been reduced
to “stages” and stages are identified with “systems.” Integrationists, in
turn, have highlighted problems relatable to actual speakers, as they
cooperate within the frame of discourse practices with other members
of social groupings, such as interindividual, public, and mass aggrega-
tions of local or global, national or international communities con-
nected by blood kinship or ethnic descent, common profession or
confession, and shared means of signification or cognition.

Against the background of isolationist or integrationist positions
in the division of disciplinary work, one should speak in favor of the
assumption that the natural language is heteronomous by nature, but
it may be autonomized as a separate object of study. As such, any lan-
guage can be studied by itself or in relation to its functional environ-
ments.

The question of how to detach the boundaries of linguistic and
non-linguistic disciplines is connected with the answer of how to
analyze the correspondence between the commitments of practition-
ers of science to the ontological views on their object of study and its
investigative approachability. Hence, from a holistic point of view, it
will be necessary to depict the functional nature of language, taking
into account all properties of communicating individuals with their
biological and cultural endowments as representatives of living spe-
cies, with their sensorial and intellectual faculties as persons, and
with their linguistic and axiological capabilities as members of social
collectivities.
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5. The modes of existence of language seen
from the aspectual viewpoint

To detach the domains of disciplinary and interdisciplinary stud-
ies, while dealing with the functions of language in relation to its
speakers, it is essential to enumerate all modes of its existence, in
which the language is realized as a set of collectively accepted mean-
ing bearers realized in observable extraorganismic and inferable in-
traorganismic properties (cf. Wasik 2016: 79—80). The aspectuality of
language may be rendered in the description of its concrete and men-
tal, static and dynamic, substantial, and relational manifestations, as
species-specific extraorganismic and intraorganismic properties of
individuals and society, which are generationally transmitted and
genetically inherited.

Thus, the object of linguistic study may be specified in terms of at
least one of ten separate modes of existence: (1) externalized products
of speech as patterns of concrete vocal sound waves, (2) internalized
products of thought as in mental equivalents of vocal sound waves, (3)
externalized processes of articulation and audition as concrete activity
patterns of sending and receiving vocal sound waves, (4) internalized
activities of creation and interpretation as mental faculties of conceptu-
alizing and interpreting vocal sound waves, (5) relationships between
vocal sound waves and their reference in use as a set their significative
and communicational values, (6) mental associations between vocal
sound waves and their reference in use as a set their memorized signifi-
cative and communicational values, (7) externalized links between in-
terpersonal collectivities of communicating individuals as concretely
observable, dynamic interactions between people, (8) internalized links
between intersubjective collectivities of communicating individuals, as
logically assumable, relationships between the minds of individual
communication participants who interpret vocal sound wave in a simi-
lar way while referring them to the commonly known referential reali-
ty, (9) physiological and intellectual endowments of homo animal lo-
quens, as the inborn faculty localized in genetically specialized neu-
ronal centers of human brains to communicate by using vocal systems
of verbal means with a threefold duality of pattern structure and se-
quential segmentation, and (10) generational transmission in the evo-
lution of humankind as the genotype-phenotype interplay between
physical and logical memes of vocal sound waves and their reference in
the genetic memory of speaking organisms.
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Conclusions

To summarize the whole discussion about the heteronomous
modes of existence of language and its autonomization in use and
cognition, one has to observe the fact that, for crossing the boundaries
between isolationist and integrationist approaches to the aspectual
character of language, it is important to specify which of the manifes-
tations of language can be detached as the subject matter of linguistic
studies against the background of the investigative domains of
nonlinguistic sciences of language among human sciences. However,
it seems to be relevant stressing that not only the linguists are able to
autonomize the object of their study. In the investigative practice, any
heteronomy of language can be made autonomous from the viewpoint
of any discipline or any interdisciplinary perspective.

Since individuals who speak and communicate are a basic heter-
onomy of language, it is thus the linguistic texts that constitute their
dispositional properties, when referred each time to extratextual real-
ity during the process of understanding and interpretation. These
properties can be inductively abstracted from all individual realiza-
tions of texts repeated by communication participants in the same
way in all typical communicational settings.

Hence, what the linguists make autonomous are only the stages
in the variability and changeability of languages. At the same time,
they are able to detect invariance in the textual structures of a lan-
guage. Nevertheless, by drawing conclusions from abstract features
of all languages of the world, it is impossible to create a new system
of verbal signs, which could be utilized as an overall means of com-
munication.

In the same way, as it is impossible to abstract from all texts of
hitherto existing languages of the world the properties of a general
human language that might stand for current and for future lan-
guages as well, one cannot believe in the creation of a particular lan-
guage on ethnic or national levels from the totality of its idiolects. It is
particularly unrealizable when the language as a system of shared
means of communication, which provides the rules for socially ac-
cepted norms, does not possess autonomy from its user as a knowing
subject.
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Deconstructing a personality model
of a foreign language learner
promoted by the Common European
Framework of Reference

ABSTRACT. From the point of view of social constructionism, human personality
constitutes an example of a social construct, which means that it is derived and
maintained by various social interactions, along with the ones conducted in
a foreign language. As might be observed when analyzing official European-
Union documents and publications, personality traits are visibly underlined in
numerous discourse instances regulating the processes of formal foreign lan-
guage education in Europe, including the Common European Framework of
Reference (CEFR) (Council of Europe 2001). As the promotion of the favorable
development of the learner’s personality is seen as the central objective of lan-
guage education in the CEFR, the question arises which personality traits are
presented there as desirable. Seeking to answer this query, the author analyzed
the text of the document with the aim of finding references to human personali-
ty. The gathered linguistic data was then interpreted and consequently, the Eu-
ropean Language Learner Personality Profile (ELLPP) was proposed. The model
constitutes a collection of trait-descriptive adjectives grouped into six main cate-
gories, i.e., intercultural, adaptive, partnership, learning, self-image, and morali-
ty. During the second step of the analysis, the traits of the ELLPP were contrast-
ed with the results of the research on the usefulness of individual personality
traits for the process of foreign language learning and use. As this juxtaposition
demonstrated a strong correspondence between the research findings and the
traits of the model, it has been concluded that they refer to the assemblage of
personality dispositions, especially valuable for contemporary learners acquiring
and using foreign languages communicatively and consequently should be pro-
moted among them. Ultimately, the author has also recognized it as relevant to
signalize some of the changes introduced in the CEFR Companion Volume
(2017) and important from the point of view of the conducted study. The final
part of the chapter concentrates mainly on the notion of mediation.

KeyworDps: CEFR, discourse analysis, individual differences, personality, person-
ality traits
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1. On the desired characteristics of a foreign language
learner encountered in the official pedagogic discourse

To begin with, this chapter alludes to the general understanding of
discourse as a tool through which social reality is constructed to be
found in the works of philosophers, as, for example, Michel Foucault
(1972 [1969]) and sociologists, as Peter Ludwig Berger and Thomas
Luckmann (1966). The organization of the functioning of various el-
ements of this reality is realized in different types of discourse. In the
case of the educational sector, it is effected through the production
and popularization of various educational discourses. Moreover, as
hinted by Basil Bernstein (2003 /1971/), the definition of education-
al discourse also encompasses official pedagogic discourse (OPD),
which constitutes a source of schemata and patterns of thinking about
an educational system and its components as fragments of reality,
including the perception of a perfect learner with his or her educa-
tional potential and a set of desirable personal characteristics.

The perception of the student as a unique individual manifesting
specific characteristics and personality traits has been reflected in the
contemporary European Union language policy, and, as it will be pre-
sented in this article, has materialized also in the Common European
Framework of Reference for Languages (CEFR) (Council of Europe
2001). This descriptive scheme is one of the major initiatives in the
language field undertaken by the Council of Europe and, as under-
lined by Francis Goullier (2007: 8), the important role of this docu-
ment can be especially seen in three areas: (1) the process of shaping
the language policies of the EU countries, (2) the actions undertaken
by institutions and organizations responsible for teaching, assess-
ment, and teacher training, and (3) various European-level initiatives
in the domain of modern language education.

According to the study carried out among the EU countries in
2006 by the Language Policy Division (Goullier 2007: 8), the CEFR is
frequently mentioned in various official documents, and “90% of the
respondent ministries regard[ed] the CEFR as very or fairly useful for
curriculum development, 87% for planning and development of ex-
ams, tests or certifications, and 78% for planning and development of
teachers' initial and further training.” The important role of the CEFR
is also accentuated by Waldemar Martyniuk and José Noijons
(2007: 7), who underline that the framework “seems to have a major
impact on language education,” as it is used as a neutral reference tool
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in all educational sectors. In turn, Hsuan-Po Wang, Bor-Chen Kuo,
Ya-Hsum Tsai, and Chen-Huei Liao (2012: 3) point out that currently,
the CEFR has influenced foreign language systems in more than
40 countries, and, therefore, it is becoming not only a European but
also an intercontinental framework.

As the CEFR has an actual impact on the field of foreign language
education, it constitutes an example of dominant official discourse. As
illustrated above, such instances of discourse do not only shape the
human’s perception of reality, but they have the power to change it in
a given direction. Additionally, dominant discourses reflect the state
of knowledge of a given society — in the case of the CEFR, it is the
know-how in the field of foreign language teaching/learning and
evaluation. Precisely speaking, the publication highlights the fact that
the whole foreign language learning process encompasses a number
of interrelated components, which, in total, decide the learner’s ulti-
mate success or lack of it. Applied methods and techniques for teach-
ing/learning, including learning strategies; ways of evaluation, the
learning environment with affective factors or generally adopted
teaching philosophy; the individual characteristics of the learner, in-
cluding his or her biological predispositions, age, intelligence, cogni-
tive style, motivation and attitude, and finally personality, are be-
lieved to decide the outcomes of the individual’s language acquisition.
As these factors are often interconnected, the nature of their influ-
ences is not always obvious or easy to determine — this is especially
true in the case of one’s personality, whose role is described below.

2. Dimensions of the foreign-learner’s personality

The desire to understand the complexity of human nature and
personality has always been characteristic of human beings. The ori-
gins of personality psychology date back to 4th-century Ancient
Greece, and such prominent philosophers, as Hippocrates (c. 460—c.
377 B.C.) and Plato (427-347 B.C.). Despite this long history, as stat-
ed by Jess Feist and Gregory J. Feist (2006: 3), the concept of per-
sonality is so ambiguous and difficult to define out of the context of its
occurrence, that, even nowadays, personality theorists do not agree
on a single definition of the term.



56 Katarzyna Maria Nosidlak

2.1. Personality as a collection of traits

It is worth noting that Gordon Allport, one of the founding fig-
ures of personality psychology, has distinguished, as Calvin S. Hall
and Gardner Lindzey (1985) summarized, almost 50 definitions of the
term, which fall into a few categories. Two major categories include
biosocial and biophysical definitions. According to biophysical princi-
ples, human personality cannot be fully scrutinized by external ob-
servers. In contrast, from the biosocial point of view, an individual’s
personality is perceived through those around him or her and, there-
fore, can only be manifested in relationships with others.

When speaking about an individual’s personality, people use spe-
cific adjectives with surprisingly similar denotations across the lan-
guages. These adjectives are called trait-descriptive adjectives, and
they refer to various aspects of people. Randy J. Larsen and Davis M.
Buss (2005 /2002/: 4) have enumerated more than 20 000 of such
words in English saying that “this fact alone tells us that, in everyday
life, there are compelling reasons for trying to understand and de-
scribe the nature of those we interact with, and compelling reasons
for trying to understand and describe ourselves.”

Trait-descriptive adjectives fall into various categories depicting
numerous aspects and shades of human personality, for example, by
underlining mind qualities as in the word thoughtful; the effect on
others, e.g., charming, or the desire to reach your goals, e.g., ambi-
tious. Such adjectives are often used in the educational contexts to
describe the qualities of students, also in official terminology or doc-
uments, including the CEFR.

2.2, Determinants of the individual learner’s personality
in foreign language acquisition

Due to the complex nature, the problem of the learner’s personali-
ty and its influence on the process of foreign language acquisition
(FLA) has been hitherto regarded, metaphorically saying, a “Cinderel-
la” field for researchers. Despite the recognition of the existence of
a correlation between the learner’s personality and his or her linguis-
tic success, there has been little empirical work done on this subject
matter of study. For the purpose of research conducted on the influ-
ence of personality traits on the success of FLA, the contributions of
the following scholars have been taken into consideration, as “The
common view of the good language learner: An investigation of teach-



Deconstructing a personality model... 57

ers’ beliefs” by Richard N., Lalonde, P.A. Lee and Robert C. Gardner
(1987), “Personality factors as predictors of foreign language apti-
tude” by Adriana Biedron (2011), and last but not least “Personality
and parenting styles as predictors of self-regulation in foreign lan-
guage learning” by Anna Studenska (2011). Yet, in the light of some
information available from this sparse research, it is possible to enu-
merate a substantial number of personality traits that may exert an
impact on the successful acquisition process in foreign language edu-
cation, such as: (1) meticulousness, (2) perseverance, (3) sociability,
(4) independence, (5) inquisitiveness, (6) involvement, (77) organiza-
tion, (8) activity, (9) flexibility, (10) assertiveness, (11) imagination,
(12) high self-esteem, (13) tolerance of ambiguity, (14) ability to take
risks, (15) empathy, (16) extraversion (especially in the case of com-
municativeness), as well as (17) determination paired with high levels
of motivation.

Worth underlining is the conviction of Zoltan Dornyei, expressed
in his article “Motivation and motivating in the foreign language
classroom” that “motivation is one of the main determinants of sec-
ond/foreign language learning achievement” (1994: 273). The concept
of motivation encompasses, inter alia, communicative drive, i.e., the
natural human need to communicate, whose strength is proven to be
personality-related and depends on, for example, the extraversion-
introversion trait. Additionally, so-called achievement motivation is
known to be crucial in any type of learning. It is important to exhibit
here, for instance, following Saima Manzoor Arian (2014: 70), that
achievement motivation is believed to be partially directed by broad
components of personality activating human inner impulses towards
actions.

As far as a language learning process is long and complicated in
itself, it is not easy to determine the role of various personality traits
in it. Thus, the next sections will look at this issue in more detail.

2.2.1. Language learning as a group undertaking —
leadership and partnership

Mariusz Trawinski, focusing on the views of social interaction-
ists, according to whom language develops through interactions with
others, emphasizes, in his outline of second language acquisition
theories, that “the process of learning is not the solitary experiment-
ing and analysis of the incoming information that learner is exposed
to, but the constant interaction with the mediator (...) (parent, teach-
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er, peer)” (2005: 17—18). In the classroom environment, these inter-
actions take place mostly between the teacher and his or her students
or between students themselves. Therefore, it might be stated that
group work, in-class communication, and cooperation constitute the
central elements of language learning.

As Jered B. Kolbert, Laura M. Crothers and Tammy L. Hughes
(2016: 135) underline, “the most important component that makes
groups work is the quality and skills of the facilitator,” i.e., the leader,
who serves as a guide, model, instructor, or mediator. To be a good
facilitator, one needs to possess a number of skills and personality
characteristics, including leadership skills and responsibility. In turn,
following the opinion of Steve M. Jex (2002: 337), group members are
the ones who impact the climate within a given group/organization
through, inter alia, their reliability, cooperativeness, and helpfulness.
These traits are recognized as essential not only in the work-related
environment but also in intercultural encounters.

2.2.2. Language learning as an intercultural encounter —
intercultural, moral and adaptive personalities

In response to the cultural diversity of the contemporary world,
the intercultural approach to language teaching is currently promot-
ed. Michael Byram (1997: 3) underlines that the development of in-
tercultural communicative competence (ICC), understood as the abil-
ity to communicate effectively in various cultural contexts, constitutes
the heart of language education. Researchers generally agree on the
existence of the so-called personality dimension of intercultural
competence, which constitutes a group of personality traits, or char-
acteristics, being antecedents of effective development in this area.
Most of the enumerated traits that are believed, according to Darla
Deardorff (2009: 7) as well as Julita Navaitiené, Violeta Rim-
kevicien€, and Daiva Racielyté (2013: 31), to be crucial in intercultural
competence include: curiosity, tolerance, self-efficacy, enthusiasm,
courage, openness to experience, extraversion, agreeableness, emo-
tional stability, empathy, self-confidence, and tolerance of uncertainty.

In this context, Byram (1997: 70) suggests that the intercultural
approach exposes the problem of cultural differences and one’s cul-
ture-relatedness. Various manifestations of human personality, per-
ceived differently depending on one’s country and the moral code, are
usually accepted in a given social group. To be added is also Augusto
Blasi (2008: 297—-299), who states that, as a part of such a group, stu-
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dents develop their moral personalities, whose structures affect their
actions and readiness to follow particular ethical guidelines.

As a result, the development of cultural sensitivity and mutual
understanding should be identified as being important for all foreign
language users. To deal with cultural or rather civilizational clashes
and the complexity of the contemporary world, learners need to de-
velop the so-called adaptive personalities, which are described by
Daniel W. Rossides (1993: 115) as personalities trained (socialized) to
function in a given society. In this context, the question arises wheth-
er such adaptation is possible.

2.2.3. Language learning as a way of self-development
and self-improvement

Traditionally, human personality has been believed to be set in
stone. However, such a perception of personality is now under review,
as pointed out by Rick Nauert (2012) in his aptly titled article “Per-
sonalities can indeed change over time.” For instance, the recognition
of the existence of so-called personality states, described by David
Fontana (1995: 191) in his Psychology for Teachers, and the theory of
free traits, proposed by Brian Little (2014, 45-68), contribute to
a more dynamic perception of human personality in psychology. Ad-
ditionally, from the point of view of social constructionism, as pre-
sented by Peter L. Berger and Thomas Luckmann (1966: 89—109
& 117-118), humans and, assumingly, their personalities are con-
structed in various communicative situations, especially in those
which are long-lasting and repetitive in their nature, including the
process of language education. Consequently, the development of
particular traits should be supported in the educational process. What
is more, the importance of certain personality traits or certain behav-
iors identified with them in social encounters should be accentuated.

Supporting one’s personal development should become one of
education’s aims, as underlined also in the CEFR (2001: 43), where
personality is seen as a modifiable constellation of various traits en-
riched through the process of language learning and intercultural ex-
periences. As might be concluded from the book entitled Know Your-
self: Achieve Your Goals Through Better Self-knowledge by Ellen
Balke (1999), such an undertaking undoubtedly requires a learner to
get to know himself or herself first, as only then self-development is
possible. On top of that, Elaine K. Horwitz (1995: 573) points out that
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language learning is a particularly intense and ego-involving under-
taking.

Assuming that the activation of certain human personality traits
and the level of their manifestation can differ within the individual
depending on various life contexts, some traits and behavior com-
monly associated with them can be promoted as those desirably
manifested in the course of the educational processes and in later
foreign language use. Therefore, the question arises — the manifesta-
tion of which traits of human personality should be encouraged in the
case of a contemporary language learner when looking from the per-
spective of the European Union?

3. The issue of the students’ personality-related
variability according to the CEFR

The purpose of this section is to present a study aimed at the de-
velopment of a model of desirable personality traits in a foreign lan-
guage learner as promoted in the Common European Framework of
Reference Languages: Learning, Teaching, Assessment (CEFR)
(Council of Europe 2001)'. The conducted study consisted of a few
interrelated steps2. As a starting point, the author decided to use two
lists of personality-trait adjectives as sources of personality-related
vocabulary.

3.1. The general design of the study on the personal attributes

The first list of personality-trait adjectives has been composed by
the author of this study on the basis of the Millon-Grossman Person-
ality Domain Checklist (MG-PDC) (2006). The MG-PDC constitutes
a specialized diagnostic tool developed by two recognized psycholo-
gists, i.e., Theodore Millon and Seth Grossman, in order to obtain
assessment data on people-in-general and to diagnose personality

1 For more details on the role of the CEFR in the UE language-related policy, see
the author’s monograph The Discursive Construction of Foreign Language Ped-
agogy at the University Level in Poland Against the Background of the Europe-
an Qualifications Framework (Nosidlak 2021).

2 The initial results of the study were described by the author in her article “Desir-
able personality traits of foreign language learners promoted in the Common Eu-
ropean Framework of Reference for Languages” (Nosidlak 2019).
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disorders. Additionally, the list of 555 personality-trait adjectives
gathered by Norman H. Anderson was also used.

The text of the CEFR was analyzed to find any adjectives referring
to desirable characteristics of the contemporary foreign language
learner and at the same time included on at least one of the chosen
lists. Additionally, adopting the biosocial perspective on personality,
some longer descriptions of desirable behavior were also “translated”
into the language of traits. For example, based on the following quote,
one may assume that a foreign language user/learner should be open:
“The linguistic and cultural competences (...) enable the individual to
develop an enriched, more complex personality and (...) greater
openness to new cultural experiences” (Council of Europe 2001: 43).

When it comes to the selection of precise adjectives for the model,
it was dictated by the emphasis placed on the importance of specific
personality-related factors in the discussed publications, apparent,
predominantly, in the number of references to a given trait; the
placement of such references in a text (e.g., references already in the
introduction or the accentuation of a given trait in the conclusion,
numerous references throughout the whole text, etc.); precise selec-
tion of words highlighting the importance of a given trait (e.g., crucial,
vital, especially important, necessary, etc.). Therefore, it can be stated
that the selection of the traits for the European Language Learner
Personality Profile (ELLPP) was based on both qualitative and quan-
titative criteria.

Finally, the traits of the ELLPP were juxtaposed with the person-
ality traits proven to positively influence the process of FLA in differ-
ent researches in order to check the scientific reliability of the con-
structed model (cf. Table 1).

3.2. The research questions

The study described in the outline was planned in order to provide
answers to the following research questions: (1) Which personality
traits are important for foreign language learners seen as future profi-
cient foreign language users according to the CEFR? How are they
linked to form the European Language Learner Personality Profile?,
and (2) Are these traits compatible with the research results concern-
ing the importance of personality traits in the process of foreign lan-
guage learning and use?
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3.3. The analysis proper

For the purpose of this study, the CEFR was analyzed to find ref-
erences to the personalities of the students while specifying the main
components of the educational process. Precisely speaking, in her text
analysis, the author focused both on the content referring to general
educational assumptions and on the one addressing some more spe-
cific elements of the teaching/learning process, including: (1) enu-
meration of aims and objectives, (2) specification of the teaching con-
tent, (3) determination of teaching strategies, methods, and tech-
niques, and (4) the process of evaluation and/or assessment.

3.3.1. General assumptions about the form
of foreign language education

The issue of personality is at the center of the educational vision
behind the publication of the CEFR (Council of Europe 2001). As ear-
ly as on its first pages, one can find references to the importance of
the human personality in the process of foreign language acquisition.
As a matter of fact, communication is seen here as the process involv-
ing all aspects of human existence. Even the rationale behind the
shape of the CEFR, with its meticulously divided and specified com-
ponents of language, is justified in the light of personality theories as
shown in Quotation [1]:

[1] Communication calls upon the whole human being. The competences
separated and classified below interact in complex ways in the development of
each unique human personality. (Council of Europe 2001: 1)

What is more, the CEFR underlines the uniqueness of the individual
but at the same time recognizes the need for adaptation to the envi-
ronment, which enriches an individual’s personality. This tendency is
visible in Quotation [2], in which the dichotomy between an individu-
al’s inner development and the need for his or her social assimilation
is highlighted:

[2] As a social agent, each individual forms relationships with a widening cluster
of overlapping social groups, which together define identity. In an intercultural
approach, it is a central objective of language education to promote the favorable
development of the learner‘s whole personality and sense of identity in response
to the enriching experience of otherness in language and culture. (Council of
Europe 2001: 1)
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Learning a foreign language is presented here as a great opportunity
to enhance one’s personal growth through contact with other cultures,
with their values, ways of living, customs, and habits. Extract [2] con-
veys one more important message for all educators, as it manifests the
belief that the development of an individual’s personality can be guid-
ed in a favorable direction. Therefore, the question arises of what is
understood by “the favourable development of the learner’s whole
personality” and whether it is possible to enumerate individual traits
forming a perfect personality model of a language learner. The CEFR
itself raises the question “which personality factors a) facilitate b)
impede foreign language learning and acquisition?” (Council of Eu-
rope 2001: 106).

The CEFR is presented as a publication distant from the imposi-
tion of any teaching approach. This freedom from any teaching theo-
ries and dogmas is underlined in Quotation [3]:

[3] In accordance with the basic principles of pluralist democracy, the
Framework aims to be not only comprehensive, transparent and coherent, but
also open, dynamic and non-dogmatic. For that reason it cannot take up
a position on one side or another of current theoretical disputes on the nature of
language acquisition and its relation to language learning, nor should it embody
any one particular approach to language teaching to the exclusion of all others.
(Council of Europe 2001: 18)

On the contrary, despite the declarations of universality, it is indirect-
ly suggested in the CEFR that the assumptions of the intercultural
approach to language teaching can be worth recommending (see Quo-
tation [2]). Accordingly, language learning should always be linked to
the promotion of “respect for identity and cultural diversity (...) and
a deeper mutual understanding” (Council of Europe 2001: 5).

The intercultural view on language learning and teaching consti-
tutes part of a more general approach by the Council of Europe, which
is precisely described in the second chapter of the CEFR. The authors
use the term action-oriented approach to refer to the view of lan-
guage users/learners seen as social agents, “i.e., members of society
who have tasks (...) to accomplish in a given set of circumstances, in
a specific environment and within a particular field of action” (Coun-
cil of Europe 2001: 9). This action-oriented approach underlines the
importance of the wider social context of language use and, therefore,
recognizes the influence of “the cognitive, emotional and volitional
resources and the full range of abilities specific to and applied by the
individual as a social agent” (Council of Europe 2001: 9).
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Language users/learners seen as social agents develop an array of
specific competences during their exposure to foreign language learn-
ing situations. Next to the most obvious aspects of language learning,
such as acquiring linguistic knowledge and traditionally understood
receptive/productive skills, the so-called existential competence plays
a role in the whole process:

[4] Existential competence may be considered as the sum of the individual
characteristics, personality traits and attitudes which concern, for example,
self-image and one’s view of others and willingness to engage with other people
in social interaction. (Council of Europe 2001: 12)

As hinted in the CEFR (cf. Extract [2]), it should be assumed that
existential competence does not result from immutable personality
characteristics but rather from various acculturation processes and,
consequently, can be altered. What is more, the components of exis-
tential competence are enumerated among students’ abilities and
consequently, by definition, can be “acquired or modified in use and
through learning” (Council of Europe 2001: 12). Therefore, personali-
ty-related factors, next to attitudes and temperaments, constitute an
important part of the learning/teaching processes, and their for-
mation can be included among teaching objectives:

[5] These personality traits, attitudes and temperaments are parameters which
have to be taken into account in language learning and teaching. Accordingly,
even though they may be difficult to define, they should be included in the
framework of reference. (Council of Europe 2001: 12)

Summing up, the CEFR (Council of Europe 2001) refers to the desira-
ble traits of a language learner in a few ways. First of all, it is done by
means of specific nouns naming these traits, e.g., independence, (self)
confidence, openness, understanding, tolerance, motivation, which
are often contrasted with some selthood factors perceived negatively,
e.g., prejudice, discrimination. Interestingly enough, in the passages
devoted to the description of the CEFR’s policy and philosophy, it is
difficult to find examples of precise trait adjectives, but it is still pos-
sible to find a few individual examples, for example, “help young peo-
ple (...) to become more independent, (...) and also more responsible
and cooperative in relation to other people” (Council of Europe 2001:
Notes for the user). These adjectives are rarely used to directly modify
such nouns, as “a learner”/”a language user,” and this kind of rhetoric
might suggest that those behind the creation of the CEFR did not
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want to point out in a direct way which type of language learner, judg-
ing on personality, is believed to be more successful in acquir-
ing/using foreign languages. Instead, the above-mentioned nouns are
used in phrases, such as “to promote,” “to equip all Europeans,” to
maintain and further develop" (Council of Europe 2001: 3).

3.3.2. The aims and objectives of teaching foreign languages

Already in the CEFR’s “Notes for the user,” it is underlined that it
is not the function of the Common European Framework to lay down
the objectives the users should pursue or the methods they should
employ. Instead, the CEFR should be treated as a common basis for
the explicit description of objectives, content, and methods in order to
enhance the transparency of courses, syllabuses, and qualifications
(Council of Europe 2001: 1).

Although the CEFR does not stipulate precise teaching aims or
objectives, the general aims of the foreign language policy of the
Council of Europe are specified in the preamble to Recommendation
R(82)18 of the Committee of Ministers of the Council of Europe from
1982 and repeated in the CEFR (Council of Europe 2001: 2). After the
analysis of this documentation, it can be stated that the aims referring
to the personality development of a student encompass: (1) promoting
mutual understanding and co-operation in order to overcome preju-
dice and discrimination; fostering respect for identities and cultural
diversity (Council of Europe 2001: 2—-3), (2) enabling foreign language
users to communicate their thoughts and feelings in the acquired lan-
guage (Council of Europe 2001: 3), and (3) the development of inter-
culturality, which “enables the individual to develop an enriched,
more complex personality (...) and greater openness to new cultural
experiences” (Council of Europe 2001: 43).

Consequent to the CEFR’s declarations, the issue of the organiza-
tion of the learning process in a specific context is left to teachers who
need to “base their work on the needs, motivations, characteristics
and resources of learners” (“Notes for the user”). These aspects
should constitute the starting point for specifying the aims and objec-
tives in a given situation. What is more, the term characteristics can
be linked to the question raised on the first pages of the CEFR (“Notes
for the user”), i.e., “What sort of people are your students?” (Council
of Europe 2001: 1). The answer naturally leads the reader back to the
issue of learners’ personality and indirectly suggests that positioning
personality development among teaching aims is advisable.
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What is more, the CEFR divides the responsibility for setting ob-
jectives between teachers and learners, promoting in this way inde-
pendence and individuality. In “Notes for the user,” it is advised that
all practitioners in the language field, including the language learners,
should be encouraged to analyze a number of questions devoted to the
issue of objectives:

[6] how to set our objectives and mark our progress along the path from total
ignorance to effective mastery? (Council of Europe 2001: Notes for the user)

In order to achieve the level of “effective mastery,” users/learners
of foreign languages have to develop numerous general competences,
which boil down to four kinds of savoir (French knowledge), de-
scribed in Chapter 5 of the CEFR, namely, (1) savoir (declarative
knowledge), (2) savoir-faire (skills and know-how), (3) savoir-étre
(existential competence), and (4) savoir-apprendre (ability to learn).
The development of the four savoirs is influenced by personality-
related factors. However, it is existential competence, or savoir-étre,
which encompasses various selfhood factors, including us-
ers’/learners’ individual personalities, “characterised by the attitudes,
motivations, values, beliefs, cognitive styles, and personality types,
which contribute to their personal identity” (Council of Europe 2001:
105) and is known to “greatly affect not only the language us-
ers’/learners’ roles in communicative acts but also their ability to
learn” (Council of Europe 2001: 106).

Accordingly, some examples of influential personality-related fac-
tors are enumerated in the CEFR (Council of Europe 2001: 106), often
in the form of opposing characteristics. Such an enumeration of clash-
ing traits, without referring to the desirable ones, once again under-
lines the importance of personality factors in language learning but,
without stating directly, which traits should be promoted. Instead, the
general areas of concern are specified, and the ways of handling them
are left to the teachers’ intuition.

As underlined in the CEFR (Council of Europe 2001: 105), atti-
tudes constitute another component of savoir-étre. Attitude is often
treated as a psychological construct closely related to the notion of
personality, which is also visible while analyzing the CEFR.

[7] The development of an intercultural personality involving both attitudes and
awareness is seen by many as an important educational goal on its own. (Council
of Europe 2001: 106)
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As can be concluded from Extract [7], by means of the CEFR, the
Council of Europe encourages foreign language teachers to assist in
the development of students’ interests and an open attitude towards
new people, societies, cultures, and experiences, leading to the ad-
vancement of the traits of intercultural personality in the individual.
Students should be ready to manifest willingness to revise their own
viewpoints and value systems, which are often culture-specific. Final-
ly, language users should be able to distance themselves from conven-
tions and stereotypical views on cultural differences in order to
broaden their horizons and experience the richness of the world
around them.

Other enumerated components of existential competence, which
are linked to the issue of personality, include motivation, values, e.g.,
ethical or moral, and beliefs, e.g., religious (Council of Europe 2001:
105). As highlighted in the CEFR (Council of Europe 2001: 133), the
role of existential competence in multilingual encounters cannot be
overestimated. In situations where the linguistic competences of for-
eign language users are limited, demonstrating openness, conviviali-
ty, and good will, for example, manifested by the use of gestures,
mime, or proxemics, can make up for these limitations.

Designing any curriculum, also in language teaching, “implies
choices between kinds and levels of objectives” (Council of Europe
2001: 135). To account for a variety of approaches to language teach-
ing, the Framework proposes different starting points for the specifi-
cation of the teaching/learning objectives. For example, specific ob-
jectives can be conceived in terms of the development of a student’s
general competences, for example, by a matter of savoir-étre with its
personality-related factors. Therefore, in some cases, “language learn-
ing will be seen as a way for the learner to develop his or her personal-
ity (for example greater assurance or self-confidence, greater willing-
ness to speak in a group) (...)” (Council of Europe 2001: 135). The
development of an individual’s personality in a favorable direction
can constitute an objective on its own, but more often, it will become
a part of an overall learning project. In other situations, personality
development constitutes a “by-product,” in which some other deliber-
ately chosen aims and objectives are at work.

It is also important to underline here that considerations and
measurements relating to the development of an effective language
curriculum should be approached in such a way that learners are giv-
en the opportunity to harmoniously develop their linguistic
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knowledge, skills, and ability to learn (Council of Europe 2001: 178).
In order to facilitate this, students need to be motivated, organized,
and systematic in their learning. For example, the issue of motivation
is frequently underlined on the pages of the CEFR (see especially
Council of Europe 2001: 50, 148, 192).

3.3.3. The CEFR and the factors influencing
the learning experience

The term learning experience is very broad, as it refers to any sit-
uation in which learning takes place. The learning experience is
known to be influenced by a number of factors encompassing a given
situational context regulated by teaching methods and strategies cho-
sen by a given educator or institution.

As far as teaching methods are concerned, the Framework under-
lines the need for their transparency and definite specification with-
out the application of any dogmatism (Council of Europe 2001: 142).
However, the choice of methodology is left to teachers, which is un-
derlined on numerous occasions:

[8] We have NOT set out to tell practitioners what to do, or how to do it. We are
raising questions, not answering them. It is not the function of the Common
European Framework to lay down the objectives that users should pursue or the
methods they should employ. (Council of Europe 2001: Notes for the user)

[o] (...) it is not the function of the Framework to promote one particular
language-teaching methodology, but instead to present options. (Council of
Europe 2001: 142)

Still, there are some general suggestions concerning methodology:

[10] The Council also supports methods of learning and teaching which help
young people and indeed older learners to build up the attitudes, knowledge and
skills they need to become more independent in thought and action, and also
more responsible and cooperative in relation to other people. (Council of Europe
2001: Notes for the user).

It is visible from the above quotation that the promoted methods
should aim to develop certain personality traits described with such
adjectives as “independent,” “responsible,” and “cooperative.” The
link between the methods used in the process of language teaching
and personality formation, i.e., development of independence, re-
sponsibility, and traits needed in social interactions (such as being,
for example, communicative, socially-polished or sociable), is also
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underlined in Quotation [11], which refers to political objectives in the
field of modern languages specified during the Second Summit of
Heads of State:

[11] To promote methods of modern language teaching which will strengthen
independence of thought, judgement and action, combined with social skills and
responsibility. (Council of Europe 2001: 4)

Furthermore, it is important to notice that the Framework advocates
the implementation of methods, which account for individual-learner
differences, and it can be assumed that personality belongs to this
category. The importance of this issue is underlined by the double use
of the phrase “fundamental principle” in Quotation [14]:

[12] It has been a fundamental methodological principle of the Council of Europe
that the methods to be employed in language learning, teaching and research are
those considered to be most effective in reaching the objectives agreed in the
light of the needs of the individual learners in their social context. Effectiveness
is contingent on the motivations and characteristics of the learners, as well as the
nature of the human and material resources which can be brought into play.
Following this fundamental principle through necessarily results in a great
diversity of objectives and an even-greater diversity of methods and materials.
(Council of Europe 2001: 142)

Quotation [12] suggests that the effectiveness of language learning
and teaching is “contingent on” those individual features of learners
which constitute our humanity. To account for the complexity of hu-
man nature, teachers should employ various methods with the use of
diversified materials, i.e., “appropriate to learner’s experience, inter-
ests and characteristics” (Council of Europe 2001: 144), and to do it
appropriately, the individualization of teaching should constitute the
fundamental principle for every teacher. Consequently, teachers are
advised to reflect on a number of questions, including the one cited in
Quotation [13]:

[13] What importance is attached to their [teachers’] (...) ability to deal with
individualisation within classes containing diverse learner types and abilities?
(Council of Europe 2001: 144)

Therefore, it can be stated that the authors of the CEFR advocate the
selection of tasks, methods, teaching strategies, and materials involv-
ing reflection on the affective factors and individual-learner differ-
ences, leading to the promotion of positive self-esteem, self-confi-
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dence, involvement, motivation, and positive physical and emotional
states and attitudes (Council of Europe 2001: 161).

3.3.4. Assessment and evaluation

The CEFR accentuates the difference between assessment and
evaluation by stating that:

[16] Evaluation is a term which is again broader than assessment. All assessment
is a form of evaluation, but in a language programme a number of things are
evaluated other than learner proficiency. These may include the effectiveness of
particular methods or materials, the kind and quality of discourse actually
produced in the programme, learner/teacher satisfaction, teaching effectiveness,
ete. (Council of Europe 2001: 177)

As presented in Quotation [16], when discussing the issues of assess-
ment and evaluation in education, two broad areas of interest can be
pointed to, i.e., the learning-centered and teaching-centered ones. In
the CEFR, there is a whole chapter (see Chapter 9) devoted to the is-
sue of evaluation of learners’ language proficiency, but there is no
open discussion concerning the problems of program and teacher
evaluation.

The Framework does not directly address the issue of personality
in relation to the assessment strategies. However, it is suggested that
various forms of assessment can be employed, and none of them is
superior to the others (Council of Europe 2001: 178). Therefore, bear-
ing in mind the whole language-related educational policy of the
Council of Europe, it should be assumed that personality characteris-
tics and individual-learner differences can constitute a starting point
when choosing a given type or method of assessment, or, at least,
these features should be taken into account.

Additionally, personality traits, attitudes, and temperaments are
parameters, which are defined in the CEFR as a “part of an individu-
al’s general competences and therefore an aspect of his or her abili-
ties” and, consequently, “they are capable of being acquired or modi-
fied in use and through learning” (Council of Europe 2001: 12).
Therefore, the development of the elements of savoir étre can poten-
tially be subjected to assessment.

Nevertheless, direct evaluation of the favorable development of
personality-related variables and the broadly understood savoir étre
can be a controversial issue. Therefore, the CEFR does not propose to
focus straightforwardly on these issues when evaluating students’
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performance. Instead, savoir étre components are often included
among those which influence the final results of the assessment, e.g.,
in the case of the performance assessment of oral proficiency levels
where interaction is crucial. For example, the CEFR has nominated
12 qualitative categories relevant to oral assessment, and some of
them seem to be significantly influenced by personality-related fac-
tors (Council of Europe 2001: 193).

The CEFR accentuates the role of a learner’s personality in foreign
language education and suggests that its users should answer the
question “whether, and if so which personality features learners will
need/be encouraged/equipped/required to develop/display?” (Coun-
cil of Europe 2001: 106). Consequently, one can assume that the de-
velopment of a student’s personality through language learning can
become a teaching objective. However, the effectiveness of the pro-
cess cannot be subjected to evaluation because of moral and ethical
concerns. Instead, the components of savoir étre are reflected in vari-
ous criteria proposed by the authors of the CEFR, for example, in the
case of oral production, which refers to the aspect of language use
strongly affected by personality traits of a given language user.

3.4. The results of the study

The presented analysis of the CEFR for the specification of the
importance of students’ personality in the process of foreign language
teaching allowed the author to summarize a personality-traits model
which is desirable for contemporary language learners. This model
was named the European Language Learner Personality Profile
(ELLPP).

When it comes to collected discursive material, first of all, the
analyzed data suggests that the general philosophy of teaching should
be centered on the promotion of the traits of the so-called intercul-
tural personality. These human characteristics are strongly related to
“the shrinking-world” phenomenon resulting in more opportunities to
travel, to meet people from different cultures, characterized by dis-
tinct values and beliefs. Consequently, the CEFR accentuates person-
ality traits which allow better functioning in the multicultural envi-
ronment, such as (1) tolerance, (2) understanding, (3) respect, and (4)
openness. These four traits, grouped in the model under the heading
intercultural traits, are especially crucial in the case of foreign lan-
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guage users who (should) have opportunities to meet foreigners and
travel the world.

Learners are also part of the society around them. They fulfil
a number of social roles in various social contexts, for example, edu-
cational, personal, job-related. Therefore, they need a number of
adaptive social competences which enable them to function as part
of their society. Therefore, the model was expanded by the addition of
adaptive trait adjectives, including (1) socially-polished, (2) sociable,
and (3) communicative. The traits of the European Language Learner
Personality Profile model falling into 6 main categories, where they
have been enumerated alphabetically, are presented in Table 1.

Table 1. Modelling the categories of ELLPP traits

Adaptive traits — personality traits which | Communicative /sociable/ socially-

enable an individual to function polished

effectively in the society

Intercultural traits — personality traits Open/ respectful/ tolerant/
which allow better performing in the understanding

multicultural environment

Learning traits — personality traits Diligent/ motivated/ organized/
which facilitate the learning process systematic

Morality traits — personality traits which | Empathic/ ethical/ humanitarian/
reflect the traditional ideas of virtue and | righteous
morality

Partnership traits — personality traits Cooperative/ helpful/ independent/
which are important from the viewpoint | leaderly/ respsonsible
of harmonious coexistence with other

people
Self-image traits — personality traits Inward-looking/ self-analyzing/ self-
which allow an individual to recognise confident

and appreciate his or her strengths

The next groups of accentuated traits are related to the processes
of cooperation and learning itself. Generally speaking, the educational
process is usually seen as a mutual effort by teachers and groups of
individual students. Therefore, the analyzed publication underlines
the role of both leadership and cooperation, and once again under-
standing and respect, independence in thought and actions, responsi-
bility for oneself and others, as well as general helpfulness.

The researchers' knowledge about learners suggests that these
partnership traits are already essential during the first cooperative
plays in a sand pit as well as in the later school- and job-related con-
texts. Additionally, education, seen as the process of gaining



Deconstructing a personality model...

73

knowledge, also favors individuals with certain learning traits hinted
at in the discussed publication, i.e., those who are organized, diligent,
systematic, and motivated.

Table 2. The comparability of ELPP traits with the research findings concerning
the usefulness of individual personality traits in the process of FLA

Traits Definition of a concept or paraphrase | ELLPP
accepted by | of a proposition (Cambridge traits
researchers | Dictionary Online and/or Macmillan
as useful in Dictionary Online)
FLA
Meticulous very careful and with great attention learning traits: organized,
to detail diligent, systematic
Persevering | trying to do or continuing to do learning traits: diligent,
something in a determined way, systematic, motivated
despite having problems
Sociable liking to meet and spend time with adaptive traits:
other people socially-polished
Independent | not influenced or controlled in any group work traits: leaderly;
way by other people, events, or things | self-image traits:
self-confident
Inquisitive Wanting to discover as much as you learning traits: motivated,
can about things diligent
Involved taking part in activities learning traits: motivated,
diligent
Organized Able to plan things carefully and to learning traits: organized,
keep things tidy systematic
Active involved, busy with a particular learning traits: motivated,
activity diligent
Flexible able to change, e.g., one’s opinion intercultural traits:
understanding, open,
tolerant
Assertive behaving confidently and not intercultural traits: open;
frightened to say what they want or self-image traits:
believe self-confident
Imaginative | good at thinking of new, original, no direct reference
and clever ideas
Having high | strongly believing in one’s ability and | self-image trait:
self-esteem | value self-confident
Tolerant of tolerating the multiplicity of intercultural traits:
ambiguity meanings and states of confusion tolerant, understanding
Risk-taking | daring, courageous, brave no direct reference
Empathic having the ability to imagine how intercultural traits:
someone else feels tolerant, understanding,
respectful
Extraverted | energetic, enjoying spending time intercultural traits: open

with other people

adaptive traits: sociable
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Finally, the last two groups of traits, which can be identified, are
related to the individual’s self-concept, that is, the way, in which he or
she perceives him- or herself (self-image traits), and to his or her
sense of morality (morality traits). In respect of oneself, a European
language learner should be self-confident and sure of himself or her-
self. These traits ought to be followed by an inward-looking and self-
analyzing approach to one’s deeds, abilities, and limitations. In turn,
in relation to the world, he or she should be ethical, righteous, hu-
manitarian, and emphatic.

As already pointed out, in the light of the existing knowledge,
there is no agreement between either psychologists or linguists when
it comes to the role of the learner’s personality in the process of learn-
ing and using a foreign language. Still, the existence of a link between
personality and second/foreign language acquisition is commonly
accepted as a fact by researchers in the field, and consequently, some
traits are commonly perceived as desirable. The correlations between
these traits and the traits of the model are presented in Table 2. All
groups of traits are interrelated, and the analyzed instances of dis-
course suggest that it is precisely their accumulation in the individual
which will result in his or her ultimately successful foreign language
acquisition and use in the contemporary world.

4. The CEFR 2018 — direction of changes

In 2018 the CEFR Companion Volume was published as a com-
plement to the version of the CEFR from 2001 in an attempt to ad-
dress the changing social reality and account for the newest trends in
the foreign language teaching methodology. As pointed out by Brian
North (2018), the bulk of the Volume is dedicated to the specification
of new descriptors in the areas of: (1) online communication, (2) me-
diation, (3) reactions to the creative text, and (4) plurilin-
gual/pluricultural competence.

Trying to capture the essence of real-life communication, the
CEFR 2001 expands the traditional model of the four skills and iden-
tifies four modes of communication, i.e., (1) reception and (2) produc-
tion with the focus on one’s linguistic accuracy and fluency, (3) inter-
action, involving two or more participants negotiating the meaning,
and (4) mediation, which highlights the role of a learner perceived as
a social agent. Consequently, learning and using a language is per-
ceived as a social process in which, as underlined by North (2018),
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learners are co-responsible for their own learning, involved, ac-
tive, collaborating and interacting with the teacher and other stu-
dents, as well as sensitive and open to differences to between lan-
guage and cultures and ready to resolve conflicts and disagreements.

As underlined in the Companion Volume, out of the four commu-
nication modes, over the last twenty years, mediation has become
especially relevant to the needs of contemporary language learners
seen as social agents. The notion, introduced already in the CEFR in
2001, but, as Brian North and Enrica Piccardo (2016: 9—10) suggest-
ed, incomplete at that time, seems to indicate the direction of changes
in the perception of the language learner in general. Traditionally,
mediating activities required the learner to “act as an intermediary
between interlocutors who are unable to understand each other di-
rectly, normally (but not exclusively) speakers of different languages”
(Council of Europe 2017: 87). The analysis of the Companion Volume
(Council of Europe 2017: 103—129) indicates that the broader inter-
pretation of mediating skills from 2017 further underlines the im-
portance of the personality traits expressed with the following adjec-
tives: active, communicative, conciliatory, cooperative, creative, em-
pathetic, flexible, helpful, involved, leaderly, open, organized, persua-
sive, respectful, sensitive, supportive, tactful, tolerant, understanding.

Summing up, on can state that it is visible that the issue of the
learner’s personality dispositions is also clearly highlighted in the
Companion Volume. By emphasizing the role of mediation in this
publication, the authors seem to especially accentuate intercultural
and partnership traits.

Conclusions

The discursive worldview, as created by the CEFR and presented
in this study, reflects certain ways of perceiving and interpreting the
role of the personality of the students in the field of foreign language
education in the European Union. The CEFR is viewed here as a tool
transmitting not only knowledge but also values and moral standards
characteristic of our societies and times.

The author of the study believes that it can serve as an inspiration
for further research on the boundaries of discourse analysis, applied
linguistics, and psychology. The ELLPP model may also be used in
practice as guidance for those responsible for the creation of OPD and
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as a starting point for the evaluation of other documents and publica-
tions. What is more, as the composed model constitutes a collection of
desirable personality traits, it can be used by foreign language teach-
ers and educators not only when creating curricula and teaching pro-
grams but also when promoting certain behaviors among their stu-
dents.
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MAKSYMILIAN DROZDOWICZ

Wyzsza Szkota Bankowa we Wroclawiu

Jezyk debaty
w dziewietnastowiecznej Argentynie.
Retoryka moralno$ci czy mowa nienawisci?

STRESZCZENIE. Wiele miejsca poswiecono cechom dyskursu publicznego we
wspolczesnych mediach, na polskim gruncie wzbudzajacego wiele emocji, gdy
rzecz dotyczy polityki albo palgcych spraw spolecznych, ideologicznych albo in-
nych, zajmujacych opinie publiczng. W tym tekécie omawiamy oficjalne wypo-
wiedzi politykéw argentynskich XIX wieku. Na obszarze, jakim jest Argentyna
wowym czasie, do glosu mogly dojs¢ tylko te czynniki, ktére mialy za soba
wsparcie prasy albo kregéw rzadzacych. Uniemozliwione bowiem bylo wtedy do-
tarcie do szerszego zasiegu odbiorcow. Obserwowac bedziemy debate publiczna,
zwlaszcza legislacyjno-polityczng, proponowang przez takie postaci argentyn-
skiego zycia spolecznego jak Esteban Echeverria, Domingo Faustino Sarmiento,
Juan Bautista Alberdi oraz innych pézniejszych intelektualistow (Ezequiel Mar-
tinez Estrada, Ricardo Rodriguez Molas), a materialem badawczym beda konsty-
tucje argentynskie, komentarze do nich oraz eseje socjologiczne. Na podstawie
tych Zrodel sprobujemy wyodrebnié stowa kluczowe dyskursu niekiedy przecho-
dzacego w mowe nienawisci. Argentynski wiek XIX to bowiem czas, gdy przeciw-
nikéw czesto oceniano z punktu widzenia stereotypu, rozgrywajac politycznosé
kategoriami moralnymi i religijnymi. Opierano sie wtedy mocno na rozroznie-
niach ,,my” i ,oni” oraz ,cywilizacja” i ,barbarzynstwo”, definiowanych w katego-
riach polityczno-moralnych.

SLOWA KLUCZOWE. Argentyna, cywilizacja, komunikacja publiczna, mowa niena-
wisci, prawo konstytucyjne, retoryka moralnoéci

1. Cechy jezyka debaty publicznej

Debata publiczna czesto cechuje sie wysoka temperatura wypo-
wiedzi, za$ jezyk wrogosSci, zdaniem Moniki Nowickiej (2013), to taka
forma komunikacji, ktora kladzie duzy nacisk na negatywne oraz arbi-
tralnie przypisane cechy przeciwnika — zewnetrzne i czesto pozorne —
a jednak przez aktorow tego dyskursu traktowane jako cechy wrodzo-
ne. Mimo ze jest to raczej zjawisko marginalne, coraz cze$ciej staje sie
obecne w mediach. Jak zaznacza autorka, to sami uczestnicy dyskursu
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wyznaczaja standardy, ktérym powinni podlega¢ i zwykle oceniaja
wypowiedzi innych uczestnikow.

Nowicka przypomina za innymi autorami, ze dyskurs publiczny
cechuje sie wlasnym slownictwem, typem argumentacji i stylu i mimo,
iz wypowiedzi publiczne z reguly s rozwazne, przemyslane i uargu-
mentowane, to dyskurs publiczny ma wspoélcze$nie coraz wiecej cech
tzw. jezyka ulicy, przyjmujac ,retoryke ostrego konfliktu” (2013: 112—
113). Trudno potem, jej zdaniem, rozgraniczy¢ publiczne wypowiada-
nie sie i dyskusje o charakterze $wiatopogladowym, bo debata staje sie
sporem i autoprezentacja. Retoryce owego konfliktu przeciwstawia sie
retoryke kompromisu, ale strategia ta pozbawiona jest skuteczno$ci.
Jak zaznacza Nowicka (2013: 114—115, 119), dyskurs dzi§ moze wywie-
ra¢ wrazenie poprzez jezyk i dobor stow, gdy tymczasem prawidlowym
ksztaltem debaty publicznej powinny by¢ takie cechy jak: kompromis,
dialog czy porozumienie. Bowiem, jej zdaniem (Nowicka 2013: 127),
w nawigzaniu do koncepcji ,sfery publicznej” Jiirgena Habermasa (ur.
1929), istota w debacie jest w dazenie do porozumienia, nie za$ szu-
kanie napiecia miedzy ,,my” i ,oni”, czyli obrona prawdziwej albo uro-
jonej tozsamosci.

Polscy autorzy Ewelina Rogalska i Michal Urbanczyk (2017: 118,
przyp. 5) stwierdzaja, ze termin ,mowa nienawiSci” to narzedzie ma-
nipulacji i walki na polu ideologicznym, ktore uleglo upolitycznieniu.
Interesujacym przykladem takiej manipulacji jest poslugiwanie sie
wyrazami, ktorych odbiorca do konca nie rozumie, a ktére warto$ciuja
w sposOb negatywny. Rogalska i Urbanczyk w tym kontekscie przywo-
luja ,,model krzywdzacego jezyka” Laury Leets i Howarda Gilesa, opi-
sujacy sposob reakeji mniejszo$ci na mowe nienawisci: przygnebienie,
gniew, smutek, czasem nienawi$c¢ i zal (2017: 119, przyp. 7). Wedlug
tych badaczy, badania wskazuja na nienawi$¢ jako motywacje w kon-
tekscie opisu sytuacji kryminalnych, skierowanych nie do konkret-
nych ofiar, ale wigzacych sie z ich przynalezno$cia do danej grupy
(por. Rogalska, Urbanczyk 2017: 125).

Mowa nienawi$ci ma, po pierwsze, zdaniem wymienionych auto-
row, na celu zbiorowo$¢, a nie jednostke. Jesli nawet jest nakierowana
na konkretnego czlowieka, to redukuje go do roli ,typowego przed-
stawiciela grupy, ktorej rzekome cechy i motywy zostaja mu przypisa-
ne bez dyskusji”. Po drugie, mowa nienawisci jest kierowana przeciw
grupom naturalnym, biologicznym albo spolecznym (jezyk, obywatel-
stwo, religia, miejsce zamieszkania, zawod). Po trzecie za$, mowa nie-
nawidci operuje $wiatem wyobrazonym i ludzkimi ,wizerunkami”,
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wrecz awatarami, dodajmy, wyposazonymi w cechy stereotypowe
(por. i zob. Rogalska, Urbanczyk 2017: 126).

Omawiani i cytowani przez Rogalska i Urbanczyka autorzy, tacy
jak Sergiusz Kowalski, Magdalena Tulli i Anna Cegiela (2017: 118-119,
125), dookreslaja polski dorobek w dziedzinie studiow nad mowa nie-
nawisci, badajac jej cechy czy podajac definicje i repertuar formul.
Lzaca wypowiedz ma ponizaé, pokazywac pogarde i obrazaé, a czyni to
zwyczajowo poprzez obraze, kpine, drwine, zniewage, szyderstwo,
o$mieszenie, upokorzenie, grozbe, a niekiedy nawet dosadna krytyke.
Przywolywana przez autoréw (Rogalska, Urbanczyk 2017: 129) Jadwi-
ga Linde-Usiekniewicz dodaje jeszcze tzw. teorie relewancji, zgodnie z
ktéra mowa nienawiéci podburza do dyskryminacji wladnie ze wzgle-
du na przynalezno$¢ do okreslonej grupy pod wzgledem rasy, religii,
orientacji seksualnej, plci czy miejsca pochodzenia.

2. Ameryka Lacinska w czasie kolonialnym —
cechy lingwistyczne

Wielu autorow latynoamerykanskich usilowalo dookresli¢ specyfi-
ke jezykoznawcza obszaréw zamieszkalych przez ludno$¢ hiszpanska
w czasie kolonialnym. W XIX wieku szerokim echem odbita sie publi-
kacja projektu konstytucji argentynskiej Bases y puntos de partida
para la organizacién politica de la Repiiblica Argentina (1852), kto-
rego autor, Juan Bautista Alberdi (1810-1884), ukul wiekopomne ha-
slo: ,Gobernar es poblar” [Rzadzi¢ to zaludnia¢] (Alberdi 2017
/1852/: 91, 199 i nast.). Pisal, ze mimo niepodleglosci, mieszkancy
kontynentu nie sa nikim innym, jak Europejczykami urodzonymi
w Ameryce, niemajacymi niczego tubylczego, ani wygladu, ani krwi,
ani koloru skory. Nawet jezykiem, jakim sie postuguja, jest hiszpanski,
a ci ktérzy to neguja, sami musza przeklina¢ (maldecir) w obcym je-
zyku. Tak samo, jego zdaniem, religia chrze$cijafiska zostala przywie-
ziona przez cudzoziemcow (Alberdi 2017 /1852/: 91). Nie mozna uciec
od wzorcow cudzoziemskich — dowodzi Alberdi?, bo nawet konstytucje

1t Dla Grazyny Skapskiej systemy prawa sg kongruentne ze spoleczenstwami,
w jakich funkcjonuja. Spoleczenstwem nie da sie sterowaé, reformowact je, abs-
trahujac od lokalnych praktyk i schematéw poznawczych oraz ,wewnetrznej logi-
ki” systemu prawa danego spoleczenistwa. Ten szczeg6lny zwiazek spoleczenstwa
ijego prawa jest poddany analizie chociazby w studiach Niklasa Luhmanna (od-
wolaé sie warto do jego ksiazki z 1996 roku, Das Recht der Gesellschaft [Prawo
spoleczenstwa]). Na tej podstawie polska badaczka dowodzi, ze niepowodzeniem
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polityczne sa adaptacja europejskich systemow rzadzenia, czego do-
wodza przyklady europejskosci argentynskich uniwersytetow, nauk,
bibliotek, ksiazek, a nawet strojéw. I w dobrym tonie jest to, co euro-
pejskie: moda, elegancja, wygoda. Takze w jezyku, kiedy méwi sie
‘komfortowo’, ‘stosownie’, ‘dobrze’ czy ‘comme il faut’, uzywa sie
wowezas formul obcych kulturowo. W tym samym miejscu wspo-
mniany eseista przypomina o sklonnosci Argentynczykéw do wyda-
wania za maz swych corek raczej za angielskich szewcow niz araukan-
skich nastepcow tronu, a dzieje sie tak dlatego, ze w Ameryce wszyst-
ko, co nie jest europejskie, okreslane zostaje jako barbarzynskie i nie
ma innego podziahlu, jak ten na tubylcéw i Europejczykow (Alberdi
2017 /1852/: 92). Inny, péZniejszy argentynski pisarz i eseista Ezequ-
iel Martinez Estrada (1895—-1964), w swym klasycznym dziele socjolo-
gicznym Radiografia de la pampa (1933) twierdzi, opisujac konty-
nent amerykanski, ze jego odkrywcy mieli go raczej w wyobrazni,
aten $wiat, ktéry jawil sie jako wolny, musial przyja¢ formy pekne
ambicji i pychy (Estrada 1991 /1933/: 5).

3. Uwarunkowania historyczne Argentyny w XIX wieku

Argentynska badaczka Celina Lértora Mendoza (2008: 798) poda-
je, ze wicekrolestwo La Platy zostalo utworzone w 1776, czyli, dodaj-
my, w momencie, gdy kontynent opuscili juz jezuici (w 1776 r.), co
obejmowalo praktycznie caly Stozek Poludniowy (Cono Sur) konty-
nentu, od Boliwii po Ziemie Ognista. W czasie wojen napoleonskich
(1804-1815) hiszpanskie kolonie Ameryki Lacinskiej wpadly w rece
Brytyjczykow, a atak Napoleona Bonaparte na Hiszpanie w 1806 roku
stal sie znakomitym impulsem do odrzucenia zaleznoSci calego regio-
nu od Madrytu. Gdy w Buenos Aires zdetronizowano ostatniego wice-
krola Baltasara Hidalgo de Cisneros (1756—1829), ukonstytuowala sie
wtedy, jak podaja liczne Zrodla historyczne, swoisty triumwirat, czyli
junta zlozona z trzech liberaléw (Bernardino Rivadavia, Manuel Bel-
grano i Mariano Moreno), ktérzy pragneli wprowadzi¢ nowy model
panstwa. 25 maja 1810 r. — w dzien tzw. rewolucji majowej — utwo-
rzono autonomiczny rzad w Buenos Aires, ale — co wazne w historio-
grafii argentynskiej — sama deklaracja niepodlegloSci spisana zostala

koncza sie proby zewnetrznego sterowania procesami spolecznymi za pomoca
prawa (Skapska 2008: 57).
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dopiero 6 lat pézniej. Wtedy tez Buenos Aires utwierdzilo swa pozycje
stolicy i glownego o$rodka handlu i polityki.

Jak podaje badaczka meksykanska Marta Eugenia Garcia Ugarte
(2008: 138-139), wladze cywilne i ko$cielne w wiekszo$ci opowiedzia-
ly sie przeciwko ruchowi niepodlegloSciowemu, w przeciwienstwie do
wielu zakonnikéw i proboszczow, ktorzy z kolei z entuzjazmem wig-
czyli sie do walk wyzwoleniczych. Garcia Ugarte obserwuje swoisty
dualizm perspektywy politycznej w regionie La Platy, gdy, jej zda-
niem, do$¢ dlugo brakowato jednolitego dyskursu narodowosciowego.
Badaczka twierdzi, ze po zmianach rzadow domagano sie obsadzenia
diecezji biskupami, bo diecezje mialy wakaty.

Garcia Ugarte (2008: 145) zauwaza, ze skoro hiszpanscy wystan-
nicy do Rzymu sprzeciwiali sie mianowaniu nowych biskupéw, w Sto-
licy Apostolskiej zaistnial klincz decyzyjny i nowe narody amerykan-
skie znalazly sie w trudnym polozeniu, bez tymczasowego wsparcia
dla Koéciolow lokalnych. Papiez Pius VII oczekiwal powrotu do abso-
lutystycznych rzadéw krola Ferdynanda VII, uwiezionego wowczas we
Francji, a po uchwaleniu liberalnej Konstytucji z Kadyksu (1812) za-
czeto uwazniej obserwowacé sytuacje w Ameryce. W 1820 r. Rzym wy-
stal komisje apostolska, w sktad ktorej wszedt przyszly papiez Pius IX,
ale misja tego gremium sie nie powiodla. Autorka dowodzi, ze pierw-
sze nominacje biskupie w La Placie nie nastgpily predko (pierwszym
biskupem tej diecezji zostal mianowany przez papieza Grzegorza XVI
w roku 1898 Mariano Antonio Espinosa), bo — dla poréwnania —
pierwszych szeSciu biskupéw Meksyku okresu po ogloszeniu niepod-
legtoéci zostato wyznaczonych juz w roku 1831.

Z kolei, Lértora Mendoza (2008: 789—791) pisze, ze okres niepod-
legtoéci dat poczatek konfliktom i rywalizacji miedzy liderami poli-
tycznymi. Z dwunastu intendencias (wladz miejskich) poczatkowej
federacji, nowe wladze niepodleglo$ciowe w Buenos Aires zostaly
uznane przez zaledwie trzy (Buenos Aires, Céordoba de Tucumaén i Sal-
ta). Zaczely sie nastepnie proby scalania tego ogromnego terenu,
z rzadka zamieszkanego i w ten sposob, w 1816 r., utworzono Zjedno-
czone Prowincje w Ameryce Poludniowej (Provincias Unidas en Sud
Ameérica), ale lokalne frakcje odrzucaly projekty konstytucyjne z cen-
trum (od unitarios), zaproponowane w 1819 i 1826 roku. Gdy w 1827
roku prezydent Bernardino Rivadavia (u wladzy 1826-1827) zostal
zmuszony do ustgpienia, do 1853 r. nie bylo konstytucyjnego rzadu
centralnego, a kazda prowincja miala swoj wlasny w Buenos Aires,
a ten stoleczny reprezentowatl kraj na arenie miedzynarodowe;.
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Poczawszy od mniej wiecej 1820 roku sily caudillos (wlascicieli
ziemskich z prowingji interioru i Buenos Aires) staraly sie zdomino-
waé formujace sie panstwoz2. Jak relacjonuje Ricardo E. Rodriguez
Molas (1982 /1968/: 160), dlugotrwale rzady, jakie sprawowal cau-
dillo Juan Manuel de Rosas (u wladzy w latach 1829-1832 i 1835—
1852), nie cechowaly sie praworzadnosScia. Stopniowo zdobyl on po-
zycje dyktatora i stal sie reprezentantem interesow wielkich wias-
cicieli hacjend oraz rzecznikiem milicji wiejskich (montoneros)s.
A w1852 r. armia Rosasa zostala pokonana przez wojsko generala
José Justo Urquizy, a wtedy Rosas uciekl do Anglii, gdzie, w Sout-
hampton umart w 1877 roku.

Wreszcie, konstatuje Lértora Mendoza (2008: 789), w 1853 roku
Kongres Konstytucyjny uchwalil ustawe zasadnicza dla calej Konfede-
racji Argentynskiej, a jej autorem intelektualnym byl Juan Bautista
Alberdi. Stolica stalo sie woéwczas miasto Parand. Buenos Aires w re-
akcji na to podzielito sie i uniezaleznilo jako stan az do roku 1862,
kiedy definitywnie dolaczylo do reszty prowincji. Po reformie konsty-
tucyjnej, Buenos Aires zostalo stolica panstwa.

Kluczowym i tragicznym czasem dla calego basenu rioplatenskie-
go byla Wojna Tréjprzymierza (1864—1870), gdy polaczone sily brazy-
lijskie, argentynskie i urugwajskie zaatakowaly i okupowaly Paragwaj.
Ta dewastujaca kraj wojna doprowadzila do ruiny i wyniszczenia bio-
logicznego narodu paragwajskiego. Znamienny byl jednak stosunek
hierarchii ko$cielnej do tych wydarzen o tak przelomowym znaczeniu
dla calego kontynentu i ukladu sil w regionie. Garcia Ugarte, powotu-
jac sie na ustalenia Enrique Dussela, dowodzi wrecz, ze dostojnicy
koScielni potrafili usprawiedliwi¢ te wojne i nawolywaé wrecz do zla-
czenia razem miloSci do Boga, do ojczyzny z obowigzkiem oddania

2 Alberdi pisze, ze podzial na czlowieka miasta i czlowieka wsi jest falszywy i jako
taki nie istnieje. Na dowdd podaje postaé dyktatora Juana Manuela de Rosasa,
ktory nie rzadzil za pomoca gauczow, ale przy pomocy ludzi miasta, a gléwni uni-
tarios (jego przeciwnicy polityczni) byli ludZmi wsi, a z kolei ludzie Rosasa byli
wyksztalceni w mieScie. Tak samo system policji zwany Mazorca nie by} tworzo-
ny przez gauczow. Jedyny podzial, jaki dopuszcza Alberdi, to ten na ludzi
z wybrzeza (hombre del litoral) i ludzi z glebi ladu (hombre de tierra adentro
o mediterraneo) — bardzo gleboki i rzeczywisty podzial (2017 /1852/: 41).

3 Unitarios chcieli silnej wladzy stolicy Buenos Aires, a federales byli skupieni
wokot dyktatora Juana Manuela de Rosas i wzywali do utworzenia luznej federa-
¢ji autonomicznych prowingji.
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zycia za nieprzyjaciot (2008: 153), w zwigzku z czym biskupi i kapela-
ni namawiali zolierzy do tego, aby walczy¢ i gingé w tej shusznej
sprawie4.

4. Stlowa kluczowe w debacie publiczne;j
4.1. Wolnos¢

Prawdopodobnie najczesdciej stosowanym slowem w dziewietna-
stowiecznym dyskursie politycznym Argentyny jest ‘wolno$¢’, odmie-
niana zreszta przez najrozmaitsze przypadkis. Juz od poczatku epoki
romantycznej, jej promotor rioplateniski i pisarz polityczny Esteban
Echeverria (1805-1851), wigzal ja Scisle z my$la religijng i widzial jej
nieodzowno$¢ w przestaniu kerygmatycznym¢. Pisal w IV rozdziale
Dogma socialista (1837), ze gdy wybiera sie Ewangelie, czyli samo
Dobro, to osiagnie sie ,niepodleglo$¢ rozumu” i wolno§é sumienia,
poniewaz wolno$¢ polega glownie na prawie do rozeznawania i doko-
nywania wyboréw (Echeverria 2001 /1948/: 18). Gdy dokona sie
zniewolenia wolno$ci sumienia, to wtedy bedzie praktykowany kult,
ale serce zaprze sie samo siebie i zachowa wolno§¢ w swym nienaru-
szalnym sanktuarium. O ile wolno$¢ sumienia jest prawem jednostki,
o tyle wolnoé¢ kultu stanowi prawo wspolnot religijnych, za$ gdy uzna
sie wolno$¢ sumienia, to sprzecznoscig sie stanie nieuznawanie wol-
nosci kultu, poniewaz jedno stanowi aplikacje drugiego (Echeverria

4 Jako wlasny komentarz mozemy dodac, ze w czasie owej wojny z tzw. Trojprzy-
mierzem argentynsko-brazylijsko-urugwajskim to Brazylia stala sie hegemonem
gospodarczym, a Wielka Brytania tylko wykorzystala moment, by utrzymac do-
minacje na obszarze dzisiejszego Urugwaju, poddajac pod swoj zarzad cale do-
rzecze La Platy i wyspy Falklandy. W rozwoju panstwowo$ci kraju istotng data
jest jeszcze rok 1879, czyli poczatek tzw. Wojny o pustynie (Guerra del Desierto),
gdy general Julio A. Roca (dwukrotnie jako prezydent, u wladzy w latach 1880—
1886 oraz 1898-1904) dokonuje podboju rdzennych plemion indianskich i prze-
suwa granice na poludnie, a p6zniej sam zostaje wybrany prezydentem.

5  Warto zauwazy¢, ze w terminologii chrzeécijanskiej wolnoé¢ dotyczy dawania
przez czlowieka odpowiedzi Bogu i to Biblia wyznacza droge do prawdziwej wol-
noéci. W Starym Testamencie (ST) to Jahwe wkracza, by uwolni¢ czlowieka, na-
tomiast w Nowym (NT) — laska Chrystusa zapewnia wolno$¢ wszystkim (Slownik
teologii 1994: 1098).

6 Kerygma, kerygmat to oredzie zbawienia dokonanego i objawionego przez Boga
w Jezusie Chrystusie. W nowozytnej egzegezie oznacza gléwnie apostolskie prze-
powiadanie w KoSciele pierwotnym. Z kerygmatu zrodzily sie ewangelie (Nowy
stownik 2017: 424).
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2001 /1948/: 18). Zadna wiekszoéé, zadna partia czy zgromadzenie
nie maja prawa atakowaé prawa naturalnego’ i powierza¢ kaprysowi
jakiego$ czlowieka bezpieczenstwo, wolno$¢ i zycie wszystkich. Narod,
ktory tego dokonuje, jest niespelna rozumu, poniewaz postuguje sie
prawem, jak uwaza Echeverria, ktore nie nalezy do niego i poniewaz
sprzedaje to, co nie jest jego — wolno$¢ pozostalych; staje sie niewol-
nikiem, bedac wolnym dzieki prawu Bozemu i ze swej natury (2001
/1948/: 6). Wynika zreszta z tego kwestia rownosci spolecznej, ktora
podsumowa¢ mozna sformutowaniem: ,, Kazdemu czlowiekowi wedlug
jego zdolnosci, kazdemu czlowiekowi wedlug jego dziel”. Echeverria
stwierdza, iz ze wzgledu na prawo Boze i ludzkoéci wszyscy ludzie sa
wolni, a wiec, wedlug jego opinii, wolnoé¢ jest prawem posiadanym
przez kazdego czlowieka wykorzystanym dla umiejetnosci w osiaga-
niu dobra i wybierania $rodkéw, ktére moga mu postuzyé do tego
celu (2001 /1948/: 15).

Konstytucje argentynskie uwypuklaja stwierdzenie, ze ,katalog
praw”: wolnosci, rownos$ci, bezpieczenstwa i wlasnosci ma, oprocz
transcendentalnego, takze pochodzenie wprost z deklaracji francu-
skich konstytucji z 1791 i 1793 roku (Constituciones argentinas
2015: 7, dalej — CA). Juan Bautista Alberdi, ktérego mozemy zwac
ojcem calego ustawodawstwa argentynskiego, w swych projektach
stawial mocno na wolno$é¢ jako atrybut wyzwolenia spod dominacji
hiszpanskiej. Jedno, jak widaé, nie moze istnie¢ bez drugiego. Jak
zwraca sie uwage, Kongres Argentynski z 1826 r., reprezentujacy jesz-
cze pierwsza epoke konstytucjonalng, stawial na dwa hasta przewod-
nie: niepodleglos$¢ i wolnosé (Alberdi 2017 /1852/: 135). Sam Alberdi
definiowal wolno$¢ w spos6b znacznie bardziej absolutny, twierdzac,
ze to sztuka, pewien nawyk, ale i otrzymane wychowanie, ktore nie
spada z nieba ani nie jest wiedza wlana (2017 /1852/: 175). Widzimy
wiec, ze dla tego prawnika wolnos$¢ jest raczej zadaniem, sprawg do
wykonania i obrony, a wiec rzecza zadana. W projekcie Alberdi oma-
wia przywileje obcokrajowcow (artykul 21), od razu stwierdza, ze nie
powinno by¢ zadnego uprzywilejowania w tej kwestii. Wszyscy ciesza

7 Xavier Leon-Dufour przypomina, ze wyrazenie ‘prawo naturalne’ ,nie istnieje
jako takie w PiSmie $§w., lecz rzeczywisto$¢, ktoéra oznacza, znajduje sie tam bar-
dzo wyraznie, cho¢ do jej stwierdzenia dochodzi sie w ré6zny sposob” (Stownik
teologii 1994: 769). Katechizm Kosciola katolickiego przypomina tez, ze dopusz-
czalne sg wszelkie ustroje polityczne, ale pod warunkiem zachowywania tegoz
prawa naturalnego. Ustroje o naturze sprzecznej z nim ,nie moga urzeczywist-
nia¢ dobra wspolnego narodéw, ktérym zostaly narzucone” (Katechizm 1994:
kan. 1901).
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sie rownymi prawami, mogg ich uzywac i posiadaja tez obowiazki, ale
powinni by¢ wolni od przymusowych pozyczek czy wojskowych obcia-
zen. Potwierdza sie, ze obywatele ciesza sie calkowita wolnoscia su-
mienia, mogac budowa¢ swe kaplice w dowolnym miejscu kraju (2017
/1852/: 237). Z kolei przedstawiciele polityki argentynskiej deklaruja,
ze promowac beda i broni¢ takich wartoSci jak: sprawiedliwo$é¢, pokdj
wewnetrzny i wolno$¢ (2017 /1852/: 128, 234).

Cho¢ od roku 1825 istnieje wolno$¢ kultu w Buenos Aires, to Al-
berdi postuluje, aby to prawo rozszerzy¢ na cala Republike, co zreszta
stalo sie pozniej, gdy, regulujac wspolprace wladz cywilnych z kos$ciel-
nymi, prezydent Bernardino Rivadavia ograniczyl znacznie wplywy
Ko$ciola katolickiego. Mialo to stuzy¢ znacznie chetniejszemu osiada-
niu sie przybyszéw z Europy, reprezentujacych przeciez r6zne wyzna-
nia. Konfrontujac prawo religijne z kolonialnym Cédigo de Indias (od
1680 r.), ktore zapewnialo dominacje katolicyzmu, Alberdi widzi po-
trzebe zerwania z kopiowaniem tej legislatury, co ma by¢ cechg nowo-
czesnego ustawodawstwa, a uzasadnieniem dla tego kroku jest obale-
nie dawnego rezimu przynoszacemu wpierw wiele korzysci katolikom
z czasow Konkwisty, ale szkodzi 6wczesnemu szerokiemu spojrzeniu
na nowy lad amerykanski (2017 /1852/: 70, 102).

4.2. Religia

Juz po Soborze Trydenckim (1545-1563) z Rzymu plynely wnios-
ki, aby nauczaé¢ w jezykach tubylczych, stad wzrost znaczenia kazan,
za$ krolewskie edykty nakazywaly, aby gloszacy byli szczegblnie
uwazni na to, co méwig. Chodzilo o to, aby z pulpitow kaznodzieje
zwalczali zwlaszcza grzechy publiczne i skandale, przez co kazanie
stawalo sie potezng i bardzo uzyteczng bronig, ktoéra nalezalo jednak
postugiwaé sie z rozwaga, aby przypadkiem nie wywola¢ niepozada-
nych skutkow, powodujacych na przyklad popadniecie w nielaske
u jakiego$ przedstawiciela wladzy. Juz od $redniowiecza wiedziano, ze
surowe byly kary dla zakonnikéw, ktoérzy publicznie krytykowali mo-
narche lub rodzine krolewska. Tym bardziej starano sie, by czeste
przepowiadanie szlo w parze z ostroznoscia, aby nie zaklécalo spokoju
potrzebnego do owocnej kolonizacji i podboju (Mariluz Urquijo 2006:
192—193). Karol III w 1766 roku wydal nawet dekret (real cédula),
w ktorym kladl nacisk na to, by duchowni skupili sie przede wszyst-
kim na wzbudzaniu w ludzie miloSci i szacunku do wladcow, co sta-
nowilo ,powazng materie sumienia” (un punto grave de conciencia)
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(Mariluz Urquijo 2006: 194). W koncu jednak ten wymagajacy dusz-
pastersko obszar wydal pewne owoce, ale ciaggle bariera ignorancji
byla duza. O$wieceniowy podroéznik i naukowiec hiszpanski Félix de
Azara utrzymywal w swym dziele Memorias sobre el estado rural
(Madrid 1847: 4—11), ze w kwestii religii katolickiej gauczowie znaja
jedynie jej nazwe, za§ w XVII wieku nietrudno bylo znalezé auten-
tycznych pogan czy heretykow ignorujacych nauke Ko$ciola katolic-
kiego. Tak naprawde, podkresla Ricardo Rodriguez Molas, cytujac
wspomnianego eksploratora, ze miedzy poganami a wie$niakami ob-
szaru La Platy istniala wrecz ,znikoma réznica” [poquisima diferen-
cia] miedzy ludzmi z prowincji a poganami (Rodriguez Molas 1982
/1968/: 104).

Inicjator i koryfeusz mysli liberalnej La Platy, Echeverria podkre-
§la dziewietnastowieczna tendencje w mysleniu o dominujacej roli
religii jako takiej, zwlaszcza w jej funkcji stabilizujacej spoleczenstwa.
Jesli zatem jaka$ religia badZ kult dazylyby do tego, by publicznie,
bezposrednio czy na pi$mie rani¢ moralno$¢ spoteczng i zaklocaé po-
rzadek, to powinno$cig rzadu jest aktywne dzialanie, aby ukrocié ich
samowole, jak pisze w czwartym rozdziale Dogma socialista
(Echeverria 2001 /1948/: 19). Dla niego dogmat religii dominujacej
nie jest sprawiedliwy i zagraza rowno$ci, poniewaz wyrzuca poza na-
wias spoleczny tych, ktorzy nie wyznaja jednej wiary, pozbawiajac ich
praw naturalnych, ale tez i nie zdejmujac z nich ciezaréw socjalnych.
Wszelka religia, dodaje Echeverria, uwydatnia sie poprzez kult, bo to
on jest widzialng cze$cia manifestacji religii i podobny jest stowu sta-
nowigcemu konieczne przedtuzenie i element my$li.

Religia dla tego eseisty to milczacy pakt miedzy Bogiem a ludzkim
sumieniem, przez co tworzy sie duchowa wiez laczaca stworzenie
z jego Tworca. W zwiazku z tym czlowiek musi nakierowac¢ swa mysl
ku Bogu w sposob i to tylko B6g moze byé¢ jedynym sedzig mogacym
0sadzié czyny wynikajace z sumienia. Zadna witadza ziemska, podkre-
§la pisarz argentynski, nie moze uzurpowac tej prerogatywy, poniewaz
sumienie jest wolne (Echeverria 2001 /1948/: 18). Dlatego tak wazna
jest wolno$§¢ sumienia, ktéra nigdy nie bedzie zgodna z dogmatem
religii panstwowej. Echeverria podkresla w dalszej czeSci swego wy-
wodu, ze zadna religia nie moze by¢ sponsorowana przez panstwo, ale
raczej wszystkie powinny by¢ na réwni szanowane i chronione, gdy
ich moralno$¢ nie wykracza poza pewien kanon, a kult nie zakloca
porzadku publicznego (2001 /1948/: 19). Pada w tym konteksScie na-
wet i na dzisiejsze czasy termin tolerancja, ale odnosi sie stricte do
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kultow i religii. W tym samym miejscu eseista argentynski podkresla
role ludzkiego ducha, ktéry — bedac niezniszczalnym elementem —
stanowi dar od Boga w postaci zycia, wiec religia jest jakby przedluze-
niem wolnoSci zadanej istocie ludzkiej (Echeverria 2001 /1948/: 19).

W kwestii slug Kosciota peligcych publiczny kult, od poczatku
panstwowosci argentynskiej stawia konkretne wymagania i oczekuje
minimum poshuszenstwa. Kaplan jako minister odpowiedzialny za
kult8, pelni obowigzek publiczny, a jego misja jest ,moralizowanie”
(moralizar), gloszenie braterstwa, milo$ci milosiernej (caridad), czyli
prawa do pokoju i miloécio. Kaptan budzacy namietnosci i prowokuja-
cy zemste, staje sie bluznierca. To dla dookreslenia funkeji spolecznej
kaplana, Echeverria cytuje Ewangelie i jej passus z Ewangelii wedhug
Mateusza: ,Milujcie waszych nieprzyjaciol” (Mt 5, 44, wszystkie cyta-
ty za Pismem Swietym — Bibliq Tysiqclecia 2003) — i tak powinno
czyni¢ stowo kaplana (Echeverria 2001 /1948/: 19).

Niekiedy duchowni daja zly przyklad, o czym pisal mysliciel i esei-
sta socjologiczny Ricardo Rodriguez Molas (1930—2006) w swej Hi-
storia social del gaucho (1968), wskazujac na pewne opinie z wcze-
$niejszych lat. Duchowni na prowincji wrecz zawladneli sumieniami —
zauwazal — stajac sie niegodnymi religii tak bogatej w meczennikow
wiary, poniewaz rozpropagowali najbardziej ,wulgarne zabobony”,
ajest to tym bardziej skandaliczne, gdyz wiejski ksiadz jest prawie
zawsze absolutnym i nieomylnym autorytetem w regionie (1982
/1968/: 284).

Ustawodawstwo argentynskie nie podaza z poczatku jednak tym
tokiem rozumowania i na przyklad konstytucja z 1819 roku, w artyku-
lach 1 i 2 deklaruje, ze ,Religia Katolicka, Apostolska, Rzymska jest
Religig Panstwa (...)” (CA 2015: 7). W omoéwieniu konstytucji argen-

8  Zgodnie z dzisiaj obowigzujacymi katolikdw wytycznymi biblijnymi, kaptanstwo
wigze sie $ciSle z ustanowionym przymierzem. W ST sluzy umacnianiu wiezi po-
miedzy Bogiem a Jego ludem (Izraelem), zas§ w NT oparte jest na nowym kaplan-
stwie Posrednika Chrystusa i wypekia obietnice Starego Prawa dzieki jedynemu
i wiecznemu posrednikowi (Nowy stlownik 2017: 412 1 415).

9 W dokumentach argentynskich pada kilkukrotnie pojecie ‘mito$¢’, zwlaszcza
w kontekécie uchwalenia sprawiedliwych praw, zgodnych z prawem Bozym
i Ewangelia. Wolnos¢, ktéra jest odpowiednikiem braterstwa, zostala ubdstwiona
przez Chrystusa poprzez Jego krew, a prorocy ja uswiecili przez meczenstwo, ale
wtedy czlowiek byl slaby, bo zyl dla siebie samego i tylko z soba, gdy nie istniala
woweczas ludzko$¢ w rozumieniu zgodnoéci rodziny ludzkiej. Wtedy tez, jak pisze
wspomniany eseista, doszli do wladzy ,tyrani i egoiéci” (Echeverria 2001
/1948/: 12).
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tynskiej z 1826 roku cytuje sie stowa Alexisa de Tocqueville (1805—
1859), ktdory w tej kwestii mial trafng, aczkolwiek bolesna diagnoze, ze
narody nienawidza tyrana, ale stwarzaja tyranie i w ciggu prawie
¢wiercwiecza, z malymi przerwami, te Zjednoczone Prowincje staly sie
dowodem na prawdziwo$¢ powyzszych stow (CA 2015: 43).

W artykule 3 konstytucji z roku 1826 takze podkresla sie uprzy-
wilejowana role religii katolickiej, ktora szczegoblnie ma sie chronic¢
ustawowo, a mieszkancy maja by¢ w najwyzszym stopniu szanowani
bez wzgledu na wyznawana wiare (CA 2015: 47). Z kolei artykutl 70
konstytucji z tego samego roku zapewnia, ze prezydent przysiegajac
przy objeciu swego urzedu, na rece przewodniczacego Senatu a takze
w obecno$ci obu zebranych Izb przyrzeka, ze chroni¢ bedzie religie
katolicka, zachowa integralno$¢ i niepodleglo§é Republiki i wiernie
przestrzegaé bedzie Konstytucji (CA 2015: 54). W artykule 125 tego
samego dokumentu zaznacza sie, ze prezydent ma poddawac kontro-
li bulle i inne dokumenty Stolicy Apostolskiej i podejmowac decyzje
o ich publikacji. Wida¢ wiec juz nieufno$¢ wzgledem pozycji Koscio-
la, uwidoczniona w jezyku tego najwazniejszego dokumentu (CA
2015: 60).

W projekcie konstytucji z 1853 roku Alberdi przestrzega przed
bezrozumnym przyswajaniem doktryny przez mlodziez. Zacheca ja do
aktywnosSci, by przez ubo6stwo i lenistwo nie traktowala religii jako
zbioru abstrakcji. Ciekawe jest, ze ta mlodziez, tak wychwalana za
swoj liberalizm i umilowanie wolno$ci (patrz np. esej Ariel José En-
rique Rod6 z roku 1900), w ujeciu ojca konstytucjonalizmu argentyn-
skiego moze by¢ wiedziona ku zepsuciu (corrupciéon) poprzez umito-
wanie wygod. Na przyklad takie kraje jak Wielka Brytania i Stany
Zjednoczone wiaénie doszly do wysokiego poziomu moralnoéci reli-
gijnej poprzez przedsiebiorczosé (Alberdi 2017 /1852/: 21).

Argentyna nie posiada jednak, pomimo dobrze funkcjonujacych
wladz, jakiego$ spojnego typu panstwowosci. Wlasnie w tym ujednoli-
ceniu — zwlaszcza moralnym — pisarz upatruje sily kraju — spéjnosci,
monolityczno$ci, co zdaja sie by¢ sila sama w sobie. Nawet scalenie
narodu pod hastami religii czy moralnosci wydaje sie lepszym pomy-
stem niz liberalizm i samowola w my$leniu. Zalozenia panstwowosci
Argentyny sg wrecz idealne — lamentuje Manuel Martinez Estrada —
ale daleko im do ,prawdziwej rzeczywistos$ci” (1991 /1933/: 116).

Joel Lorenzatti, autor wnikliwej biografii prezydenta i pisarza ar-
gentynskiego Domingo Faustino Sarmiento (1868-1874), podkresla,
ze naczelng ideg tego eseisty bylo przesSwiadczenie, ze na tak rozle-
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glym obszarze, jakie stanowily prowincje Argentyny, bylo sprowadza-
nie religii do kampanii duszpasterskich czy religii naturalnej. Co cie-
kawe, dla Sarmiento chrzeScijanstwo funkcjonowalo nieco na zasadzie
takiej, jak jezyk hiszpanski — w formie tradycji utrwalonej przez wieki
(Lorenzatti 2008: 14).

Taki negatywny obraz religii widoczny jest na prowincji tego ciagle
zbyt rozleglego terytorium. Z kolei Echeverria, reprezentant tego sa-
mego nurtu spoteczno-politycznego liberalnego w Argentynie roman-
tycznej, dodaje, ze jako panstwo, nie moze ona posiada¢ jednej tylko
religii, poniewaz pozbawiona jest, jako twor abstrakcyjny, wlasnego
sumienia (Echeverria 2001 /1948/: 19). Ta personifikacja panstwa
staje sie charakterystyka romantyzmu i jezykoznawcza niespodzianka.

Kaplan w swej funkgeji spolecznej, kontynuuje w swym manifescie
Echeverria, musi glosi¢ tolerancje, a nie prze§ladowanie wymierzone
w obojetnosé czy bezbozno$¢, a stosowanie przemocy rodzi rzesze
hipokrytéw, a nie wierzacych oraz rozpala fanatyzm czy wojny. Jak
mozna wywnioskowac¢ z tych sléw, wyraznie pobrzmiewa w nich duch
o$wieceniowy ze sformulowaniami stawiajacymi na piedestal wolnosé
jednostki i krytycyzm poznawczy — te iScie kartezjanskie zasady
(Echeverria 2001 /1948/: 19—20). Kaplan to przeciez obywatel,
a funkcja dydaktyczna nakladana na niego, to echo OS$wiecenia, tak
spbznionego na tym kontynencie.

Imie Boga jako gwaranta spolecznego nie raz pojawia sie w usta-
wodawstwie argentynskim. W swym projekcie Alberdi, w artykule 19
na przyklad, proponuje, aby prywatne dzialania ludzkie w ogole nie
obrazaly porzadku i moralno$ci publicznej, a nie szkodzac osobie trze-
ciej, sa zarezerwowanymi jedynie dla Boga i nie podlegaja wladzy
urzedniczej'o. To jasne rozstrzygniecie, stawiajace na wolno$é sumie-
nia i dzialania indywidualnego, doprecyzowane zostaje tym, ze zaden
mieszkaniec Konfederacji nie moze by¢ zmuszony do czynienia tego,
czego nie nakazuje prawo, ani pozbawiony tego, czego ono nie zakazu-
je (Alberdi 2017 /1852/: 25, 232, 236).

W artykule 77 widzimy uzupelnienie do formuly przysiegi sklada-
nej wezedniej przez nowo wybranego prezydenta, ktory juz przyrzeka
na Boga i Ewangelie, ze pehi¢ bedzie swdj urzad zgodnie z regulami
konstytucji i kierujac sie lojalnoécia oraz patriotyzmem, a jesliby tego
nie czynil, to podlega osadowi Boga i Konfederacji (Alberdi 2017

10 Wiadza, w my$l Katechizmu, to ,upowaznienie, na mocy ktérego osoby lub insty-
tucje nadaja prawa i wydaja polecenia ludziom oraz oczekuja z ich strony postu-
szenstwa (Katechizm 1994: kan. 1987).
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/1852/: 245, zob. CA 2015: 218). Prezydent Argentyny ma nawiazywaé
do prawa tzw. patronatu (ley de patronato), typowego dla czasu Ko-
lonii: wykonuje prawa patronatu narodowego, gdy chodzi o propono-
wanie biskupéw do objecia koSciotow katedralnych (art. 82) oraz re-
widuje dokumenty papieskie w zgodzie z wytycznymi Sadu Najwyz-
szego, a gdyby chodzilo o wytyczne stale, domagaé sie ma uchwalenia
odpowiedniego do tego prawa (art 9) (Alberdi 2017 /1852/: 249).

4.3. Moralnosé

Z zestawu nieodzownych slow potrzebnych do nakreslenia zasobu
ideowego ustawodawstwa argentynskiego w XIX dorzucamy kolejny
termin: ‘moralno$¢’, w swym ulubionym przez mys$licieli wariancie,
‘moralnoéci publicznej*. Jak zaznacza Manuel Martinez Estrada,
z braku kontroli bycie chrzeécijaninem bylo postrzegane przez ucie-
miezone ludy tubylcze jako brak moralnosci, bo chrzescijanin zawsze
byt zdrajca, krzywoprzysiezca, pozbawionym moralno$ci czy godnosci.
Nawet katolik obiecywal pokdj, odszkodowania i szacunek; obiecywal
szanowa¢ zycie i przyjazn, a potem z wszystkiego kpil. Ta relacja nie-
rownosci miedzy ludnos$cig tubylcza a chrzescijanami bardzo katoli-
kom zaszkodzila i postawila ich w bardzo zlym $wietle na setki lat.
Byla mozliwa przyjazn miedzy nimi, ale obie strony zbyt réznily sie
miedzy soba. Co wiecej, ich wiezi byly udawane, prze co Indianie zaw-
sze mieli gorzej w owej konfrontacji kulturowej (Martinez Estrada
1991 /1933/: 21).

Esteban Echeverria jest prze$wiadczony, ze czlowiek w swym ser-
cu posiada zalazki dobrych obyczajow (Echeverria 2001 /1948/:
rozdz. X. 12), a sklania¢ maja go do tego rozmaite dziedziny: polityka,
filozofia, religia, sztuka, nauka, przemyst — wszystko. Cala intelektu-
alna i materialna praca czlowieka powinna by¢ nakierowana na bu-
dowanie imperium demokracji, co zapowiada cytowany Esteban
Echeverria. Autor widzi r6znice miedzy spoleczenistwem religijnym
a cywilnym. Punktem dojScia jest tu rzeczywisto$¢ ziemska lub poza-
ziemska, co wplywa na dwojaki charakter tych $wiatow. Tyrani bo-

1 Gdy czlowiek dziala w sposéb $wiadomy, jest (...) ojcem wlasnych czynéw.
Czyny ludzkie, to znaczy czyny wybrane w spos6b wolny na podstawie sadu su-
mienia, moga by¢ kwalifikowane moralnie. Sa dobre albo zle” — co przypomina
skrétowo Katechizm (1994: kan. 1749, podkre§lenie — KKK) — wskazujac, ze mo-
ralno$¢ zalezy od przedmiotu, celu (intencji) i okoliczno$ci dzialania. Sa to ele-
menty konstytutywne moralnoéci czynéw ludzkich, ich ,zrédla” (kan. 1750).
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wiem zostali wcze$niej odpowiednio wyuczeni stosunkéw z religia,
wiec od nich rodzil sie nieczysty alians miedzy wladza a ottarzem. Ese-
ista przypomina, ze nie do panstwa przynalezy prawo ,reglamentowa-
nia wierzen” (reglamentar las creencias), poniewaz ta postawa jest
stawianiem sie miedzy Bogiem a ludzkim sumieniem, gdy tymczasem
chodzi o to, aby strzec konserwatywnych zasad spoleczenstwa, posia-
dac¢ i chroni¢ moralnos$é spoleczna (Echeverria 2001 /1948/: 18—19).

Spoteczna warto$¢ religii jest nie do przecenienia — to moralny
fundament, na ktérym opiera sie cale spoleczenstwo, na wzoér owej
biblijnej drabiny, po ktorej do nieba wstepowali i zstepowali aniolowie
(Echeverria 2001 /1948/: rozdz. IX). Tak obrazowo i biblijnie umoty-
wowana alegoria zycia spolecznego nawigzuje do klasycznego tekstu
z Ksiegi Rodzaju (Rdz 28, 10-19) i jednoznacznie wskazuje na wage
pojecia religii w zelaznym zasobie leksykograficznym ustawodawcow
argentynskich pierwszej doby po odzyskaniu niepodlegtosci.

Echeverria, autor najbardziej skoncentrowany na przestrzeganiu
waloréw moralnych w zyciu publicznym i zorientowany na katoli-
cyzm, pisal, aby wszystkie instytucje spoleczne nakierowaly sie na cel
polepszenia intelektualnego, fizycznego i moralnego najliczniejszej
inajubozszej klasy'2, poniewaz moralno$¢ jest skutkiem wytezonej
pracy, celem dalekosieznym dla wielu dziedzin kultury, sztuki czy my-
§li ludzkie;j.

Do moralno$ci maja zmierza¢ wszystkie dziedziny, bo wla$nie mo-
ralnoé¢ w panstwie stanowi gwarancje harmonii serc i umystow, badz
Scislg jedno$¢ wszystkich czlonkéw rodziny argentynskiej. Nie ulega
wiec watpliwos$ci, ze moralno$¢ jest budulcem demokracji, panstwo-
wosci i tworzy wiezi spoleczne owocujace demokracja. Wyjasnienie
tego wydaje sie naszemu autorowi latwe — to demokracja jest central-
na jedno$cia, jaka poszukujemy poprzez fuzje wszystkich postepo-
wych doktryn i to na niej ogniskuja sie wszystkie zadania i mysli Ar-
gentynczykow (Echeverria 2001 /1948/: rozdz. XII. 14). Nie ma wo-
bec tego przesady w utozsamianiu moralnoéci z gwarancja demokra-
cji, a brak tej pierwszej, to tworzenie otwartych wrot dla tyranii.

12 7 pojeciami takimi jak ‘nardd’, ‘narodowos¢’, ‘mniejszos¢ etniczna’ Scisle wiaze
sie kwestia jezyka — jezyk stanowi bowiem jeden z podstawowych czynnikow wy-
znaczajacych tozsamo$¢, zardbwno w wymiarze indywidualnym, jak i zbiorowym
(Siuciak 2015: 153). Przetrwanie wspolnoty, jezyka i kultury narodu stalo sie sila
napedowa procesu narodotworczego w XIX stuleciu. ‘Nardd’ kojarzy sie — zda-
niem cytowanej przez Mirostawe Siuciak polskiej badaczki Jadwigi Puzyniny —
takie zwlaszcza cechy semantyczne: wspoélnota terytorium, kultury, jezyka, dzie-
jow, pochodzenia, przynalezno$ci do danego narodu (za: Siuciak 2015: 149-150).
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Echeverria zglebia ze szczegblna luboScia specyfike moralnoéci.
Powiada — by¢ moze idealistycznie — ze wiezi czlowieka z Bogiem sa
tozsame jak u ojca wzgledem syna i maja charakter moralny. Bogu
mozna zatem w podziece zlozy¢ tylko jedyny dar — nasze serca. Za
najwieksza z religii argentynski pionier romantyzmu uznaje chrzesci-
janstwo, a to nic innego, jego zdaniem, jak objawienie instynktow
moralnych ludzkoséci. Ewangelie stanowia prawo Boze, definiowane
przez autora jako prawo moralne dla sumienia i rozumu. To wla$nie
chrze$cijanstwo przyniosto na $wiat takie warto$ci jak: braterstwo,
rownosc¢ i wolnoé¢ — te trzy pryncypia Rewolucji Francuskiej, a rodzaj
ludzki zostal przez nie zrehabilitowany. Gdy $wiat byl pograzony
w mrokach, stlowo Chrystusa o$wiecilo go, ale ludzko$é byla wtedy
martwa, a potem otrzymala tchnienie zycia i zmartwychwstanie.
Uklada sie zatem taki tok myS$lenia: Ewangelia jest prawem miloSci,
prawem doskonalym (zgodnie ze stlowami §w. Jakuba — Jk 1, 25 — oraz
prawem wolnoéci. Zatem, nic prostszego, jak stwierdzi¢ w konse-
kwencji, ze chrzescijanstwo musi by¢ religia demokracji (Echeverria
2001 /1948/: 17, rozdz. IV).

Ojczyzna duzo zawdziecza tym szlachetnym ludziom, ktorzy sa
zaprawieni w tak zwanych przez Alberdiego ,naukach moralnych”
(ciencias morales), ale, sila rzeczy, wymaga sie wiecej w tej kwestii od
znawcow ekonomii, handlowcow, bo to oni tworza wymierne korzysci
materialne (Alberdi 2017 /1852/: 65). Nalezy promowaé¢ nowa polity-
ke, polityke pozytywnego odbudowania zaufania, inwestowania
w przemysl, w ,,uszlachetnianie pracy”.

Dobrym pomysltem dla politykoéw i wojskowych w dyskursie poli-
tycznym Alberdiego jest takze obietnica uhonorowania przedsiewzie¢
kolonizacyjnych, w nawigzaniu do krwawych kampanii zbrojnych
skierowanych do Indian patagonskich i innych z pogranicza, ktérych
skutecznie pozbawiano ziem i zycia pod szumnym hastem Kampanii
Pustynnej, o czym wspomniano omawiajac osiagniecia wojskowego
bohatera, jakim dla Argentyny jest Julio Roca.

Alberdi (2017 /1852/: 88—89, 96, 209) twierdzi tez, ze prawodawca
powinien takze zwroci¢ uwage na rozwoj przemystu i floty Srédladowe;j,
ale przede wszystkim chodzi o to, aby zamieni¢ takie nawyki, jakimi sa
duma wojskowa, a przeku¢ ja na honor pracy; entuzjazm bojowy — na
entuzjazm przedsiebiorczosci, tak wyr6zniajacy wolne kraje rasy angiel-
skiej; wojowniczy patriotyzm zastapi¢ patriotyzmem przedsiebiorstw
przemystowych, ktore zmieniaja nieurodzajne oblicze pustynn w miejsca
zamieszkale i ozywione. To aktualne stowa w epoce nadmiaru ideologi-
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zujacych argumentow i rozkrzyczanych hasel. To gloszenie pracy u pod-
staw i stawianie na zamiane Izajaszowych mieczy na lemiesze (zob.
Iz 2, 4); to pozytywistyczne przekuwanie patriotyzmu walki na nowo-
czesny patriotyzm trudu codziennego na rzecz ojczyzny.

Politycy argentyniscy w XIX wieku bardzo $ci$le wiaza moralno$é
publiczng z deklarowang publicznie wiara. W kwestii tolerancji reli-
gijnej, Alberdi pisal, ze jesli chce sie mie¢ moralnie porzadnych oby-
wateli, to nie nalezy wspiera¢ ateizmu, cho¢, z drugiej strony, wskaza-
na jest roznorodnosc kultow, poniewaz Ameryka hiszpanska, zredu-
kowana do katolicyzmu, staje sie ,,samotnym i pelnym ciszy klaszto-
rem mnichoéw” (un solitario y silencioso convento de monjes) (Alber-
di 2017 /1850/: 100).

Sa tez i inne oczekiwania, zdaniem Alberdiego pozbawione zdro-
wego rozsadku. W tej kwestii pyta sie retorycznie z oburzeniem o za-
tarcie granic oraz rywalizacje miedzy plciami i powazanie legalnoSci
zawartych juz naturalnych zwigzkéw malzenskich. Odpowiada, dajac
przyktady owych ,zatrutych owocéw” liberalizmu: zwiekszanie liczby
konkubin, skazywanie amerykanskich kobiet do bycia po§miewiskiem
dla cudzoziemcdw, sprawianie, ze Amerykanie rodzi¢ sie beda spla-
mieni, zapehienie ziemi Ameryki gauczami, prostytutkami, choroba-
mi oraz bezbozno$cia. I tu budzi sie w autorze prawdziwy konserwaty-
sta, zraniony w swej patriarchalnej dumie. Eseista automatyczne ze-
stawia ‘gauczow’ z ‘prostytutkami’ i fakt ‘splamienia’ z racji ‘nieczyste-
go zwigzku'. To $lady niegdysiejszego rasizmu i myslenia kolonialne-
g0, lecz takze jezykowe echa barokowej batalii o honor kobiety z dra-
matow plaszcza i szpady. Te ataki na moralno$¢ malzenstw i rodzin
oznaczaja w opinii argentynskiego prawnika (Alberdi 2017 /1852/:
101) ataki na sam ,,szlachetny KosSciol” (la noble Iglesia), obraze insty-
tucji, majacej dla 6wczesnych pisarzy wielki i niepodwazalny autorytet
ktory uzdalnia nar6d — jako jedyna, podkre§lmy z naciskiem — do
stowarzyszania sie i gromadzenia jednostek w ramach postepu.

4.4. Cywilizacja a barbarzynstwo

Esteban Echeverria w projekcie ideowo-politycznym Dogma so-
cialista okre$la znamiennymi stowami ludzka nature, twierdzac iz ze
wola Boga jest, by dzien kolejny byl podobny do poprzedniego,
a obecny wiek nie stanowil monotonnej powtorki poprzedniego; aby
to co bylo, nie odradzato sie w identycznej formie, a w $wiecie moral-
nym oraz fizycznym, a takze w zyciu czlowieka i calych ludow, wszyst-
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ko ruszalo sie i postepowalo, wszystko bylo nieustannym i cigglym
ruchem (Echeverria 2001 /1948/: 11), niejako na wzor owego pantha
rei Heraklita, dodajmy od siebie. Widzimy tu calkiem odmienny spo-
s6b myslenia, tak roznego od tradycjonalistycznego, stanowiacego
odkrywanie dziedzictwa poprzednich pokolen. I tu takze religia jest
postrzegana czysto utylitarnie: ona umoralnia oraz krzewi tolerancje,
na co wskazuje argentynski romantyk (Echeverria 2001 /1948/: 19).

Kolejnym popularnym w debacie dziewietnastowiecznej Argenty-
ny stlowem jest — zgodny z tradycja wyznaczong przez Domingo Fau-
stino Sarmiento — termin ‘cywilizacja’, natychmiast przeciwstawiany
‘barbarzynistwu’. Ta para pojeciowa — klasyczna dla XIX wieku w Ar-
gentynie — nacechowana jest wspomniang na poczatku naszego stu-
dium mow3a nienawisci, a powigzana zostala przez tworcoéw z termino-
logia socjologiczno-prawng, a réwnocze$nie z wartosciujacym jezy-
kiem religijnym. Joel Lorenzatti zastanawia sie nad rola religii
w ustawodawstwie argentynskim na przestrzeni minionych dwo6ch
stuleci, pytajac sie — jak autor Facundo (1845) — czy istniala kwestia
religii w Republice.

Problem u Domingo Faustino Sarmiento, jak zauwaza jego ko-
mentator i uwazny czytelnik Joel Lorenzatti, jest o wiele bardziej zlo-
zony, bo cheé¢ cywilizowania odleglych terenéw przygranicznych, de
facto zamienila sie w ekspansje barbarzynstwa poprzez stosowanie
metod dalekich od wytycznych chrzeScijanskich. Lorenzatti podkresla
nawet, ze u Sarmiento, w miare jak slabnie uczucie religijne — a tak
jak to dzieje sie na tzw. pustyni, czyli na pejoratywnie okre$lanych
terenach zamieszkanych przez ludnosé tubyleza, to czlowiek wkracza
w proces barbarzynstwa (Lorenzatti 2008: 14). U Sarmiento — co
podkres$la Lorenzatti — religia, traktowana bezwiednie i bezrefleksyj-
nie, laczy w jedno Hiszpanéw z Polwyspu Iberyjskiego wokot krola
i swej religii, a wiec utozsamia sie z ideg panstwa, chociaz religia kato-
licka i ‘panstwo’, nietozsame z soba, sa wewnetrznie zmieszanymi
konceptami, a stan ten trwa w umystowosci Argentyny az do schytku
wieku XIX (Lorenzatti 2008: 8).

Alberdi mowi wrecz o ,apostolstwie cywilizacji” kierowanym do
ludéw skazonych sprzeciwem wobec zycia (Alberdi 2017 /1852/: 95).
Dobrym przykladem negatywnym Zle pojetej — z naszego punktu wi-
dzenia — cywilizacji jest zasiedlanie Argentyny przez grupy Chinczy-
kow (chinos) iIndian (indios), Azjatow oraz Afrykanczykow. Mowa
wtedy — bez ogréodek — o zadzumieniu, psuciu, degeneracji, zatruwa-
niu kraju, bo zamiast kwiatu ludno$ci pracujacej, zasiedla sie Argen-
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tyne $mieciami albo elementami z Europy zacofanej lub mniej wy-
ksztalconej (Alberdi 2017 /1852/: 28, 89, 94—97, 102 itp.). Jest tez tu
trzezwe rozréznienie na Europe biednych i Europe bogatych oraz pra-
cowitych (Alberdi 2017 /1852/: 91). Trzeba tez pamietaé, ze nie wy-
starczy tylko wspiera¢ zaludnianie kraju.

Konstytucja Alberdiego przestrzega, ze gdy dopusci sie do zalud-
niania kraju przez wspomniane wyzej grozne grupy ludzkie, to do-
prowadzi¢ mozna kraj na skraj ruiny. Zatem przez zaludnianie ma sie
na mysli tylko zaludnianie imigrantami europejskimi (Alberdi 2017
/1852/: 21 i rozdz. XIII). Cywilizacja to owoc bogactwa, a bogactwo
rodzi sie z pracy, wiec bogactwo rodzi sie z czlowieka, obywatela, ale
takze z chrzeScijanstwa (Alberdi 2017 /1852/: 75, 96). To czlowiek
sam, zdaniem dziewietnastowiecznych politykow, ma niejako w swym
kodzie genetycznym pracowito$¢ lub wrecz nier6bstwo, jakby moglo
wynikaé z podanych powyzej rozwazan.

Alberdi pisze, ze cywilizowanie spelnia sie poprzez zaludnianie
terytorium argentynskiego, ale nieslychanie wazne jest jednak, aby
rozmieScily sie tu tylko ,cywilizowane” skupiska ludzi, poniewaz cel
jest bardzo konkretny: trzeba wychowa¢ Ameryke w wolnosci a takze
w przedsiebiorczosci, a do tego potrzeba zaludni¢ osobami najbardziej
zaawansowanymi w wolnosci i gospodarnosci, jak to ma miejsce
w Stanach Zjednoczonych; najlepiej, gdy sa to ludzie pracowici, prote-
stanci i dysydenci (Alberdi 2017 /1852/: 66, 97). Alberdi dodaje, ze
zaludnianie ma glebszy sens: oznacza ksztalcenie, wychowywanie,
umoralnianie, polepszanie rasy, wzbogacanie, cywilizowanie, wzmac-
nianie i afirmacje wolnosci kraju, poniewaz dodaje sie krajowi inteli-
gencje i dobre obyczaje przydatne do rzadzenia.

Zaludnianie jest cywilizowaniem, ale wtedy, gdy zaludnia sie ludz-
mi ,cywilizowanymi”, to znaczy mieszkancami cywilizowanej Europy.
Dlatego Alberdi zapisze w konstytucji, ze rzad powinien wspieraé¢ imi-
gracje europejska, a nie zadng inng (Alberdi 2017 /1852/: 124, 240).
Amerykanski kraj z Pélnocy stluzy Argentynczykom (tak jak Simonovi
Bolivarowi stluzylo Zjednoczone Krélestwo Wielkiej Brytanii i Irlandii
Polnocnej) za jedyny wzér do tworzenia wzorca dobrego iwolnego
obywatela. To sposéb na zamiane ,glupawego i stuzalczego imigranta”
w jednostke warto$ciowa i to dzieki naturalnej presji, jaka powoduje
nadmiar wolnosci, tak dobrze wykorzystanej, silnej i stanowiagcej pra-
wo krajowe w Stanach Zjednoczonych (Alberdi 2017 /1852/: 15—16).
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5. Wnioski: od barbarzynstwa poprzez religie
i do cywilizacji

Jezyk nienawisci w debacie publicznej Argentyny XIX wieku mial
sie calkiem dobrze i dzi$§ nalezaloby sie zastanowi¢, jak duchéw prze-
szloSci nie wywolywaé w innych cze$ciach $wiata. Zmiana w kwestii
legislacji wydaje sie kamieniem milowym w stosunku do czaséw kolo-
nialnych. Alberdi powiada nawet, ze przed prawem amerykanskim
stawia sie ,wielkie cele” (grandes destinos) cywilizacyjne (2017
/1852/: 56). Jego zdaniem, duma narodowa nakazuje spojrze¢ z od-
waga na te wyzwania, bo Argentynczycy to nie ludzie wezoraj wysiada-
jacy ze statkow i ludzie znikad (Alberdi 2017 /1852/: 151).

Duma duma, ale konflikty zbrojne i ideologie nawiedzajace Euro-
pe i Swiat w XX wieku wymusily bardziej powazne potraktowanie ha-
set tolerancji, wolnoSci, cywilizacji. Uwazno$¢é w ich rozpatrywaniu
jest wynikiem ogromnych tragedii i serii dyktatur. W sto lat po odzy-
skaniu niepodlegloéci, w 1910 roku, gdy dzieki dobrej koniunkturze
Argentyna mogla zosta¢ ogloszona jednym z najbogatszych krajow
Swiata, potrzebowala jednak kapitalu i zasobow ludzkich, bo ,imi-
grant bez pieniedzy to jak zolierz bez broni” (Alberdi 2017 /1852/:
105), poszkodowany dodatkowo, gdy nastawaly rzady wojskowych
junt (np. w czasie tzw. Guerra Sucia, 1976—1983).

Kazda epoka ma swoje metody, swoj jezyk, swoje pojmowanie
patriotyzmu. Wybrzmiewaja dzi$§ zaskakujgco aktualnie niektore echa
hasel debaty publicznej w dziewietnastowiecznej Argentynie, buduja-
cej swa panstwowo$¢ na fundamencie religii, prawa i wolnoS$ci su-
mienia.

W centrum wydarzen wspoétezesnych, gdy z Afganistanu w 2021
roku wycofano wojska zachodniej koalicji, majace podobno przez
20 lat ,,cywilizowa¢” ten kraj, odzywaja sie echa laczenia pojecia cywi-
lizacji z religia, wolno$ci z postepem, sumienia z odpowiedzialno$cig
za innego czlowieka. Jezyk debaty publicznej sprzed dwustu lat uak-
tualnia sie na réznych szeroko$ciach geograficznych — takze w Euro-
pie — awnioski plynace z tekstow O6wczesnych politykéw argentyn-
skich brzmia zaskakujaco znajomo takze wsrod polskiej opinii pu-
blicznej.
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ANNA POL

Wyzsza Szkota Bankowa we Wroclawiu

Nauczyciel jako podmiot ukladu
glottodydaktycznego i jego kompetencja

w odgrywaniu roli realizatora celow i zadan
procesu nauczania jezyka obcego

STRESZCZENIE. W niniejszym opracowaniu podjeto probe odpowiedzi na pytanie,
co wyr6znia zawod nauczyciela jezykéw obcych spoérdéd innych, czym szczeg6l-
nym dysponuje nauczyciel, to znaczy, co wie, co umie, co moze zrobi¢ i wreszcie,
co stanowi o jego kompetencjach. Jak bowiem dowodzi analiza literatury przed-
miotu, proponowane odpowiedzi na te pytania, mimo ze zagadnienie ksztalcenia
i przygotowania zawodowego nauczycieli stalo sie tematem dyskusji i badan juz
w latach 60. minionego wieku, nadal nie sa zamkniete. Tym, co warunkuje ko-
nieczno$¢ rozwijania u nauczyciela konkretnych kompetencji, jest przyjecie i od-
grywanie przez niego okreslonej roli w ukladzie glottodydaktycznym. Majac to na
wzgledzie, autorka w pierwszej czesci tekstu skupila sie na opisie roli nauczyciela
jezyka obcego, ujmowanej przez pryzmat wspolczesnych koncepcji edukacyjnych.
Swoje rozwazania na ten temat zogniskowata wokdt postulowanego dzi§ w glot-
todydaktyce odwrdcenia relacji miedzy nauczaniem a uczeniem sie i w efekcie
umieszczeniem w centrum procesu dydaktycznego nie nauczyciela, lecz ucznia.
Zwrocila uwage na nowe, nieuwzgledniane dotychczas w tradycyjnej koncepcji
ksztalcenia role nauczyciela jezyka obcego. Pojecie kompetencji dydaktycznej na-
uczyciela jest roznie interpretowane, dlatego autorka w drugiej czesci tekstu
przedstawila niektore jej koncepcje i definicje, zar6wno z perspektywy glottody-
daktycznej, jak i dyscyplin pokrewnych.

Stowa KLUCZE: uklad glottodydaktyczny, jezyk, kompetencje nauczyciela jezyka
obcego, rola i zadania nauczyciela jezyka obcego, konstruktywizm

1. Aspekty i skladniki ukladu glottodydaktycznego

Jednym z kluczowych probleméw wspolczesnej glottodydaktyki
jako subdyscypliny jezykoznawstwa jest proba odpowiedzi na pytanie
o istote organizowania efektywnego procesu glottodydaktycznego. Jak
podkresla jednak Wladystaw Wozniewicz (1987: 104), cala dyskusja
na temat kierowania tym procesem, pozbawiona bylaby niejako sensu,
jesli bylaby rozwijana poza kontekstem teoretycznym, wspolwyzna-
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czajacym perspektywe poznawcza dla wspolczesnej glottodydaktyki.
W celu odpowiedzi na postawione na poczatku rozdzialu pytanie, na-
lezy zatem 6w kontekst teoretyczny, podazajac za sugestiami Woznie-
wicza (1987: 105), zrekonstruowac i rownocze$nie okresli¢, co jest
przedmiotem procesu glottodydaktycznego, jakie sa jego podmioty
oraz jakie zachodza pomiedzy nimi relacje, jak rowniez nalezy wziaé
pod uwage istniejagce wspolczeSnie koncepcje edukacyjne, ktére po-
zwola wyjaséni¢ proces akwizycji jezyka.

Pojecie ukladu glottodydaktycznego, jako przedmiotu jezykoznaw-
stwa stosowanego wprowadzil do nauki polskiej Franciszek Grucza
(1978). Pojecie to, choé¢ uznawane w literaturze fachowej za jedno
z podstawowych, bywa w niej jednak rozmaicie definiowane. I tak,
model ukladu glottodydaktycznego w ujeciu F. Gruczy (1978) obejmu-
je przede wszystkim odbiorce informacji czyli uczacego sie, kanal ko-
munikacyjny, za ktérego posrednictwem docieraja do niego informa-
cje, nadawce informacji i zrédlo informacji. Przy czym, co uwypukla
F. Grucza (1978: 10), nadawca i zrédlo informacji moga niekiedy sta-
nowi¢ ten sam element ukladu.

kanal
ZRODEO INFORMACJI SYGNALY (ZNAKI) UCZACY SIE

Schemat 1. Uklad glottodydaktyczny w pierwszym ujeciu F. Gruczy (1978: 10,
adaptacja wlasna: AP)

Zasadniczym celem owych procesow zachodzacych w ukladzie
dydaktycznym i, co istotne, wywolywanych przez czlowieka i dokonu-
jacych sie w czlowieku, nazywanych lacznie procesami glottodydak-
tycznymi, jest przyswajanie jezyka, a takze jego nauczanie. Procesy te
w niniejszym opracowaniu rozumiem za Grazyna Lewicka jako ,dzia-
lania zwigzane z planowaniem i organizowaniem procesu glottody-
daktycznego, a nie sensu stricte nauczanie jezyka, poniewaz jezyka nie
mozna ani nikomu przekaza¢, ani nikogo nauczy¢” (2007: 12).

Jak podkresla wspomniany powyzej badacz w innym swoim przy-
czynku (Grucza, F. 1979: 6), przedmiotem glottodydaktyki jako nauki
jest uklad glottodydaktyczny wraz z zachodzacymi w nim procesami
i dzialaniami. Stosownie do celu i charakteru badan wyroznia sie za
F. Grucza glottodydaktyke czysta oraz glottodydaktyke stosowana.
Pierwsza z nich, zdaniem F. Gruczy (1979: 6), realizuje przede wszyst-
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kim cele poznawcze, a przedmiot jej badan skupia sie wokot zagad-
nienia opisania i wyja$nienia ukladu glottodydaktycznego oraz zacho-
dzacych w nim proceséow. Na bazie glottodydaktyki czystej, mozna
natomiast, jak podkresla F. Grucza, ,prowadzi¢ badania, ktorych ce-
lem sa przeksztalcenia ukladu glottodydaktycznego lub zachodzacych
w nim procesow i dzialan dla uzyskania z gory zalozonych efektow.
Badania te oraz uzyskane w ich rezultacie wyniki to glottodydaktyka
stosowana” (1979: 6).

Glottodydaktyka stosowana winna zdaniem F. Gruczy (1979: 7)
przygotowaé¢ podstawy do tworzenia konkretnych ,urzadzen dydak-
tycznych”, czyli np. materialéw do nauczania i uczenia sie jezykow,
albo tzw. metod, tzn. dyrektyw dydaktycznych, ktére z kolei winny
umozliwi¢ glottodydaktyce praktycznej osigganie okreslonych wyni-
kéw w powszechnym nauczaniu. Dzialalno$¢ naukowa glottodydakty-
ki koniczy sie w zasadzie na opracowaniu projektéw owych ,urzadzen".
Przy ich wdrazaniu do praktyki, jak podkresla F. Grucza (1979: 7) na-
uka moze jedynie towarzyszyc¢. Urzadzenia, za ktorych posrednictwem
rezultaty badan sa wdrazane do praktyki, zostaly okre§lone w przed-
stawionym obrazie glottodydaktyki jako ,aplikacje”.

Odwolujac sie do wyzej nakreslonych rozroéznien kolejny obraz
glottodydaktyki, jak na schemacie 2, mozna byloby przedstawi¢ na-
stepujaco:

GLOTTODYDAKTYCZNE
INFORMACJE
APPLIKATYWNE

glottodydaktyka

stosowana

GLOTTODYDAKTYCZNE
INFORMACJE
DESKRYPTYWNE
I EKSPLIKATYWNE

glottodydaktyka

UKLAD applikacje
GLOTTODYDAKTYCZNY

Schemat 2. Obraz glottodydaktyki w drugim ujeciu F. Gruczy (1979: 6,
adaptacja wlasna: AP)

Nieco inng probe zdefiniowania ukladu glottodydaktycznego, w od-
roznieniu od tej, ktéra zaprezentowano na poczatku niniejszego roz-
dzialu, przedstawil na gruncie polskim Wladystaw Wozniewicz (1987).
Poniewaz autor ten, podobnie zreszta jak i F. Grucza (1979), uwaza, ze



104 Anna Pol

uklad stanowi centralny obszar przedmiotu glottodydaktyki, Woznie-
wicz proponuje, aby nazwaé go centralnym ukladem glottodydaktycz-
nym. Jak komentuje Wioletta Piegzik (2006: 18), bazujac na tezach
swojego poprzednika, Wozniewicz dostarczyl jednak nowej wiedzy
i nowego spojrzenia na problematyke ukladu, w ktérym dochodzi do
przyswajania przez uczacego sie jezyka obcego.

WozZniewicz, na co wskazuje Piegzik (2006: 18), zauwazyt przede
wszystkim, ze wymienione do tej pory elementy ukladu (zwane obiek-
tami w terminologii WozZniewicza) niekoniecznie stanowig zespot wy-
czerpany. Oznacza to, ze dla Wozniewicza (1987: 59) nie jest sprawa
oczywista, jakie jeszcze inne obiekty poza uczniem i nauczycielem i ze
wzgledu na jakie ich wlasciwosci nalezy uznaé za obiekty glottodydak-
tyczne.

Tabela 1. Obiekty stanowiace realia rzeczywisto$ci glottodydaktycznej
(opracowanie wlasne na podstawie Wozniewicza 1987: 60 in.)

OBIEKTY RZECZYWISTOSCI GLOTTODYDAKTYCZNEJ SYMBOL
1 | Nauczyciel jezyka obcego jako podmiot organizujacy proces N
akwizycji jezyka obcego
2 | Uczen jako podmiot przyswajajacy jezyk 8]

Osobe nauczyciela i ucznia jako centralne obiekty glottodydaktyczne konstytuuja
wlaSciwo$ci takie, jak:

3 | Sprawno$¢ wladania jezykiem obcym, czyli to, co w mniejszym | WiW’

badZ wiekszym stopniu charakteryzuje nauczyciela i co w przypadku
rownolegle rozwija uczacy sie, a co znajdzie wyraz w ucznia
konkretnych wypowiedziach obcojezycznych

4 | Kompetencja jezykowo — komunikacyjna nauczyciela oraz R
ucznia R’

5 | Stosowana przez nauczyciela metoda nauczania, czyli strategia | Sn
kierowania procesem glottodydaktycznym

6 | Indywidualna strategia uczenia sie jezyka obcego, pozostajgca | Su
w réznorakich relacjach do stosowanej przez nauczyciela
metody kierowania procesem glottodydaktycznym

Ponadto w $cistym zwigzku z wymienionymi obiektami pozostajg:

7 | Teksty wypowiedzi nauczyciela i ucznia 7Zi7Z
w przypadku
ucznia
8 | Kontakt czasowo przestrzenny peligcy funkcje kanalu T
komunikacyjnego

Przyjmujac teze WozZniewicza, Piegzik zauwaza, ze w przypadku
glottodydaktyki, gdzie ,,rzeczywisto$¢ glottodydaktyczng stanowi pro-
ces ksztaltowania sie (uczenia sie) umiejetnosci dzialalnosci komuni-
kacyjnej w jezyku obcym” (1987: 60), mamy do czynienia wlasSciwie
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z szeregiem do$¢ heterogenicznych obiektow, ktérymi sa elementy
wymienione i zdefiniowane w tabeli 1. Na podstawie tych uzupekien
WozZniewicz proponuje wyrdznienie nastepujacych —aspektow
i sktadnikéw ukladu glottodydaktycznego, ktérych symbole N (W, R,
Sn); Z, Z'; U (W’, R’, Su) zostaly wyjasnione w tabeli 1.

N (W, R, Sn) U (W, R, Su)
&7 |

Schemat 3. Uklad glottodydaktyczny wedtug WozZniewicza (1987: 62,
adaptacja wlasna: AP)

Wozniewicz (1987) zwraca ponadto uwage na jeszcze inng niezwy-
kle wazng kwestie. Ot6z, jego zdaniem, obiekty centralnego ukladu
glottodydaktycznego nigdy nie sg wolne od oddzialywan innych ze-
wnetrznych obiektow i tworzonych przez nie ukladow empirycznych,
bedacych przedmiotem zainteresowan zaréwno glottodydaktyki, jak
i dyscyplin z nig spokrewnionych (Wozniewicz 1987: 65). Jak podkre-
§la Wioletta Piegzik (2006: 19) wplyw tych czynnikéw na przebieg
procesu przyswajania jezyka obcego jest bezsporny i analizujac uklad
nie sposob ich poming¢. I tak, do obiektow oddzialujacych na rzeczy-
wisto$¢ istniejacg w ukladzie Wozniewicz (1987: 65) zalicza m.in. rela-
cje interpersonalne w grupie, w ktérej przebiega nauczanie, i system
ksztalcenia i doskonalenia nauczycieli jezykdéw obcych.

Wedlug Wozniewicza, wyzej wymienione, jak rowniez inne poten-
cjalne obiekty oddzialuja z wieksza lub mniejsza sila na uklad glotto-
dydaktyczny, a $ci§lej na charakter interakcji miedzy nauczycielem
auczniem, i w konsekwencji przesadzaja o efektywnos$ci uczenia sie
jezyka obcego. Tworza one wraz z ukladem glottodydaktycznym jedna
calo$¢, pewien kompleks zwiazkow i zalezno$ci, ktory Wozniewicz
nazywa systemem glottodydaktycznym (1987: 67, por. schemat 4).

Na schemacie 4, oprocz symboli aspektow i sktadnikéw centralne-
go ukladu glottodydaktycznego, takich jak N (W, R, Sn); Z, Z'; U (W,
R’, Su), ktore zostaly wprowadzone uprzednio na schemacie 3 oraz
wyjasnione w tabeli 1, pojawiaja sie dodatkowo oznaczenia: A — sys-
tem ksztalcenia i doskonalenia glottodydaktycznego nauczycieli; B —
rodzinno-$rodowiskowe uwarunkowania, aspiracje; K — kontekst pro-
cesu glottodydaktycznego z jego skladnikami: K; — cele polityki o$wia-
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towej, programy nauczania, K. — warunki organizacyjne, K; — spo-
teczne zapotrzebowanie na znajomo$¢ danego jezyka obcego, K, —
relacje interpersonalne w grupie (klasie); C — materialna obudowa
procesu glottodydaktycznego, media i materialy glottodydaktyczne.

Ki K- Ks K4

A N (W,R,Sn) U (W’,R’,Su) B

Schemat. 4. Rozszerzony model ukladu glottodydaktycznego w ujeciu Wozniewi-
cza (1987: 68, adaptacja wlasna: AP)

Reasumujac dotychczasowe rozwazania, nalezy dodac, ze propo-
nowany przez Wozniewicza uklad glottodydaktyczny, mimo ze wzbo-
gacony o wiele elementow, takich jak wiedza, umiejetnos$ci czy strate-
gie pracy z jezykiem, zachowuje zasadniczo pierwotny, trojczlonowy
model F. Gruczy (1978, por. schemat 1). Wozniewicz jednak, cho¢ po-
dobnie jak i F. Grucza, uwaza, ze to uczen determinuje obecno$¢ nau-
czyciela, prezentuje rownocze$nie daleki od swojego poprzednika po-
glad, ktéory wyraza sie w stwierdzeniu, ze bez pomocy nauczyciela
uczen nie moze sie w procesie glottodydaktycznym w ogole spehiac,
a tym samym skutecznie uczy¢ sie jezyka obcego (1987: 62).

Sadze, ze nie jest to poglad zupehie stuszny. Cho¢, co podkresla
takze i F. Grucza (1979: 8), nauczyciel i uczenn w pewien sposéb wza-
jemnie sie warunkuja, to, podzielajac jednak opinie Elzbiety Zawadz-
kiej (2004: 221), w my$l koncepcji edukacyjnych, opartych na zasa-
dach pedagogiki humanistycznej, nalezy jednak zaakceptowac¢ pod-
miotowo$¢, samodzielnos¢ i odpowiedzialno$é ucznia. Wprawdzie, na
co zwraca uwage Grazyna Lewicka (2007: 17), uczacy sie przyswaja
jezyk obcy przy pomocy nauczyciela — osoby, ktora odgrywa role po-
Srednika w procesie akwizycji i to bezspornie od jej wiedzy i umiejet-
nosci sukces ucznia zalezy w duzej mierze. Niemniej jednak, odnoszac
sie wprost do pogladéw F. Gruczy (1978: 22), nalezaloby stwierdzi¢, ze
to nie nauczyciel jest warunkiem rozwoju ucznia, ktory to faktycznie
sam musi sobie dany jezyk zrekonstruowaé, a w efekcie przyswoié go
sobie.
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W koncu, cho¢ zgadzam sie z WozZniewiczem, co do tego, aby za-
rowno nauczyciela, jak i ucznia uznaé za elementy ze soba wspoldzia-
lajace i prymarne w stosunku do innych obiektéw, odrzucam jedno-
cze$nie jego teze, by uwaza¢ je za elementy réwnorzedne. Tym sa-
mym, bliski jest mi, odpowiadajacy wspolczesnym teoriom poznania
i uczenia sie, poglad F. Gruczy (1978: 22), ze uklad glottodydaktyczny
istnieje jedynie ze wzgledu na uczacego sie i to on stanowi jego pry-
marny i centralny element.

Mimo zaprezentowanych wyzej uwag, podzielam jednakze opinie
Piegzik (2006: 19), ze nowatorstwo ukladu glottodydaktycznego Woz-
niewicza jest bezsporne. Autor ten, jej zdaniem, wprowadzajac wska-
zane powyzej wlasciwosci obiektow centralnych, ,przesyca uklad wy-
sokim stopniem heterogenicznoSci przy jednocze$nie pehiejszym
wyznaczeniu obszaru badan glottodydaktyki” (Piegzik 2006: 19). Jak
podkresla Piegzik (2006), stwarza to wieksze mozliwos$ci ukierunko-
wania i konkretyzacji badan glottodydaktycznych o charakterze pod-
stawowym, a w konsekwencji efektywniejsze kierowanie procesem
rozwijania umiejetnosci komunikowania sie w jezyku obcym.

Najnowszy schemat ukladu glottodydaktycznego, ktory pojawit sie
w polskiej literaturze przedmiotu, zawdzieczamy Waldemarowi
Pfeifferowi (2001). Autor definiujac jego wlasciwosci, zwraca uwage
przede wszystkim na jego otwarto$¢ i dynamizm. Oznacza to, jak ilu-
struje schemat 5, ze kazdy uklad glottodydaktyczny powinien
uwzgledniaé¢ zmieniajaca sie rzeczywisto$¢ obiektywng i rzeczywisto$é
glottodydaktyczna.

RZECZYWISTOSC OBIEKTYWNA

I WN |

wisko | MG | wisko

| MNU |
a

POLITYKA EDUKACYJNA PANSTWA

Schemat 5. Uklad glottodydaktyczny wedlug Pfeiffera (2001: 21,
adaptacja wlasna: AP)

Rzeczywistos¢ glottodydaktyczna (tzn. istniejagca w ukladzie glot-
todydaktycznym) nie oddzialuje bezposrednio na rzeczywisto$¢ obiek-
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tywna, czyli ta w ktorej zyjemy. Ta druga wplywa jednak zdaniem
Pfeiffera (2001: 21) znaczaco na te pierwsza, co oznacza, ze nauka
jezykow obcych jest warunkowana m.in. takimi czynnikami jak poli-
tyka oSwiatowa czy Srodowisko spoleczne i szkolne.

Tym samym uklad glottodydaktyczny, przedstawiony na schema-
cie 5, powinien wedlug Pfeiffera, uwzglednia¢ nastepujace podstawo-
we aspekty i skladniki: nauczyciel (N), uczen (U), jezyk (J), materialy
glottodydaktyczne (MG), metoda nauczania i uczenia sie (MNU), wa-
runki nauczania (WN), Srodowisko, rzeczywisto$¢ obiektywna oraz
polityka edukacyjna panstwa. Pfeiffer (2001: 20) podkre$la ponadto,
ze wszystkie elementy tak rozumianego ukladu glottodydaktycznego
maja heterogeniczna nature i strukture oraz pozostaja w wielorakich
zwigzkach miedzy soba, majac tym samym wplyw na funkcjonowanie
calego ukladu.

W podsumowaniu niniejszego omowienia, mozna powiedzie¢, ze
kazdy z zaprezentowanych wyzej ukladow glottodydaktycznych, mimo
dzielacych je roznic, jest tworzony przez elementy rzeczywistosci glot-
todydaktycznej, ktore staja sie z nim tozsame i tym samym decyduja
o0 jego strukturze. Naturalng konsekwencja jest zatem fakt, ze tak rozu-
miany przedmiot badan glottodydaktyki nie jest w zadnym sensie
ukladem statycznym, a tym samym ukladem zamknietym. Wprost prze-
ciwnie, nalezy do grupy ukladéw dynamicznych (na co wskazywal
Pfeiffer (2001) i jest specyficznym rodzajem ukladu komunikacyjne-
go, jak zaznaczal w swoim pierwszym podejSciu, omawianym na
wstepie, F. Grucza (1978: 9), co doskonale obrazuje jego wypowiedz:

Specyfika ukladéw glottodydaktycznych, a takze zachodzacych w nich proceséw,
specyfika pozwalajaca wyrdzni¢ je sposrod innych uktadéw i proceséw komuni-
kacyjnych polega przede wszystkim na odmiennosci celéw i zadan proceséw za-
chodzacych w innych ukladach komunikacyjnych. W $wietle dotychczasowych
ustalen mozna powiedzie¢, ze w procesach glottodydaktycznych mamy do czy-
nienia, podobnie jak w innych procesach komunikacyjnych, z przekazywaniem
czego$ od nadawcy do odbiorcy. O ile jednak w innych procesach komunikacyj-
nych dokonujacych sie za pomocg jakiegokolwiek jezyka (systemu znakowego)
chodzi gtéwnie o przekazanie informacji znaczeniowych (semantycznych), o tyle
w procesach glottodydaktycznych chodzi o przekazanie od nadawcy (nauczyciela)
do odbiorcy (ucznia) samego jezyka jako §rodka przekazu informacji znaczenio-
wej (Grucza, F. 1978: 20).

W tym miejscu warto jednak zauwazy¢, ze znaczenie wyrazenia
‘przekazanie jezyka’, tak jak to widzi F. Grucza (1978), nalezaloby ro-
zumie¢ jedynie metaforycznie. Dostownie bowiem tego rodzaju prze-
kaz jest niemozliwy. Uczacy sie, jak podkre$lalam juz znacznie wcze-
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$niej, zgadzajac sie z F. Grucza (1978: 22), musi dany jezyk sam sobie
zrekonstruowadé, to znaczy, ze musi sobie go przyswoi¢, gdyz jezyka
nie mozna nikomu przekazac.

Przekazywalne s3, na co zwraca uwage F. Grucza, jedynie teksty,
ktore pelnia w ukladzie glottodydaktycznym przede wszystkim ,funk-
cje obiektow demonstrujacych generatywne i komunikatywne wlasci-
wosci jezyka” (1978: 21). Majac na uwadze powyzsze nalezy zatem
podkresli¢, ze komunikowaé¢ mozna co najwyzej o jezyku, a przede
wszystkim oczywiScie za pomoca jezyka. I wlasnie ten stan rzeczy sta-
nowi, zdaniem F. Gruczy, o specyfice proceséw glottodydaktycznych
jako procesow komunikacyjnych (1978: 21).

W kontekscie rozwazan nad komunikacyjnym charakterem ukladu
glottodydaktycznego uznaje za stosowne, podazajac za Robertem
Kwasnica (1995), zwr6cenie uwagi na jeszcze jedna kwestie. Sam fakt,
ze proces glottodydaktyczny jest w swej istocie procesem komunika-
cyjnym, prowadzi do wielu istotnych, ale niedostrzeganych przez nau-
ke, przesycong mys$leniem natury technicznej, konsekwencji. Skoro
praca nauczyciela jest dzialalnoScig komunikacyjng, oznacza to, ze bez
wzgledu na to, jak dalece my$lenie natury technicznej blokuje wza-
jemne porozumiewanie sie nauczyciela z uczniem, nauczyciel wywiera
wplyw na ucznia w sposéb wlasciwy dla dzialania komunikacyjnego.
Tym samym, co podkre$la Kwasnica (1995: 14 i n.), postrzegany jest
przez uczniow caloSciowo jako osoba. Jako osoba wplywa na ucznia
kazdym swoim gestem i slowem, kazdym zachowaniem, a takze przez
to, jak odnosi sie do uczniéw i przekazywanej wiedzy, czyli jednym
slowem, przez to wszystko, co moglby uznac za zachowanie prywatne,
nie za$ profesjonalne. Przy tym, co istotne, nigdy do konca nie moze
uswiadomié¢ sobie wlasnych oddzialywan ani nie moze podda¢ ich
rygorystycznej kontroli. Dzialanie komunikacyjne tym bowiem rézni
sie miedzy innymi od technicznego, co uwypukla Kwasnica (1995: 14
in.), ze we wzajemnym porozumiewaniu sie oddzialujemy na siebie
jako osoby i tym, ze tego, co sprawiamy uczestniczac w dzialaniu ko-
munikacyjnym, nie da sie ani w pelni przewidzie¢, ani tym bardziej
Scisle zaplanowac.

Bez watpienia mozna zatem powiedzie¢ za Kwasnica (1995), ze
w procesie glottodydaktycznym cel, rozumiany jako przyswojenie
przez uczacego sie jezyka obcego, jest ,intencja wzajemnego porozu-
mienia” 0s6b uczestniczacych w tym procesie. Srodki natomiast, stu-
zace realizacji tego celu, sg ,zawsze czyms$ osobistym i (...) wyrazaja
osobowo$¢ tego, kto sie nimi posluguje, a przy tym — nigdy nie sa
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przez tego kogo§ w pelni u$wiadamiane i kontrolowane” (Kwasnica
1995: 14).

Z tak rozumianego procesu glottodydaktycznego wynika wiec ja-
sno, jak sadzi Wioletta Piegzik (2006: 21), ze nauczanie ,,ukierunko-
wane jest antropologicznie i osadzone tym samym na zlozonych rela-
cjach interpersonalnych”. Nie mozna jednak zapomnie¢ nawigzujac
do pogladu Kazimiery Myczko (2004: 19), ze relacja ta powinna przy-
czynia¢ sie do upodmiotowienia ucznia w procesie glottodydaktycz-
nym, a tym samym prowadzi¢ do przesuniecie akcentéw z nauczania
na uczenie sie. Jak twierdzi bowiem Franciszek Grucza (1978, 1979),
z ktorego pogladem calkowicie sie zgadzam, najwazniejszym elemen-
tem w ukladzie glottodydaktycznym nie jest nadawca (nauczajacy)
lecz uczacy sie i to dookota tego wlasnie elementu uklad powinien sie
koncentrowaé. Nauczajacy natomiast powinien odgrywaé, zdaniem
Gruczy (1979: 8), jedynie role organizatora, polegajaca przede wszyst-
kim na tworzeniu optymalnych warunkéw zapewniajacych wlasciwy
przebieg procesu glottodydaktycznego.

2. Kompetencje glottodydaktyczne
nauczyciela jezyka obcego jako ‘pomocy w uczeniu sie’
z punktu widzenia konstruktywizmu

2.1. Teoretyczne podstawy zmiany roli nauczyciela

Zdaniem Marka Szalka ,jednym z najwazniejszych wyr6znikow
wspoOlczesnej, zorientowanej na ucznia dydaktyki jezykéw obceych jest
odwrocenie tradycyjnej relacji pomiedzy nauczaniem a uczeniem sie
jezyka. Jesli w ujeciu tradycyjnym nauczanie wystepowalo jako gtow-
na sila sprawcza, a uczenie sie jako jego konsekwencja, to w ujeciu
wspolczesnym nauczanie jest traktowane jako pochodna uczenia sie”
(2004: 74). U podloza owej zmiany lezy przekonanie, akcentowane
takze przez Wozniakowskiego (1982: 79), ze jezyka nie mozna nau-
czy¢, ze kazdy musi nauczy¢ sie go sam, a nauczyciel moze jedynie
pobudzié i zorganizowa¢ wysilek ucznia w kierunku jego przyswojenia
poprzez stworzenie jak najlepszych warunkow.

Teoretycznego uzasadnienia powyzszego stanowiska dostarcza
psychologia humanistyczna. Podstawg szeroko rozumianego humani-
zmu jest idea podmiotowoSci, ktorej zasadnicze korelaty, to, zdaniem
Marii Czerepaniak-Walczak (1999: 58), poczucie wlasnej odrebnoSci,
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samo$wiadomo$¢ i samokontrola, odpowiedzialno§¢ oraz odwaga
w ponoszeniu konsekwencji wybordow.

W mys$l powyzszego, w opinii Mieczystawa Lobockiego podmio-
towe traktowanie uczacych sie polega przede wszystkim na postrze-
ganiu kazdego z nich ,jako jednostki autonomicznej, ktéra bez
wzgledu na wplywy i uwarunkowania zewnetrzne ma prawo do ,,we-
wnetrznej niezalezno$ci i odpowiedzialno$ci za wlasne postepowa-
nie” (1989: 77). Zaklada to konieczno$¢ liczenia sie z godnoScia
ucznia, uwzgledniania jego potrzeb i udzielania pomocy w procesie
glottodydaktycznym.

Zrédlem podmiotowoéci ucznia jest zatem, co mocno uwydatnia
Kazimierz Denek, dobrze zorganizowany proces edukacyjny o zr6zni-
cowanych zadaniach, aktywizujacych, otwartych formach nauczania
iuczenia sie, uwzgledniajacy ro6znorodno$é zainteresowan, potrzeb
i mozliwosci uczniow (1994: 196). Podmiotowo$¢ ucznia wigze sie
z mozliwo$cig podejmowania przez niego dzialan, zgodnie z zaintere-
sowaniami, potrzebami i poszukiwania optymalnych rozwigzan oraz
dokonywania wyboru w zakresie sposobu, §rodkéw oraz tempa ucze-
nia sie jezyka. Tak rozumiana podmiotowo$¢ przejawia sie takze, jak
zauwaza Antonina Gurycka (1999: 111), w wyrazaniu przez ucznia
wlasnych opinii, stawianiu pytan, formulowaniu wnioskéw oraz
przejmowaniu inicjatywy w procesie glottodydaktycznym.

2.2, Konstruktywistyczne spojrzenie na role
nauczyciela jezyka obcego

Oprocz wplywu pedagogiki humanistycznej, podkreslajacej pod-
miotowo$¢ ucznia i indywidualny charakter procesu uczenia sie, takze
konstruktywistyczna koncepcja uczenia sie przyczynila sie do zorien-
towania dzialan dydaktycznych na osobe ucznia, a nie na osobe nau-
czyciela.

Cho¢ faktem bezspornym jest, ze konstruktywizm jako teoria wie-
dzy i poznania jest pojeciem niezwykle szerokim i ze istnieje wiele
odlamoéw teorii konstruktywistycznej (kognitywny, radykalny, spo-
leczny i in.), maja one jednak wiele cech wspolnych. Wszystkie teorie
konstruktywistyczne podkreslaja bowiem w swych zalozeniach, ze
uczenie sie jest, jak stwierdza Renata Michalak, ,cigglym procesem
konstruowania, interpretowania i modyfikowania osobistych repre-
zentacji rzeczywistoSci bazujacych na indywidualnych doswiadcze-
niach uzyskiwanych w toku dzialania w tej rzeczywistosci” (2004: 13).
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Powolujac sie na odnosny poglad Davida Jonassena (1994: 35), warto
podkresli¢, ze wiedza jest indywidualnie konstruowana w kontekscie
spolecznym i to czlowiek nadaje jej znaczenie i strukture. Konstruk-
tywistyczna koncepcja uczenia sie oraz wplyw pedagogiki humani-
stycznej spowodowaly konieczno$¢ zwrdcenia uwagi na nowe role
nauczyciela, zdaniem Zawadzkiej ,nieuwzgledniane dotychczas
w tradycyjnej, autorytarnej i zdominowanej przez nauczyciela kon-
cepcji ksztalcenia, ograniczajacej jego role gléwnie do funkcji osoby
przekazujacej okreslone informacje” (2004: 221).

Najogoélniej rzecz ujmujac, mozna by powiedzie¢ za Marig Jako-
wicka (1994: 31), ze role wspdlczesnego nauczyciela jezyka obcego
interpretuje sie w kategoriach ,pomocy w uczeniu sie”, ktéra zawiera
sie przede wszystkim w ,wyzwalaniu potencjatu sil ucznia i wzmac-
nianiu jego aktywnosci w r6znych aspektach zycia”. Je§li bowiem, co
podkresla Zawadzka (2004: 221), uczenie sie jezyka polega zasadniczo
na ,uruchamianiu okreslonych, wrodzonych mechanizmoéw stanowig-
cych integralne wyposazenie czlowieka, to rola nauczyciela polega nie
tyle na przekazywaniu informacji, ile raczej na tworzeniu optymal-
nych warunkéw umozliwiajagcych uruchomienie tych mechanizmow,
zapewniajacych wlasciwy przebieg procesu”.

Chodzi zatem o to, jak slusznie zauwaza Wozniewicz (1987), aby
nauczanie przybralo, ktéra to kweste podnositam takze i powyzej, wlas-
nie pomocniczy charakter; gléwnym zadaniem tak rozumianego nau-
czania powinno by¢ ulatwienie procesu uczenia sie, co implikuje od-
grywanie przez nauczyciela zasadniczej roli, jaka jest rola facylitatora.
Zdaniem Marii Wysockiej nauczyciel odgrywajacy taka role funkcjonu-
je w klasie szkolnej jako tzw. czynnik wspomagajacy (2003: 22).

Charakteryzuje go, co uwypukla Wysocka (2003: 22) ,nie tylko
znajomo$c¢ przedmiotu i metodyki jego nauczania, ale takze wiedza na
temat procesu uczenia sie. Taki nauczyciel umozliwia rowniez ucz-
niom wziecie odpowiedzialno$ci za ten proces”. Moim zdaniem nau-
czyciele beda w stanie sprostac¢ stojagcym przed nimi wyzwaniom edu-
kacyjnym tylko wowcezas, gdy nauczg sie funkcjonowaé w odgrywaniu
tej bez watpienia nielatwej roli.

Choc role facylitatora uznaje za priorytetowa, nalezy zwrocic¢ uwa-
ge takze i na wiele innych rél, ktére nauczyciel odgrywa w procesie
glottodydaktycznym. Niezaleznie jednak od rodzaju roli, wszystkie
one powinny zosta¢ tak zmodyfikowane, aby nauczyciel mogl umozli-
wi¢ uczniom pekiejszy, bardziej swiadomy i aktywny udziat w proce-
sie uczenia sie jezyka obcego. I tak, ograniczeniu, na rzecz wiekszego
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zaangazowania ucznidw, powinna ulec przede wszystkim rola instruk-
tora. Juz bowiem nie sam nauczyciel jest odpowiedzialny za ,infor-
mowanie o jezyku”, ale tez uczen powinien mie¢ mozliwo$¢ samo-
dzielnego odkrywania jezyka dzieki stosowanym przez nauczyciela
technikom wprowadzania nowego materialu czy tez np. wilaczaniu
ucznia w poszukiwanie znaczenia nowych stéw. Zdaniem Marka Szal-
ka ponadto, przesuniecie roli instruktora na dalszy plan jest konse-
kwencja nie tylko zmienionych relacji interpersonalnych pomiedzy
nauczycielem a uczniami, lecz takze efektem zmiany ,priorytetu celu
ksztalcacego, komunikatywnego, jakim jest przyswojenie przez
uczniéw okre$lonej sumy nawykoéw i umiejetnosci mownych, a nie
wiedzy o jezyku” (1992: 47).

Odnoszac sie do wyzej nakres§lonych kwestii, zauwaza sie bezspor-
nie, ze rola nauczyciela jako instruktora powinna zosta¢ zminimalizo-
wana na rzecz roli doradcy, ktory stara sie pomdc uczniom w rozpo-
znawaniu swoich mocnych i slabych stron oraz wlasnych celow ucze-
nia sie. Centralnym zadaniem doradcy powinno by¢ jednak u$wiada-
mianie uczniom, z jakich strategii czy technik moga korzystac pracu-
jac nad jezykiem. Podkresla to takze Zawadzka, piszac, ze:

jesli przyjmiemy za psychologia kognitywna, Ze uczenie sie to nie jest jedynie ma-
gazynowanie informacji, lecz przede wszystkim ich konstruowanie i przetwarzanie,
a ponadto jeéli pamieta¢ bedziemy, ze uczenie sie to proces sterowany przede
wszystkim samodzielnie przez ucznia i bazujacy na jego indywidualnym doswiad-
czeniu (...) to rola nauczyciela jest wlasnie wskazywanie na odpowiednie sposoby
i techniki zdobywania informacji i ich przetwarzania (Zawadzka 2004: 221).

Powyzsze rozwazania na temat indywidualizacji procesu uczenia
sie maja swoje konsekwencje takze w interpretowaniu roli nauczyciela
jako ewaluatora. Nauczyciel powinien zatem wlaczy¢ uczacych sie
w mozliwie jak najwiecej zadan ewaluatora, chociazby poprzez zache-
canie i stwarzanie warunkow do poprawiania bledéw swoich i innych.
Pozwoli to, zdaniem Elzbiety Zawadzkiej (2004: 248), z ktorej pogla-
dem w pelni sie zgadzam, na wytworzenie u uczniow odpowiednich
postaw i dostarczy im kryteriow umozliwiajacych autoewaluacje nie-
zbedna w realizacji autonomicznego uczenia sie, ktore, o czym juz we
wezesniejszych czeSciach niniejszego rozdzialu pisalam, ,stanowi je-
den z podstawowych postulatow wspolezesnej dydaktyki”.

Skupienie dzialan nauczyciela na osobie ucznia jest takze zgodne
z coraz czeSciej akcentowanym w polskiej oSwiacie podejéciem do
edukacji — holizmem, czyli calo$ciowym postrzeganiem czlowieka
i $wiata. Jak zaznacza Marek Grondas ,,w ujeciu holistycznym (...) czlo-
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wiek jest jedno$cia psychofizyczna, do$wiadcza $wiata calym soba, roz-
wija swoje mozliwosci rozumienia i dzialania w procesie calo$ciowej
integracji bodzcow zewnetrznych i wewnetrznych przezyé” (1999: 42).

Traktujac ucznia jako psychofizyczng unikalng jedno$¢, nauczyciel
odgrywajacy role organizatora procesu glottodydaktycznego powinien
nieustannie dostosowywa¢ techniki i Srodki nauczania do mozliwoS$ci
i potrzeb ucznia. Jednak by bylo to mozliwe, niezbedne jest uwypu-
klenie roli nauczyciela jako badacza i refleksyjnego praktyka, ktéry
zbiera informacje o swoich uczniach. Nauczyciel-badacz nie ogranicza
sie w dzialaniach do swoich planéw i celéw, ale dzieki systematycznej
refleksji nad przebiegiem zaje¢ $wiadomie stosuje takie zabiegi dydak-
tyczne, wybiera lub opracowuje takie programy nauczania, ktoére naj-
lepiej odpowiadaja danej grupie uczniéw.

W tym kontekécie powinno$ci nauczyciela Janina Parafiniuk-
Soinska (1994) zwraca uwage na istote roli modyfikatora, ktora doty-
czy stosowania nowych rozwigzan w praktyce szkolnej oraz aktualizo-
wania wiedzy ogdlnej. Autorka, wymieniajac zadania zwigzane z dang
rola, jednoznacznie wyznacza zakres dzialan nauczyciela. Zadania
dotyczace roli modyfikatora powinny by¢, zdaniem Parafiniuk-
-Soinskiej, traktowane jako nadrzedne wobec zadan zwigzanych
zinnymi rolami. Niezrealizowanie tych zadan uniemozliwia rozwdj
zawodowy i spycha nauczyciela w rutyne zawodowa, jak sadzi Parafi-
niuk-Soinska (1994: 140-163), co niekorzystnie wplywa na proces
ksztalcenia uczniow oraz w rezultacie, zdaniem Pfeiffera, uniemozli-
wia ,tworzenie optymalnych warunkéw efektywnych proceséw glotto-
dydaktycznych” (2003: 123).

Na wspomnianej w pierwszej czeSci niniejszego rozdzialu psycho-
logii humanistycznej opieraja sie takze wspolczesne teorie wychowa-
nia. Poniewaz nauczyciel jezyka obcego w procesie glottodydaktycz-
nym odgrywa takze i role wychowawcy, powinien on zatem potrafié¢
ksztaltowac nie tylko wiedze i umiejetnosSci swoich wychowankow, ale
i okre$lony typ osobowosci, ktéry bedzie decydowat o ich postawach,
warto$ciach i celach dzialania. Musi wspiera¢ w rozwoju, prowadzi¢
dialog na zasadzie partnerstwa i zaufania, zacheca¢ do samodzielno-
$ci, kreatywnoSci, tworzy¢ niezbedng do samorozwoju atmosfere bez-
pieczenstwa i zaufania. Po raz kolejny wida¢ zatem, co wyraznie ak-
centuje Zawadzka, ze powinna nastgpi¢ zmiana tradycyjnego modelu
nauczyciela z propagatora wiedzy na nauczyciela opiekuna i wycho-
wawece, stwarzajacego warunki rozwoju ucznia i ,samemu sie jedno-
czednie rozwijajacego w bezposrednim z nim kontakcie” (2004: 182).
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W mys$l powyzszego, powolujac sie na Elzbiete Zawadzka (2004: 182),
sadze, ze wychowawca powinien byé przewodnikiem i osoba wspiera-
jaca ucznia. Powinien on zatem wychowywa¢ nie poprzez wskazywa-
nie rozwigzan, lecz stawianie w sytuacji Swiadomego i odpowiedzial-
nego wyboru.

2.3. Kompetencja nauczyciela jezyka obcego —
ustalenia definicyjne

Termin kompetencja jest pojeciem wieloznacznym, o jasno spre-
cyzowanych ramach definicyjnych'. Mnogos$¢ jej definicji oraz roz-
biezno$¢ interpretacji, ktore budzi, wynika, jak podkresla Magdalena
Bialek (2009: 21), przede wszystkim z jej interdyscyplinarnego cha-
rakteru, a co za tym idzie z réznorodnos$ci kontekstow, w ktorych sie
pojawia. I tak, jak stwierdza Krystyna Stech (2002), w literaturze
przedmiotu z pojeciem kompetencji utozsamiane sa slowa blisko-
znaczne, takie jak: wiedza, sprawno$¢, umiejetno$é oraz zdolnoscz.

1 Termin kompetencja zostal wprowadzony do jezykoznawstwa w pracy Noama
Chomsky’ego pt. Aspects of the Theory of Syntax z 1965 roku. Jak pisze Elzbieta
Wasik w monografii autorskiej pt. Jezyk — narzedzie czy wiasciwosé cztowieka?
Zatozenia gramatyki ekologicznej lingwistycznych zwiqzkéw miedzyludzkich
(Poznan 2007: Wydawnictwo Naukowe UAM), na s. 168: ,Termin kompetencja
odnoszono poczatkowo, zgodnie z pierwotng intencja jego autora, do zdolno$ci
gramatycznych, a pézniej tez do zdolnoSci semantycznych oséb moéwiacych da-
nym jezykiem. Nastepnie pojecie kompetencji lingwistycznej oznacza¢ zaczelo ca-
loksztalt wiedzy lingwistycznej, a wiec umiejetno$ci i nawyki idealnego uzytkow-
nika jezyka, ktory funkcjonuje w homogenicznej wspélnocie jezykowej niezanie-
czyszczonej przez jakiekolwiek wplywy z zewnatrz. W p6zniejszym jeszcze okresie
jezykoznawcy zainteresowani spolecznymi aspektami jezyka dostrzegli potrzebe
rozszerzenia zakresu terminu kompetencja komunikatywna do pragmatyki, pod-
kres$lajac, ze rozwazania nad uzyciem jezyka sa czesto niezbedne dla zrozumienia
samej formy jezykowej”. Rodzaje kompetencji jezykowych zostaly okreslone
przez Rade Europy roku 2001 jako Europejski System Opisu Ksztalcenia Jezyko-
wego, ESOKJ. Publikacja ukazala sie w jezyku angielskim, francuskim i niemiec-
kim. Dla germanistéw warto poleci¢ pozycje: Europarat (2001). Gemeinsamer
europdischer Referenzrahmen fiir Sprachen: Lernen, lehren und beurteilen.
Hrsg. vom Goethe-Institut, der KMK, der EDK und dem BMBWK und dem OSD.
Berlin et al.: Langenscheidt (dopisek redaktora tomu).

2 W tym konteks$cie warto zapoznac sie z artykutem w PDF: ,Kompetencje kluczo-
we w uczeniu sie przez cale zycie — europejskie ramy odniesienia” stanowigcym
zalacznik do zalecenia Parlamentu Europejskiego i Rady z dnia 18 grudnia 2006
roku w sprawie kompetencji kluczowych w procesie uczenia sie przez cale zycie,
opublikowanego w Dzienniku Urzedowym Unii Europejskiej z dnia 30 grudnia
2006 1. (dopisek redaktora tomu).
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Terminy te, w ogélnym rozumieniu, oznaczaja wprawdzie dyspozycje
czlowieka sprawiajace, ze jest on uznany za zdolnego do wykonywania
okreslonych zadan, ale nie sposob jednocze$nie nie zwréci¢ uwagi na
to, podzielajac tym samym poglad Stech (2002: 11 i n.), ze zakres tre-
Sciowy terminu kompetencja bez watpienia wykracza poza zakres
kazdego z tych terminéw i ostatecznie nie da sie sprowadzi¢ do zadne-
go z nich.

Tym samym funkcjonujace w literaturze definicje kompetencji
maja coraz czeSciej charakter integratywny, kompleksowy. Tak rozu-
miane okres$laja kompetencje jako dyspozycje zlozone, stanowigce
splot wiedzy, umiejetnoSci, postaw, a niekiedy tez motywacji i warto-
Sciowania (por. Pol, A. 2018: 2). Oznacza to, ze warunkiem istnienia
kompetencji jest wystepowanie kazdego ze wskazanych korelatow.
Zdaniem Marii Czerepaniak-Walczak zmiana jednego z nich moze
wywola¢ zmiany w pozostalych, gdyz pozostaja one ze soba w dyna-
micznej relacji wzajemnego generowania (2006: 131). Takie rozumie-
nie omawianego pojecia, pozwala patrzeé, w opinii Czerepaniak-
-Walczak (1997: 87), na ucznia i nauczyciela, jako elementy procesu
glottodydaktycznego, w wymiarze wielu ich wilasciwoéci ujawniaja-
cych kompetencje jak rowniez umozliwia operacjonalizowanie tegoz
pojecia, to znaczy sprowadzanie go do postaci obserwowalnych.

Mozliwo$¢ sprowadzenia kompetencji do postaci obserwowalnych
w okres§lonym, zdefiniowanym kontekscie dyspozycji osoby, umozli-
wia bez watpienia wyodrebnienie jej elementow, jakze waznych przy
projektowaniu procesu glottodydaktycznego i ocenianiu jego efektow.
I tak, w literaturze przedmiotu kompetencje zwyklo sie pojmowacé
jako integracje wiedzy, umiejetnoéci i postaw, co oznacza, ze warun-
kiem koniecznym istnienia kompetencji jest wystepowanie kazdego ze
wskazanych korelatow, a zmiana jednego z nich moze wywolywaé
zmiany w pozostalych. Zaprezentowana struktura $wiadczy zatem
bezspornie, co podkresla Czerepaniak-Walczak (2006: 131) o wspol-
wystepowaniu tych trzech elementow skladowych kompetencji, ,,po-
zostajacych ze soba w dynamicznej relacji wzajemnego generowania”.

Reasumujac powyzsze rozwazania, pragne jednak zauwazy¢ za Cze-
repaniak-Walczak (2006: 131), ze mowigc o strukturze kompetencji,
nalezy pamietaé o tym, iz jest ona funkcja, a nie suma wyszczegodlnio-
nych elementow, a ,kazdorazowe wyodrebnianie czeSci skladowych
i oddzielne skupianie sie na ich zakresach znaczeniowych moze prowa-
dzi¢ do zgubienia powigzan pomiedzy nimi”. Podkresla to takze Stani-
staw Dylak, ktéry dochodzi do przekonania, ze aby uniknaé¢ redukcji
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kompetencji jedynie do elementarnych obserwowalnych operacji, nale-
zy poshugiwac sie w jej opisie zbiorami $ciezek i wiazek (1995: 27).

W nawigzaniu do powyzszych rozwazan uzasadnionym wydaje sie
pytanie, jakie konkretnie kompetencje skladowe sa nauczycielom je-
zykow obcych potrzebne, aby mogli organizowaé efektywny, a tym
samym zgodny z zalozeniami konstruktywizmu i psychologii humani-
stycznej proces glottodydaktycznys. Probe odpowiedzi na tak posta-
wione pytanie podjeto w ponizszym podrozdziale.

2.4. Oczekiwane kompetencje nauczyciela obcego
w uzaleznieniu od pelionych funkcji w dydaktyce

Spehienie przez nauczyciela jezykdéw obcych wszystkich funkeji,
jakie wykonuja w dydaktyce, pozwala, zdaniem Zawadzkiej, na okre-
Slenie go mianem ,eksperta”, ktory jest rozumiany jednak nie jako
instruktor przekazujacy wiedze, lecz osoba w pelni kompetentna do
wykonywania swego zawodu (2004: 109). W tradycyjnym ujeciu od
eksperta oczekiwalo sie przede wszystkim kompetencji specjalistycz-
nych i dydaktycznych dotyczacych odpowiednio przedmiotu i sposo-
bow nauczania. W ujeciu obecnym, na co takze wyraznie zwraca uwa-
ge Zawadzka, o byciu ekspertem w dziedzinie nauczania jezyka obcego
stanowi caly szereg kompetencji nauczyciela obejmujacych wiedze,
umiejetnoSci oraz postawy i warto$ci, niezbedne do wykonywania
zawodu (2004: 109).

W tym miejscu istotne moze by¢ postawienie pytania, jakie pod-
stawowe kompetencje sa potrzebne nauczycielom, aby mogli wyste-
powaé w wyzej wymienionych rolach w celu realizacji wyszczego6lnio-
nych czynno$ci i zadan wynikajacych z reformy systemu edukacji?
Poszukujac jednakze sensownych kryteriéw wyodrebniania i swoiste-
go porzadkowania profesjonalnych kompetencji nauczyciela, natra-
fiamy wszak na wiele dodatkowych trudno$ci. Wynikaja one zaré6wno
z istoty tego zawodu, a zwlaszcza dynamiki i niepowtarzalnoéci sytua-
¢ji edukacyjnych, jak i z rozleglosci i niejednoznaczno$ci samego
zakresu znaczeniowego wyrazenia ,nauczyciel-wychowawca”. W takiej

3 Kompetencje kluczowe nauczycieli w polskiej, europejskiej i Swiatowej debacie
edukacyjnej sa omdéwione w publikacji dostepnej w PDF na stronie Ministerstwa
Edukacji Narodowej: Mirostaw Sielatycki, Kompetencje kluczowe nauczycieli
w polskiej, europejskiej i Swiatowej debacie edukacyjnej. Konferencja miedzy-
narodowa, 2-3 czerwca 2011 r. Kielce, https://www.scdn.pl/images/stories/
kronika/konf_miedzynarodowa/prezentacje/6.pdf (dopisek redaktora tomu).
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sytuacji podzielam opinie Kwasnicy, ze ,,opis i interpretacja zawodo-
wych kompetencji nauczyciela musza by¢ niepelne, to znaczy wybior-
cze i zalozeniowe” (1995: 91).

Za podstawowe wyrdznienie jakichkolwiek rodzajow kompetencji,
wynikajacych z odgrywanych przez nauczycieli rél, uznaje podzial na
kompetencje interpretacyjne i realizacyjne. Swoisto$¢ zadan nauczy-
cieli polega bowiem na tym, ze nie da sie ich ograniczy¢ tylko do kom-
petencji realizacyjnych (wykonawczych). Niezmiernie wazna jest takze
i samorefleksja nauczyciela, namysl nad dzialaniem, tj. jakie wartoSci
promuje, czy jest skuteczny, czy sprzyja rozwojowi wychowankow, co
wspiera zdanie Dylaka (1995: 36), ktorego poglad w pelni podzielam,
odnos$nie kompetencji interpretacyjnych.

Nowsza tendencja jednakze, wystepujaca w glottodydaktyce sto-
sowanej, jest wprowadzenie przez Barbare Grucze pojecia kompeten-
cji glottodydaktycznej dla okreslenia zespolu umiejetnosci warunku-
jacych prawidlowy przebieg procesu glottodydaktycznego. Opierajac
sie na koncepcji glottodydaktyki zaproponowanej przez F. Grucze
(1983, 1984, 1985), B. Grucza proponuje, aby kompetencje glottody-
daktyczng zdefiniowaé¢ jako ,zbior wilasciwosci (rozumianych jako
wiedza i umiejetno$é jej stosowania i/lub przekazywania), ktore po-
siada (powinien posiada¢) nauczyciel jezyka obcego i ktore to wlasci-
wosci umozliwiaja mu wykonywanie jego funkeji w procesie glottody-
daktycznym. Inaczej moéwigce, kompetencje glottodydaktyczna tworza
wlasciwosci glottodydaktyczne nauczyciela jezyka obcego. Wlasciwo-
Sci glottodydaktyczne nauczyciela, tak jak i wlasciwosci jezykowo-
komunikacyjne, nie sa dostepne bezposredniej obserwacji. Obserwo-
walne sa tylko zachowania, czynnosSci nauczyciela w procesie glotto-
dydaktycznym, na podstawie ktérych mozna wnioskowac o jego wilas-
ciwosciach glottodydaktycznych” (Grucza, B. 1988: 84).

W mysél przyjetej tu przez B. Grucze opcji interpretacyjnej wazne
jest uwypuklenie dynamizmu i mozliwo$ci rozwoju omawianych pro-
fesjonalnych dyspozycji nauczyciela jezykow obcych. Kompetencja
glottodydaktyczna nauczyciela jezykow obcych nie jest bowiem czyms$
statycznym, lecz jest mozliwa do osiagniecia w procesie uczenia, jak
wskazuje na to w swoim wezesniejszym artykule (Pol 2018: 3). Bycie
kompetentnym oznacza wykorzystywanie zdolnosci do postlugiwania
sie wyuczonymi umiejetno$ciami w celu skutecznego dzialania w no-
wych sytuacjach. Atrybutem nauczycielskich kompetencji jest tez we-
dlug Genowefy Koc-Seniuch (2001: 243) antycypacja powigzana
z umiejetnoscia dokonywania wyboréw, warto$ciowania i ewaluacji.
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Bazujac na wprowadzonym przez B. Grucze pojeciu kompetencji
glottodydaktycznej, analizujac liczne typologie kompetencji nauczy-
ciela, ktore szerzej omawia Beata Pitula (1999: 29), oraz biorac pod
uwage wszystkie funkcje pelnione przez nauczyciela jezyka obcego, za
niezbedne w jego pracy mozna zatem uznaé nastepujace kompetencje,
bedace jednocze$nie, w moim odczuciu, skladowymi kompetencji
glottodydaktycznej nauczyciela:

e kompetencje jezykowe (specjalistyczne);

e kompetencje psychologiczno-pedagogiczne — obejmujace znajo-
mo$¢ psychologii rozwojowej (wiedze o réznych grupach wieku,
ich potrzebach oraz mozliwoéciach), kompetencje komunikacyjna
(znajomo$¢ prawidel komunikacji miedzyludzkiej, dyskurs peda-
gogiczny, dialog) oraz umiejetno$¢é wspoéldzialania (budowanie za-
ufania, rozwigzywanie sytuacji konfliktowych, przeciwdzialanie
przemocy itp.);

e kompetencje metodyczne, w ktéorych sklad powinny wchodzié¢
umiejetnoSci planowania, organizowania procesu nauczania, od-
powiedniego doboru materialu, technik pracy adekwatnych do
wieku i poziomu opanowania jezyka obcego, korzystania z techno-
logii informatycznych zaréwno do wspomagania procesu uczenia
sie, jak i do wzbogacania wlasnej pracy oraz prawidlowej ewaluacji
procesu nauczania;

e kompetencje wychowawcze i stanowigce ich podstawe kompeten-
cje moralne, obejmujace wychowanie w duchu tolerancji, odpo-
wiedzialno$ci i przestrzegania norm zgodnych z warto$ciami ogol-
nohumanistycznymi;

e kompetencje krajoznawcze i kulturoznawcze, obejmujace znajo-
mos¢ krajow, realiow, norm, zwyczajow danego obszaru jezyko-
wego. Znajomo$¢ problemdéw wielokulturowych- i miedzykultu-
rowych, funkcjonowania stereotypow i uprzedzen, umiejetnosé
ksztaltowania postaw tolerancji i akceptacji dla ,,innych” kulturo-
wo, umiejetno$¢ miedzykulturowego nauczania;

e kompetencje organizacyjne — tworzenie warunkéw do autono-
micznego uczenia sie;

e kompetencje innowacyjno-kreatywne polegajace na tworczym
korzystaniu z informacji, umiejetnosci analizy problemoéw i twor-
czego ich rozwigzywania, krytycznym mysleniu, niestandardowo-
$ci dzialania (Zawadzka 2004: 111).
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2.5. Zadania nauczyciela jezyka obcego

Na kazdym etapie procesu nauczania mozna okresli¢ podstawowe

zadania nauczyciela jezyka obcego, ktory w konstruktywistycznym
modelu nauczania odgrywa przede wszystkim role facylitatora, i jak
podkresla Renata Michalak, ,partnera w osobniczym rozwoju ucznia”
(2004: 27). Zdaniem Michalak (2004) zadania te s nastepujace:

pierwszym gléwnym zadaniem nauczyciela jezyka obcego jest roz-
poznanie, co ucznia ciekawi, zadziwia, interesuje, co zaburza jego
roOwnowage poznawczg i jak to wykorzystaé we wlasciwy sposob;
drugim jest doprowadzenie ucznia do przezycia konfliktu poznaw-
czego; tu nauczyciel wchodzi w interakcje z uczniem; stawia zada-
nia dla niego nowe, zaskakujace, niecodzienne ale tez nietypowe;
nastepnie nauczyciel przystepuje do diagnozowania aktualnego
poziomu rozwoju uczniowskich kompetencji, ktorych zdobycie za-
klada w wyznaczonych przez siebie celach; jednocze$nie rozpozna-
je stopien gotowoSci ucznia do pokonywania wlasnych, aktualnych
mozliwos$ci; dokonaé tego moze najlatwiej poprzez stawianie za-
dan problemowych i tworczych;

nastepnie nauczyciel, uéwiadamiajac sobie zréznicowanie uczniow
zarowno pod wzgledem gotowosci, jak i stopnia zaawansowania
w rozwoju okre$lonych kompetencji, przystepuje do planowania,
a nastepnie organizowania aktywnosci, ktore prowadza uczniow
do przekraczania progu aktualnych mozliwo$ci; tu nauczyciel
przejawia wobec ucznia zachowania antycypacyjne, co ujawnia sie
w stawianiu przed uczniem zadan wykraczajacych poza aktualnie
przyswojone schematy funkcjonowania; stawia przed uczniem za-
dania zlozone, otwarte;

na koniec nauczyciel konstruktywista kreuje réoznorodne sytuacje
i odmienne konteksty, w ktérych uczen ma mozliwo$¢ stosowania
zdobytych i zasymilowanych przez niego standardéw; nauczyciel
konstruktywista caly czas towarzyszy uczniowi, prowadzi z nim
dialog i pomaga mu ,przekracza¢ kolejne progi na drodze jego
rozwoju” (Michalak 2004: 27).

Reasumujac wszystkie dotychczasowe rozwazania, mozna zatem

powiedzie¢ za Michalak (2004), ze proces glottodydaktyczny oparty
na modelu konstruktywistycznym wymaga od nauczyciela jezyka
obcego:

organizowania sytuacji edukacyjnych, w ktérych to wtaénie uczen,
a nie nauczyciel jest strona najbardziej aktywna;
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e zerwania z prze$wiadczeniem, ze uczen nabywa wiedze przede
wszystkim poprzez Swiadoma aktywno$¢ nauczyciela kierowana
wytycznymi oficjalnych programoéw nauczania; osobisty wklad
ucznia w ksztaltowanie sie osobistego systemu wiedzy musi sta¢
sie wyznacznikiem metod dzialania, jak i jej efektow;

e respektowania wiedzy uprzedniej, czyli diagnozowania doswiad-
czen ucznia przed rozpoczeciem kazdego kroku w nauczaniu,
anie jak to sie zwykle dzieje w szkole, po zrealizowaniu odpo-
wiedniego materialu;

e innego sposobu komunikowania sie na zajeciach; nie moze to by¢
catkowite podporzadkowywanie komunikacji nauczycielowi kosz-
tem redukcji komunikacji miedzy uczniami;

e elastycznego planowania pracy dydaktycznej i wychowawczej
oraz zerwania z przekonaniem o wysokiej przewidywalnosci re-
zultatow edukacyjnych, ktére mialy by¢ jednoznaczna reakcja na
podjete przez nauczyciela $cisle okreslone czynnosci;

o glebokiej refleksji nad wlasna praktyka pedagogiczng i wynikaja-
cymi z niej zachowaniami na zajeciach oraz ich skutkami (Micha-
lak 2004: 30).

Jak zatem widaé, zadania, ktore stoja przed nauczycielami jezy-
koéw obceych, sa niewatpliwie ambitne i trudne, a ich realizacja wydaje
sie niezwykle odlegla od znanej nam rzeczywistosci szkolnej. Jednak,
jak podkresla Zawadzka, ,tylko ci nauczyciele, ktorzy zdolaja im spro-
sta¢ beda w stanie by¢ oredownikami wprowadzonych w polskiej
o$wiacie zmian” (2004: 308). Bowiem tylko wtedy, gdy nauczyciele
jezykow obceych us§wiadomia sobie, Ze to uczen jest najwazniejsza oso-
ba w procesie glottodydaktycznym i ze wszelkie ich zabiegi powinny
mie¢ na celu jego wszechstronny rozwo6j w kierunku samodzielnosci,
beda mogli §wiadomie odgrywaé opisane powyzej role, a tym samym
prawidlowo organizowaé proces nauczania, dbajac przy tym jednocze-
$nie o jego wladciwy przebieg.

Whnioski koncowe

Przedmiotem rozwazan niniejszego rozdzialu byla kompetencja
glottodydaktyczna nauczycieli jezyka obcego oraz odgrywanie przez
niego okreslonej roli w procesie glottodydaktycznym. Do podjecia tej
problematyki sklania przede wszystkim brak glebszych studiow nad
tym zagadnieniem, ktory niewatpliwe wigzac sie moze z trudno$ciami
w doborze metod badawczych. Przyja¢ zatem nalezy za B. Grucza
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(1993: 153), ze konstytuujace kompetencje ,,wlasciwosci glottodydak-
tyczne nauczyciela (...) nie sa dostepne bezpo$redniej obserwacji. Ob-
serwowalne s3 tylko zachowania, czynnosci nauczyciela (...), na pod-
stawie ktorych dopiero mozna wnioskowa¢ o jego wlasciwosSciach
glottodydaktycznych” (1993: 153).

Reasumujac jednak poczynione w tym tekscie rozwazania, pragne
zauwazy¢, ze dokonany przeglad klasyfikacji kompetencji nauczyciela
jezyka obcego jest niewatpliwie daleki od ujecia pelnego i wyczerpuja-
cego. Jego celem bylo jednak, zgodnie z zalozeniami Stech (2002: 19),
przede wszystkim ukazanie zlozonoSci i wielowymiarowo$ci pojecia
kompetencji, a takze zwr6cenie uwagi na fakt, jak r6znorodne kryteria
stosowane przy wyodrebniania rodzajéw kompetencji jako osobowo-
Sciowej dyspozycji nauczyciela, moga byé wykorzystane na potrzeby
klasyfikacji odgrywanych przez nich rol.

Odnoszac sie do powyzszego, nie waham sie wesprze¢ opinii Kry-
styny Stech (2002: 19) na temat ,niekonczacej sie i trudnej do ograni-
czenia liczbie odmian tychze kompetencji, o niemoznos$ci wyczerpania
i zamkniecia listy”. Podzielajac poglad Stech (2002: 19), ze ,opraco-
wania poszczegblnych autoréw nie mieszcza sie w ramach jednej za-
mknietej koncepcji rozumienia i klasyfikacji kompetencji zawodowych
nauczyciela”, trzeba bez watpienia dostrzec sens dalszych poszukiwan,
przyjmujac jednoczeS$nie postawe otwarto$ci na réznorodnos$é ujeé
interpretacyjnych problematyki kompetencji i r6l zawodowych nau-
czyciela jezyka obcego.

Cho¢ mimo zarysowanych wyzej trudnos$ci przeprowadzona przeze
mnie analiza zagadnienia pozwolila uzyska¢ odpowiedzi na cze$¢ py-
tan, wiele kwestii zwigzanych z zagadnieniem kompetencji glottody-
daktycznej i roli nauczyciela jako elementu ukladu glottodydaktyczne-
go zostaje nadal niewyjasnionych. Tym samym nie mam zatem wat-
pliwoéci, ze niniejsze opracowanie traktowaé nalezy jako punkt wyj-
Scia do dalszych, poglebionych analiz tej problematyki.

1. W celu zdiagnozowania poziomu i wymiaru kompetencji glottody-
daktycznej nauczycieli badaniami mozna by obja¢ grupe uczniow.
Poznanie ich opinii z pewnoscia daloby peliejszy obraz organi-
zowanego przez nauczycieli ksztalcenia jezykowego, rowniez
w odniesieniu do tego, czy jest ono organizowane zgodnie z zasa-
dami konstruktywistycznej teorii uczenia sie oraz psychologii hu-
manistycznej.
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2. Ciekawe wydaje sie by¢ sprawdzenie, czy i w jakim stopniu wymiar
kompetencji glottodydaktycznej nauczycieli wplywa na efektyw-
nos$¢ organizowanego przez nich procesu edukacyjnego.

3. Cenne byloby uzyskanie informacji, czy poziom i wymiar kompe-
tencji glottodydaktycznej nauczycieli jezykow obcych zatrudnio-
nych w szkolach panstwowych rézni sie od poziomu i wymiaru
kompetencji nauczycieli zatrudnionych w szkolach spolecznych
albo prywatnych.

4. Zasadne byloby przeprowadzenie badania majacego na celu zdiag-
nozowanie roél, ktére nauczyciele, w ich subiektywnej opinii od-
grywaja/odgrywaé powinni w procesie glottodydaktycznym.
Mozna mieé¢ nadzieje, ze badania te zostang w przyszloSci prze-

prowadzone, a ich wyniki pozwolg znalez¢ odpowiedZ na nurtujace

glottodydaktyke pytanie o to, co tak naprawde stanowi o kompeten-
cyjnosci nauczyciela jezyka obcego i jego efektywnej roli w procesie
glottodydaktycznym. Skromna préba realizacji tego zadania podjelam

W niniejszym opracowaniu réwniez i ja.
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STRESZCZENIE

Prace naukowe z lingwistyki
i komunikologii stosowane;]

Monografia powstala w kontek$cie sympozjum na temat ekologii
komunikacji a kryzysu widzenia §wiata w kontek$cie badan nad wielo-
tekstowoscia narracji i wieloglosowos$cia sadéw w dobie globalizacji.
Sympozjum odbylo sie w dniach 8—11 wrze$nia 2021 roku w Powsinie
kolo Warszawy. Publikacja zostala wydana w ramach projektu badaw-
czego Federacji WSB-DSW, Gdansk oraz Wydzialu Anglistyki Uni-
wersytetu im. Adama Mickiewicza w Poznaniu, we wspdlpracy z Pol-
ska Akademia Nauk Ogrod Botaniczny — Centrum Zachowania Ro6z-
norodnoéci Biologicznej w Powsinie, pod auspicjami Miedzynarodo-
wego Instytutu Komunikologii w Waszyngtonie.

Ksigzka sklada sie z trzech rozdzialéw napisanych w jezyku angiel-
skim i dwoch w jezyku polskim. Rozdzial pierwszy, pt. The semiotic
phenomenology of play: On the sociocultural becoming of the human
self, autorstwa Elzbiety Magdaleny Wasik, dotyczy roli gier i zabaw
w indywidualnym, spolecznym i kulturowym rozwoju ciala i umyshu
w sensie psychofizjologicznym. Autorka podziela poglad psychologow
i socjologéw, ze udzial w grach i zabawach jezykowych jest polaczony
z modelowaniem osobowoSci jednostki ludzkiej w intencjonalnym
kreowaniu dziela sztuki. W treSci opracowania odnajdujemy argu-
menty, ze zabawa jest nie tylko sztuka sama w sobie, ale tez celem
samym w sobie. Podczas gdy w przypadku zwierzecia zabawa jest nie-
zbedna z punktu widzenia jego przetrwania w konkretnym $rodowi-
sku naturalnym, w przypadku czlowieka jest ona przede wszystkim
przygotowaniem do odgrywania r6l w przysztym zyciu spotecznym.

Zdzistaw Wasik w rozdziale drugim, zatytulowanym Aspectuality
of language in an epistemological outlook, nawigzuje do pojecia
aspektowosci jezyka w ujeciu epistemologicznym. Wywod dotyczy
koncepcji wiedzy i jej nabywania poprzez znaki jezykowe. Pojecie epi-
stemologii jako nazwa perspektywy badawczej odnosi sie do wiedzy
o tym, jak rzeczy pojmowane w sensie filozoficznym istnieja oraz
w jaki sposéb mozna do nich podej$¢ w metodologicznych nastawie-
niach badawczych.

WORKING PAPERS IN LINGUISTICS AND APPLIED COMMUNICOLOGY
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Kolejny rozdzial napisany przez Katarzyne Marie Nosidlak, pt.
Deconstructing a personality model of a foreign language learner
promoted by the Common European Framework of Reference, doty-
czy dekonstruowania modelu osobowo$ci uczacego sie, promowanego
przez Europejskie Ramy Odniesienia. Model — wedlug autorki — sta-
nowi zbiér cech pogrupowanych w szeSciu glownych kategoriach, tj.
interkulturowych, adaptacyjnych, partnerstwa, uczenia sie, wizerunku
wlasnej osoby i moralnoéci. W analitycznych podej$ciach model ten
moze byé¢ rozpatrywany z punktu widzenia przydatnoSci w procesie
uczenia sie i nauczania.

Maksymilian Drozdowicz jest autorem rozdzialu czwartego —
pt. Jezyk debaty w dziewietnastowiecznej Argentynie. Retoryka mo-
ralnosci czy mowa nienawisci? Po pierwsze, mowa nienawisci, zda-
niem omawianych przez Drozdowicza autoréw, odnosi sie do zbioro-
wosci, a nie do jednostki. Jesli nawet jest wymierzona w konkretnego
czlowieka, to redukuje go do roli ,typowego przedstawiciela grupy,
ktorej rzekome cechy i motywy zostaja mu przypisane bez dyskusji”.
Po drugie, mowa nienawiéci jest skierowana przeciw grupom natural-
nym, biologicznym albo spolecznym. Po trzecie za$, operuje $wiatem
wyobrazonym i ludzkimi ,,wizerunkami”, wyposazonymi w cechy ste-
reotypowe.

W ostatnim rozdziale, pt. Nauczyciel jako podmiot uktadu glotto-
dydaktycznego i jego kompetencja w odgrywaniu roli realizatora
celow 1 zadan procesu nauczania jezyka obcego, Anna Pol zwraca
uwage na mozliwo$¢ sprowadzenia kompetencji do postaci obserwo-
walnych cech dyspozycyjnych okreslonej osoby w odpowiednio zdefi-
niowanym ukladzie glottodydaktycznym. Jesli kompetencje mozna
pojmowacé jako integracje wiedzy, umiejetnoéci i postaw, to warun-
kiem koniecznym istnienia takiego rodzaju kompetencji jest wystepo-
wanie kazdego ze wskazanych wykladnikéw osobowos$ci ucznia czy
nauczyciela. Zmiana jakiegokolwiek z tych wykladnikow moze wywo-
lywaé zmiany rozumienia pojecia kompetencji w innych kontekstach
jego uzycia.



Polish Academy of Sciences Botanical Garden
Center for Biological Diversity Conservation
in Powsin, Poland

PAN OGROD BOTANICZNY .
—~ CZRB W POWSINIE https://ogrod-powsin.pl/en/

The Botanical Garden was established in 1974 on the basis of the decision of the
Presidium of the Polish Academy of Sciences (PAS). Its foundation was rooted in
the first project from 1948 to create a nursery garden on the terrain of the former
Golf Club and the property of the previous land owners in Powsin, lying in the
south of Warsaw. Until the year 1977 the founders of the garden bought around
40 ha of land. In the years 1978—-1990, the principal management of the terrain
contributed to the creation of a diversified collection of plants.

The gates of the PAS Botanical Garden were open to visitors as late as 1990. The
mission of the Botanical Garden in Powsin is to conduct scientific research in
theoretical and applied botany, biotechnology and plant genetics, applied ecology,
broadly understood nature conservation, and protection of biological diversity. The
main tasks of the Garden belong, in general, to the development of plant collec-
tions along with the preservation of a seed bank and, in particular, the protection
of the flora population and vegetation species at the genetic level, as the well as
environmental protection at the ecosystem level.

The Garden is an educational institution for the training of researchers and specia-
lists with special qualifications in botany, genetics, ecology, and gardening. As such,
it runs teaching and learning activities for students of higher education, as well as
primary and secondary schools interested in botany, biogenetics, gardening, and
wildlife protection. Its educational goals constitute the dissemination of knowledge
of the natural sciences, agriculture, and forestry, with special reference to the use
of plants for human health care and the awareness of the threats posed to nature
and the ecology of life. On the organizational level, the Garden serves the public for
didactic and recreational purposes allowing visitors to intercourse with the riches
of plant collections and to spend their leisure in contact with living nature at all.

The Powsin Botanical Garden is a large park with nice walking paths. Around half
of it is taken up by useful and decorative flowers. The second part is an arboretum
constituting a collection of trees. The most valued among visitors are the azaleas.
For tourists, there are many opportunities to make amazing photo sessions, for
example, cherry blossom, including Japanese sakura tree. Hereto belong, for
example, the national collections of varieties of roses.
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