Editorial

Véazené kolegyné a kolegové,

jsem poctén, Ze VAm mohu predstavit nové cislo ¢asopisu CASALC Review. V po-
fadi druhé vydani v roce 2017 obsahuje ptispévky jak informativniho charakteru,
tak védecké clanky ve trech tematickych okruzich. Tematické i obsahové zaméreni
jsou diikazem toho, Ze se Casopis stal stabilni platformou se Sirokym zamérenim
pro sdileni poznatkli a zkuSenosti z vyuky cizich jazyka. Prispévky od zahranic-
nich prispévatelti poskytuji mozZnost porovnat a podpofit jazykovou pripravu na
mezinarodni Urovni.

Odbornici podilejici se na jazykové pripravé musi reflektovat rychle se ménici
situaci ve vzdélavacim procesu. Na jedné strané jsme svédky ménicich se potieb
spolecnosti, pracovniho trhu a studenti samotnych, na strané druhé se potyka-
me s riznou urovni jazykové vybavenosti studentli ve vzdélavacim procesu, jejich
rozdilnou tirovni kompetence, motivace a ochoty osvojovat si cizi jazyk. Pozadavky
na kvalitu vyuky se zvysuji Casto soucasné se snizujicim se poctem hodin primé
vyuky. To klade zvySené naroky na vSechny ucastniky vzdélavaciho procesu v ob-
lastech zajisténi kvality vyuky jazyka, jeho osvojovani i hodnoceni, samoziejmé
s prihlédnutim k modernim trendiim v oblasti metodologie a ICT ve vyuce. Pozor-
ny Ctenar si urcité vSimne, Ze pravé tyto okruhy jsou soucasti pravé vydavaného
Cisla ¢asopisu CASALC.

Se zadjmem jsem si precetl vSechny prispévky, ale individudlni vybér a ptipadné
osobni hodnoceni nechdm na kazdém ¢tendfi. J4 osobné se nejvice zajimam o ob-
last terminologie, proto muj prvotni vybér byl zaméfen na problematiku jazyka
védy a standardizované anglictiny. Uznavam ale, Ze neméné zajimavymi a dilezity-
mi jsou i faktory ovliviiujici kvalitu vyuky a testovani, sociokulturni a interkulturni
kompetence, a také schopnosti uciteld motivovat studenty, 1épe vyuzivat ¢as a ICT
ve vyuce. To vSe nas totiZ ucf ucit i ucit se cizi jazyk jinak a vérim, Ze kvalitnéji
a efektivnéji.

Prijemné cteni vam jménem CJV UO preje

Jiri Dvordk
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Faktory ovliviiujici kvalitu vyuKky cizich jazyku
Hanne-Lore Bobakova

Abstrakt: Studie se zabyva problematikou kvality vyuky cizich jazyki z pohledu faktord, jez
se na kvalité podileji. V iivodu ¢lanku je problematika kvality zasazena do tfi kontextd, a to
evropského a narodniho a posléze do konkrétniho edukac¢niho procesu. V ¢lanku je pozornost
vénovana faktortim, které maji vliv na kvalitu edukac¢niho procesu i kvalitu vystupu. Tyto fak-
tory byly predmétem vyzkumného Setfeni, které bylo realizovano v zimnim semestru v roce
2015 na Obchodné podnikatelské fakulté v Karviné. Tohoto Setfeni se zti¢astnilo sto studentti
studujicich némcinu jako prvni nebo druhy jazyk v ramci riiznych obort nabizenych ke studiu
na OPF. Cilem Setieni bylo stanovit faktory, které maji vliv na edukacni proces a jeho kvalitu.
V dalsi ¢asti je predstavovana odbornad literatura k tématu a jsou stanoveny pracovni hypotézy.
Na tuto ¢ast navazuje ¢ast vyzkumng, jeZ podrobné popisuje vysledky Setfeni. V diskusni ¢asti
jsou vysledky provedeného vyzkumu diskutovany v kontextu odborné literatury domaci i za-

faktory, kterym je tieba vénovat pozornost pfi vyuce cizich jazyki z pohledu vyucujiciho.

Klic¢ova slova: kvalita vyuky, cizi jazyk, motivace, vyzkum

Uvod

Vzdélavani v 21. stoleti je ovliviiovano faktory politickymi, spolecenskymi i hospo-
darskymi. Chceme-li postihnout podstatu problematiky kvality vzdélavani v kon-
textu vzdélavaci politiky, didaktiky a konkrétniho edukacniho procesu, nesmime
opomenout globaliza¢ni jevy a jejich podil na védeckém diskursu k tomuto tématu.
Vyznam modernich technologii a rozmach informaci jsou vSeobecné znamy, tak
jako vliv globalizace na narodni staty a jejich struktury a v neposledni radé jejich
vliv na obory pedagogiky.

S vytvarenim jednotného vzdélavaciho prostoru vysokoskolského vzdélavani je
luprace v ramci Boloniského procesu byly narizeny vSem c¢lenskym zemim Evrop-
ské unie systémy zajistovani kvality vysokoskolského prostoru.

Pojem kvalita je ve vzdélavani spojovana s kvalitou evropského vzdélavaciho pro-
storu, kvalitou vzdélavaci soustavy, kvalitou vzdélavacich instituci a v neposledni
fadé s kvalitou vzdélavacich procesd. V nasem ¢lanku se omezime na konkrétni
edukacni proces a na faktory ovliviiujici jeho kvalitu.

Empiricka studie / Empirical Study 5



1 Odborné uchopeni tématu
1.1 Odborna literatura k tématu

Jak poznamenava PiSova (2010, 55), zdjem o problematiku kvality vzdélavani je
diktovan spolecenskou a ekonomickou objednavkou na zvySovani kvality vzdéla-
vani a vzdélavacich instituci a imperativem celoZivotniho vzdélavani.

Vyzkumy ke kvalité vzdélavani rozdélujeme na zakladé rGznych perspektiv nasle-
dovné:

¢ ve smyslu vSeobecné didaktiky s ohledem na cil, obsah metody vzdélavani,
e na vyzkumy zamérené na klima ve skole ¢i tridé,

e vyzkumy vyucovani a uceni.

Slavik a Lukavsky (2012, 84) definovali pojem kvality vzdélavani jako hierarchic-
k§, dynamicky systém Kritérii slouZzici k hodnoceni obori, jez jsou specifické svym
obsahem, rozsahem, vlastnostmi a strukturou. Pro Janika et al (2012, 28) pred-
stavuje pojem kvalita vyucovani didakticky problém, nebot podle ného ma vést
vyucovani k uceni, oviem s ohledem na pouzité cesty, které k nému vedou. Podle

v, vz

jeho prresvédceni se komponenty a znaky kvality vyucovani tvoii ze Ctyr casti:

1. Organizace a vedeni tridy
e vyuZziti ¢asu
¢ adekvatni cas
2. Zprostredkovani cilti a obsahi
e jasnost
e struktura

3. Ucebni ukoly

4. Klima ve tfidé (konstruktivni zachazeni s chybou, adaptivita vyucovacich po-
stupti).

Stary a Chval (2009, 65) chapou kvalitu jako vyjadieni néjakého stavu. Priicha
(1996, 27) rozumi kvalitou (vyuky, vzdélavacich procest, vzdélavacich instituci,
vzdélavaci soustavy) zadouci (optimalni) droven fungovani a/nebo produkce téch-
to procest a instituci, ktera miiZe byt objektivné méiena a hodnocena.

1.2 Kompetencni model ucitele

Rozhodujicim c¢initelem ovliviiujicim edukacni proces je samotny ucitel. Termi-
nologie zachycujici determinativni rysy ucitele z hlediska eduka¢nfho procesu je
heterogenni. Setkdme se s ozna¢enim kompetence ucitele, osobnostni rysy ucitele
apod. Helmke popisuje vyucovani jako vytvareni prilezitosti k uceni, které jsou




prizplisobeny individualnim vstuptim zakt v eduka¢nim procesu (Lipowsky 2006,
69).

vy,

NejrozsirenéjSim pojmem vsak je pojem kompetence. I kdyz samotny pojem kom-
petence neni novy, objevuje se intenzivnéji az v poslednim desetileti (Fleischer
a kol,, 2013, 6). Kompetence byvaji definovany jako kognitivni dispozice vykonu
specifické pro dany kontext, které se vztahuji na funk¢ni situace a poZadavky
v urcitych doménach (Klieme, Leutner 2006, 22). Zaroven je zdlraziovan fakt,
ze kompetence jsou vice ¢i méné znalosti, dovednosti a strategie specifické pro
prislusnou oblast, které jsou naucitelné (Baumert 2011, 22). V popredi tohoto
okruhu zkoumadni stoji strukturované kompetencni modely zkoumajici mozZnost
modelovani kompetenci s ohledem na poZadavky ve specifickych situacich (Kli-
eme, Hartig 2007).

Tab. 1: Helmkeho model nabidky a vyuZiti (2003)

Kompetence \{thfrem, v\,/ylv‘_Z't' ) NarGst uéeni
ucitele g prllli?::?]?t' ” prlllizl;?]?t' Homogenizace
A

Predpoklady
uceni u zaku

Zdroj: Lipowsky (2006)

Jak uvadéji Hardy, Hertel, Kunter, Klieme, Warwas, Biittner, Lithken (2011, 821),
aby bylo vyucovani vhodné utvareno, je zapotiebi, aby ucitelé disponovali vhodny-
mi profesnimi kompetencemi, které oznacuji jako znalosti, presvédceni, motivac-
ni orientaci Kompetenéni model piedstavuje soubor kompetenci dilezitych pro
vykon dané profese. Souvisi s profesi, persondlni strategii i persondlni ¢innosti.
M4 dvé soucasti, vertikalni integraci a horizontalni integraci. Vertikalni integrace
ma uplatnéni v oblasti strategického tizeni a je propojena s profesi. Horizontalni
integrace naznacuje propojenost personalnich ¢innosti s kompeten¢nim modelem.
Hronik definuje kompetenc¢ni model jako most mezi profesni strategii a personalni
strategii (2007, 68).

Pro potfebu naseho vyzkumu se priklanime k pojeti profesnich kompetenci ucitele
oznaCujici kompetence jako soubor znalosti, presvédcéeni a motivacni orientace.
Z tohoto pohledu provadime svij dil¢i vyzkum (viz niZe).
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2 Metodika vyzkumu a hypotézy

Predmétem vyzkumného Setieni se staly faktory ovlivnujici kvalitu vyuky cizich
jazykt. Setieni bylo realizovano v zimnim semestru v roce 2015 na Obchodné
podnikatelské fakulté v Karviné a zcéastnilo se ho 100 studenti studujicich ném-
¢inu jako prvni, nebo druhy jazyk v ramci rtiznych obord nabizenych ke studiu na
OPE. Cilem Setieni bylo stanovit faktory, které maji vliv na eduka¢ni proces a jeho
kvalitu. Z generového hlediska podstoupilo Setfeni 18 muzli a 82 Zen.

Z hlediska metodiky byl vyzkum zaloZen na reSersi Ceské i zahranicni literatury,
na vypracovani a distribuci dotazniki mezi studenty a vyhodnoceni a analyze zjis-
ténych dat. V rdmci pfedmétu vyzkumu jsme se zamérili zejména na ndsledujici
okruhy, jez jsou relevantni k danému tématu:

1. Upfednostiiovani jednotlivych druhti uceni jako napt. prilezitostné, (ndhodné
prostfednictvim internetu), zdmérné, cilené (ve skole), ¢innosti, které si stu-
dent ridi sam.

2. Uprednostniovani jednotlivych druhl paméti (mechanicka, logicka, vizudlni,
sluchova, kombinaci predchozich druhti paméti).

3. Faktory ovliviiujici proces uceni (télesny a duSevni stav, motivace, podnétné
prosttredi, vztah k cizimu jazyku, opakovani, ¢innosti predchazejici a nasledu-
jici).

4. Podptrni Cinitelé pti uceni (vile, pozornost, uvédoméni si druhu paméti, cha-
rakterové vlastnosti zaki, ucitel).

5. Cetnost uceni (jednou tydné, pred zkouskou piileZitostné, pravidelng).

6. Aspekty dilezité pti uceni (osobni vztah k jazyku, dobfe zpracovany vyukovy
material, motivujici ucitel, dobra atmosféra ve skupiné, diilezitost jazyka pro
budouci povolani).

K formulaci hypotéz vychazime z odborné literatury. Podle Af3becka (1987, 116) je
zasadnim predpokladem dspéSného uceni i motivace k uceni vést zZaky explicitné
i implicitné pti edukaci k vysvétleni principi a zprostiedkovani ucebnich strate-
gii, které maji zabranit biflovani. Dale vychazime z Lipowského (2006, 64), ktery
hovoti o tom, Ze ucitel se svymi kompetencemi a eduka¢nim jedndnim ma znacny
vliv na rozvoj uceni u zakd. Motivace k uceni vznika jen tehdy, kdyZ ma zak na
jedné strané dojem, Ze predmét uceni a aktudlni proces vyucovani a uceni jsou
pro ného osobné smysluplné a dilezité a jeho zakladni psychologické potreby jsou
dostatecné uspokojeny (Krapp 1999, 639).

Pro potreby naseho vyzkumu jsme si na zakladé odborné literatury stanovili né-
kolik pracovnich hypotéz:




e Hypotéza 1: V dobé rozvoje vypocetni techniky a internetu budou Zaci upred-
nostiiovat uceni prilezitostné prostiednictvim internetu.
e Hypotéza 2: Studenti neupfednostiiuji pouze jeden druh paméti.

vivs

e Hypotéza 3: Nejdllezitéjsi faktory ovliviiujici proces uceni jsou motivace
a vztah k cizimu jazyku.

e Hypotéza 4: Podplrnym cinitelem p¥i uceni je zejména ucitel.
o Hypotéza 5: Studenti se uci cizi jazyk vétSinou prilezitostné.
¢ Hypotéza 6: Pri uCeni cizimu jazyku hraje ucitel dtlezitou roli.

3 Vysledky

3.1 Uprednostiiovani zptisobti uc¢eni

Vyzkumné Settfeni ukazalo, ze 21 studentl uprednostiiuje prilezitostné, nahodné
ucCeni ¢i uCeni prostiednictvim internetu. Zamérnému, cilenému uceni ve Skole
dava piednost 80 studentti a 28 studenti zvolilo uceni s ¢innostmi, které si voli
sami. Kvantitativni volba jednotlivych druhti u¢eni ukazala, Ze studenti v nékterych
pripadech volili vice druhli uceni.

Tab. 2: Uprednostfiovdni zpisobu uceni

Pofadi | Zpusob uéeni Pocet odpovédi
1. Zamérné, cilené uceni ve Skole 80
2. Uceni s ¢innostmi, které si student voli sam 28
3. PrileZitostné, nahodné uceni ¢i uceni 21
prostfednictvim internetu

Zdroj: Vlastni vyzkum

3.2 Upriednostiiovani druhu paméti

Vyzkumné Setieni preferenci jednotlivych druhii paméti vykazalo nejvétsi prefe-
renci pro kombinovani jednotlivych druhti paméti. Pro kombinovani jednotlivych
druhli paméti se rozhodlo 69 studentl. Pro mechanickou pamét se vyslovilo 18
studentd, pro logickou pamét 19 studentd, pro vizualni pamét 18 studenti a pro
sluchovou pamét 26 studentd.

3.3 Faktory ovliviiujici proces uceni

Zajimavé vysledky prineslo Setfeni faktor®, které ovliviiuji proces uceni cizimu
jazyku. 11 studentd ovliviiuje pti procesu uceni se cizimu jazyku télesny a duSevni
stav. 61 studenti se vyslovilo pro motivaci, dalSich 11 studentd je pozitivné ovliv-
novano podnétnym prostredim, 60 studentim pomdaha pri uceni vztah k cizimu
jazyku, 33 studentl je presvédceno o tom, Ze jim opakovani pomaha pri procesu
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Tab. 3: Upfednostriovdni druhu paméti

Pofadi | Druhy paméti Pocet odpovédi
1 Kombinace druhd paméti 69
2 Sluchova pamét 26
3. Logicka pamét 19
4 Mechanicka pamét 18
5. Vizudlni pamét 18

Zdroj: Vlastni vyzkum

uceni a 12 studentt si je védomo dilezitosti predchazejicich a nasledujicich Cin-
nosti pfi uceni.

Tab. 4: Faktory ovliviiujici proces uceni

Pofadi | Druhy faktora Pocet odpovédi
1. Motivace 61
2. Vztah k jazyku 60
3. Opakovani 33
4. Posloupnost ¢innosti 12
5. Télesny a dusevni stav 11
6. Podnétné prostredi 11

Zdroj: Vlastni vyzkum

3.4 Podpirni ¢initelé pii uceni

Jako dal$i determinanty uceni jsme stanovili viili, pozornost, uvédomeéni si typu
paméti, charakterové vlastnosti uvedené vSeobecné a ucitele. 55 studentt uvedlo,
Ze jim pri uceni pomaha vile. 59 studenti se vyslovilo pro pozornost jako cinitele,
ktery ovliviiuje jejich uceni. Pouze 6 studentd uvedlo, Ze jim pomaha uvédoméni
si druhu své paméti. 10 studentl se rozhodlo pro charakterové vlastnosti. Pro 48
studentd je ucitel pomocnikem pti uceni se cizimu jazyku.

Tab. 5: Podpdarni Cinitelé pri uceni

Pofadi | Podpurni €initelé pfi uéeni Pocet odpovédi
1. Pozornost 59
2 Vile 55
3. Ucitel 48
4 Uvédomeéni si druhu své paméti 6

3.5 Cetnost uéeni se cizimu jazyku

Pti vybéru Cetnosti uceni se cizimu jazyku méli studenti na vybér z nasledujicich
variant: jednou tydné, pied zkouSkou, prilezitostné a pravidelné. Pro variantu jed-
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nou tydné se vyslovilo 21 student(i, 80 studentt volilo, Ze se uci pred zkouskou,
28 studentl se uci prilezitostné a zadny student se neuci pravidelné.

Tab. 6: Cetnost uceni se cizimu jazyku

Poradi | Cetnost uéeni se cizimu jazyku Pocet odpovédi
1. Pted zkouskou 80
2. PtileZitostné 28
3. Jednou tydné 21
4. Pravidelné 0

Zdroj: Vlastni vyzkum

3.6 Aspekty dulezité pri uceni

Vyznamnym bodem Setfeni je dilezitost faktord, které hraji roli pfi uceni se cizi-
mu jazyku. Studenti se mohli rozhodnout pro nasledujici: osobni vztah k jazyku,
dobre zpracovany ucebni material, motivujici ucitel, dobra atmosféra ve skupiné
a dilezitost jazyka pro budouci povolani. Pro osobni vztah k jazyku se rozhodlo
58 studentd, pro 53 studentl je dulezity dobfe zpracovany ucebni material, 35
studentd zvolilo motivujictho ucitele, pro 38 studentl je dilezita dobra atmosfé-
ra ve skupiné a 51 studentd povazuje za dilezité ucit se jazyk pro své budouci
povolani. Poradi dileZzitosti znazoriuje nasledujici tabulka:

Tab. 7: Poradi duleZitosti faktor( pri uceni se cizimu jazyku

Poradi duleZitosti | Pocet odpovédi | Faktor
1 58 osobni vztah k jazyku
2 53 dobre zpracovany ucebni material
3. 51 dulezitost pro budouci povolani
4 38 dobra atmosféra ve skupiné
5. 35 motivujici ucitel

Zdroj: Vlastni vyzkum

4 Diskuse

Hypotéza 1, Ze v dobé rozvoje vypocetni techniky a internetu budou zZaci upted-
nostiiovat uceni prilezitostné prostrednictvim internetu, nemohla byt potvrzena.
Z vyzkumného Setfeni vyplynul fakt, Ze studenti se pti uceni cizimu jazyku spo-
1éhaji nejvice na cilené a zdmérné uceni prostrednictvim ucitele. Hypotéza 2, ze
studenti neupiednostiiuji pouze jeden druh paméti, mohla byt potvrzena. Hypoté-
za 3, Ze nejdllezitéjsimi faktory ovliviiujicimi proces uceni jsou motivace a vztah
k cizimu jazyku, mohla byt potvrzena. Hypotéza 4, Ze podplrnym cinitelem pri
uceni je zejména ucitel, mohla byt potvrzena. Hypotéza 5, Ze studenti se uci cizi
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jazyk vétsinou prilezitostné, mohla byt potvrzena. Hypotéza 6, Ze pri uceni cizimu
jazyku hraje ucitel dialezitou roli, mohla byt rovnéz potvrzena.

Setfenim mohlo byt potvrzeno tvrzeni Lipovského (2006, 64), Ze ucitel ma se
svymi kompetencemi a eduka¢nim jedndnim znacny vliv na rozvoj uceni u zaka.
K nejdtlezitéjsim faktorim ovliviiujicim proces uceni patii u uceni se cizimu jazy-
ku motivace, osobni vztah k jazyku, dobfe pripraveny ucebni material a dileZitost
jazyka pro budouci povolani.

Ukazalo se, ze pro vyuku ciziho jazyka je dilezita i atmosféra ve skupiné, jak
o ni hovoti Plaminek (2007). Plaminek o tomto navozeni prijemnych pociti hovori
jako o vzorci chovani, ktery oznacuje pojmem apetence. Podle néj takovy podnét
Clovék vyhledava, je motivovan k chovani, které k nému vede.

Zavér

Setieni faktort ovliviiujicich kvalitu vyuky cizich jazyki je pro zkvalitnéni edukac-
niho procesu velice pfinosné. Prinasi data, jeZ jsou uplatnitelna pro kazdodenni
praci ucitele v terciarnim sektoru, zejména z pohledu pripravy na edukacni pro-
ces volbou motivujicich obsahl a volbou vhodnych metod vyuZivajicich kombinaci
riznych druhd paméti Zakd (vizudlni, auditivni, logickou). Zamérné, cilené uceni
je u této cilové slupiny vétSinou jedinym zdrojem informaci, a proto si ucitel musi
byt védom svého dilezitého postaveni v edukac¢nim procesu.

Je to pravé ucitel, jenZ muze ovliviiovat postoj zaka k jazyku, kdo mtlze vytvaret
pozitivni atmosféru ve skupiné, na ném zalezi, jak poutavé vytvoii ucebni material
a vybere edukac¢ni obsah tak, aby byl uplatnitelny v redlném zivoté a zejména
na trhu prace. V neposledni radé je to ucitel, ktery svym postojem mizZe zZaky
motivovat a je to on, ktery jako posledni ¢lanek p¥i vzdélavani rozhoduje o kvalité
edukacniho procesu.
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Introduction to a study of face validity and concurrent
validity of tests in accordance with STANAG 6001

Maéria Sikolova, Ludmila Kola¢kova a Pavel Svoboda

Abstract: Since the concept of test validity is of great importance in high-stakes tests, the
authors have decided to study both face validity and concurrent validity from a theoretical
point of view. Further on, the face validity and concurrent validity of the tests in accordance
with (IAW) STANAG 6001 will be addressed.

To scrutinize the face validity of these tests, a questionnaire will be constructed and distributed
to candidates who have undergone the examination. It will be focused on gathering the data
concerning their opinions and attitudes towards the exam.

The data for the analysis of concurrent validity will be collected in such a way that the real
test results will be compared with the results predicted by the teacher and by the candidate as
a self-assessment.

Key words: high-stakes tests, test validity, data collecting, candidates’ results

Introduction

The importance of test validity and reliability is readily apparent and does not
require any lengthy evidence. In the military context, language tests IAW STANAG
6001 are undoubtedly high-stakes tests, and in the Czech Republic, their signifi-
cance has recently even intensified, since the exam results may have a profound
impact on soldiers’ careers. This fact has led the authors of this paper to some
ideas on how to approach test validity.

Although face validity means “the degree to which a test appears to measure the
knowledge or abilities it claims to measure, as judged by an untrained observer”
(Dictionary of Language Testing, p 59), we consider the opinion of test candidates
quite important. Presumably, if their perception of face validity is positive, they
will probably respect the results and consider them to be fair. Consequently, con-
fidence in the fairness of the exam may play a role as a motivation factor in their
learning process. The original intention of the authors was to address this prob-
lem by a questionnaire survey, however, up to now, the questionnaire has only
been designed and consulted with a subject-matter expert. The distribution of the
questionnaire will be done in the near future and the results will be published
after gathering appropriate data.

This paper primarily deals with the preliminary steps taken to look into concur-
rent validity. Rather than comparing and correlating the results of two different
tests, the data which have been gathered, compared and analyzed are the test
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results predicted by the class teacher, by the candidate himself/herself and the
real test results.

1 Theoretical background

The concept of validity is rather broad and is not limited to language testing.
In terms of research, the validity of collected data means that the results of re-
search, including the ways of data gathering, meet all the requirements of scien-
tific research methods. In other words, validity can also be generally referred to
as “the extent to which the data collection procedure measures what it intends to
measure” (Seliger, Shohamy, 2011, p. 188). McNamarra defines validity in a sim-
ple way as meaning “the relationship between evidence from test performance
and the inferences about candidates’ capacity to perform in the criterion that are
drawn from that evidence” (McNamarra, 2008).

Although different authors offer slightly different approaches to validity as such,
with several of them claiming various types of validity, we concur with Alderson,
Clapham, Wall that the types of validity, in fact, represent various methods of
assessing validity (Alderson, Clapham, Wall, 1995, p. 171). Another important idea
concerning validity is that it cannot be actually proven; however, what matters is
to acquire the evidence of validity (Seliger, Shohamy, 2011, p. 188). And this is the
starting point of the study whose intentions and preliminary results are presented
in this paper.

Face validity refers to the way the exams are perceived by non-specialists; or how
the test “looks” in the public eye. Usually, this assessment is holistic, giving an
opinion on the test as a whole. It could be influenced by being too difficult or too
easy; or by containing unclear instructions or faulty items (Alderson, Clapham,
Wall, 1995, p. 172). This type of validity is often categorized as one kind of inter-
nal validity. Some experts do not consider face validity to be scientific or relevant
(Stevenson 1985 in Alderson, Clapham, Wall, 1995, p. 172). Hughes claims that
although face validity is not scientific, it is still of importance as a test lacking
face validity can result in candidates not performing on it well and in teachers,
students and authorities not accepting it (Hughes, 1992).

To approach the problem of face validity, there are essentially two ways to gather
the data - either by directly interviewing the candidates or by designing a ques-
tionnaire and administering it to them.

As opposed to face validity, concurrent validity is considered to be a type of ex-
ternal validity. Commonly, this type of validity means a comparison of results of
a certain test with the results of another test. Concurrent validity expresses the
correlation between the scores achieved by a group of candidates on two different
measures (Davies et. al, 1999, p. 30). Hughes (1992, p. 23) exemplifies this kind of
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validation in a situation in which an oral exam is needed at a length of around 45
minutes, but on practical grounds should be much shorter, at about 10 minutes.
The recommendation is to find a random sample of students who would undergo
the full 45-minute test, as well as the shortened version. Both performances would
be assessed by different raters without knowing the scores of the others. The
question is whether the correlation between the two sets of scores is high or not.
If it is, then the shorter version is valid.

Apart from using two different tests or a parallel version of the same test, some
other measures can be used to establish concurrent validity, “the candidates’ self-
assessments of their language abilities; or rating of the candidate on relevant
dimensions by teachers, subject specialists or other informants.” (Alderson et al,,
1995, p. 177).

2 Results and discussion

Our preliminary study was based on the above-mentioned suggestions; in terms
of face validity, a questionnaire has been designed which is intended for data
gathering concerning candidates’ opinions about the examination, addressing such
questions, as e.g. identifying own language skills level in the rating scale and pre-
dicting test results.

As for concurrent validity, the study focused on the comparison of candidates’ ex-
pected results, class teachers’ estimated results and the real examination results.
A questionnaire has been regularly distributed and data has been systematically
gathered from September 2015 to August 2016 in the courses run by the Lan-
guage Centre of the University of Defence. Out of them, forty questionnaires were
randomly chosen for each STANAG 6001 level (levels 1, 2 and 3), altogether from
120 respondents. All of them were professional soldiers, have attended a course
organized by the Language Centre and were native Czech speakers.

We were primarily interested in learning to what extent the estimations of candi-
dates and teachers, as well as real exam results correlated. The data was gathered
and organized according to the level (separately attained data from the courses
for levels 1, 2 and 3), in individual language skills (listening, speaking, reading
and writing), as well as for all skills together for particular levels. The correlations
were calculated between candidates’ estimates - teachers’ estimates, candidates’
estimates - real results, and teachers’ estimates - real results.

2.1 Level 1 - results in individual skills

The correlation between candidates’ estimates and teachers’ estimates was from
0.5 to 0.6 for listening, reading and writing, while for speaking it was even lower
(0.43). Candidates’ estimates - real results correlation ranged for all skills from
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0.51 to 0.58. Teachers’ estimates versus real results correlations were the highest
at level 1, ranging from 0.50 in speaking skills to 0.71 in reading skills. We can
conclude from the given results that all correlations at this level were rather weak,
with the only exception being the correlation between teachers’ estimates and
real results in reading skills which was the highest (0.71). As for the weakest
correlation, it was for candidates’ estimates - teachers’ estimates in speaking skills
(0.43).

2.2 Level 2 - results in individual skills

If compared with the correlations at level 1, the correlations at level 2 were even
weaker. Candidates’ estimates - teachers’ estimates were the weakest in listening
skills (0.15) and the strongest, but still weak (0.47) in writing skills. Candidates’
estimates - real results correlations were also very weak in the range of 0.26
to 0.35; the weakest one being listening skills and the strongest one speaking
skills (0.35). At this level, the strongest correlations were between the relations of
teachers’ estimates versus real results; surprisingly, the weakest correlation was
in reading skills (0.36), which is just the opposite way around in comparison with
this degree of correlation at level one. For speaking skills, the correlation was
0.45, similar to the corresponding results for level 1 (0.43). The correlation for
writing skills was the highest one (0.68).

2.3 Level 3 - results in individual skills

At level 3, the correlations are generally speaking rather low. Candidates’ esti-
mates - teachers’ estimates correlations show differences in skills - the lowest
one for reading skills (0.26), quite similar to level 2 values (0.28). Listening and
writing skills correlated similarly (0.33 and 0.36), with speaking skills being on
the top in terms of correlation in this relation (0.57). As far as the candidates’
estimates - real results are concerned, the correlations were even a bit lower than
in the previous category. Reading skills displayed the lowest correlation (0.17),
which is closer to level 2 (0.36) than level 1 (0.51). Listening and speaking skills
have shown similar results with the values of 0.36 and 0.38, quite close to the
values of level 2 (0.26 and 0.35). Writing skills correlations were also rather weak
(0.21), which is much lower than at level 1 (0.58), closer to level 2 (0.27). The
strongest correlations were found in the category of teachers’ estimates’ - real
results, which is the same for levels 1 and 2. The best estimate was for listening
skills (0.60), whereas the lowest one was for reading skills (0.29). Speaking and
writing skills correlations were similar (0.48 and 0.46).
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2.4 Levels 1-3 for all skills together

When looking at the overall results correlated for individual levels, the highest
correlations were at level 1, where the highest correlation was for teachers’ esti-
mates versus real results (0.76). At the same time, even the relation candidates’
estimates - real results also revealed a rather strong correlation (0.72). The low-
est correlation, although still relatively strong was for candidates’ estimates -
teachers’ estimates (0.67). At level 2, the highest and relatively strong correlation
was identified for teachers’ estimates - real results (0.60). The other two correla-
tions were rather low (0.26 and 0.36). As for correlations at level 3, they seem to
be the weakest, particularly for candidates’ estimates - teachers’ estimates (0.19),
and even weaker for candidates’ estimates - real results (0.16). The last relation,
teachers’ estimates - real results gives the highest correlation in this category,
however, still not very high (0.54).

Conclusions - further research - suggestions

Generally speaking, the presented preliminary study and its results have revealed
that the correlations between candidates’ estimates - teachers’ estimates, candi-
dates’ estimates - real results, and teachers’ estimates - real results are not very
strong; rather, the stronger correlations, i.e. 0.7 and up, are found only in one
case: at level 1, it is for teachers’ estimates’ versus real results correlations 0.71
in reading skills; at levels 2 and 3, none of the correlations has reached 0.7. The
possible reasons behind this may be multiple. One of the obvious reasons is the
fact that with the increasing levels of proficiency, the range of possible estimates
widens, so the disagreement among the candidates, teachers and real results is
more frequent, which logically results in weaker correlations. As far as the candi-
dates are concerned, they may not be sufficiently familiarized with requirements
for individual language skills or they can either over- or underestimate their level
of skills. On the side of the teachers, one of the reasons could also lie in the
familiarization with STANAG 6001 descriptors which might not be on a proper
level. Another possible explanation also arises in the suggestion that the testing
system is set too high.

From a validation point of view, it is important to emphasise the fact that for all
levels it was always the teachers’ estimates that correlated more strongly with
the real results than those of the students, which proves their irreplaceable as-
sessment role in the learning process thanks to their expertise and experience as
opposed to the rather subjective assessment of the candidates.

Since only a preliminary study has been conducted so far, the reasons behind
relatively low correlations have not been investigated in detail, especially e.g. if
the candidates rather over- or underestimate their performance or whether the
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teachers do so. Further data gathering is desirable, as well as looking into the
reasons behind.

Subsequently, more validation studies should be conducted based on students’
opinions concerning the examinations which might include a verbal protocol
study.
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Externi standardy a méné béZné vyucované jazyky
Eva SloZilova

Abstrakt: Prispévek se zabyva problematikou pouziti externich standardi u méné bézné vy-
ucovanych jazykl. Na prikladu arabstiny demonstruje, jak mohou specifika danych jazyki
toto pouziti komplikovat predevs$im pti vyvoji standardizovanych jazykovych testti. Srovnava
vyuzitelnost dvou externich standardl pouzivanych bézné v evropském (Spole¢ny evropsky
referen¢ni rdmec pro jazyky) i mimoevropském kontextu (American Council on the Teaching
of Foreign Languages Proficiency Guidelines) a uvadi rovnéz nékteré pripady testli z arabstiny
deklarujicich vztaZeni k témto rdmcim, piedev$im k SERR].

Kli¢ova slova: méné bézné vyucované jazyky, arabstina, SERR], ACTFL

Abstract: The Common European Framework of Reference for Languages was developed as
a general guide whose ambitions are far from being prescriptive. It can be applied to a range of
commonly taught languages within the European context. A problem may arise when we need
to align tests or exams for less commonly taught languages to its proficiency levels.

The article introduces and compares two external standards commonly used in Europe and
America (Common European Framework of Reference for Languages and American Council
on the Teaching of Foreign Languages Proficiency Guidelines respectively) in standardised
testing. It discusses their applicability to Arabic whose language proficiency test development
is significantly affected and complicated by its specifics. Several examples of Arabic tests that
declare alignment with the CEFR proficiency levels are also provided and commented on.

Key words: less commonly taught languages, Arabic, CEFR, ACTFL

Uvod

Termin méné bézné vyucované jazyky (anglicky less commonly taught languages)
k nam prisel z USA, kde je otdzkdm spojenym s vyukou téchto jazykii vénovana
znacna pozornost. Tak naptiklad v ramci University of Minnesota plisobi organi-
zace CARLA (Center for Advanced Research on Language Acquisition), ktera spon-
zoruje specialni projekt nazvany Less Commonly Taught Languages. Neni bez za-
jimavosti, Ze pro potieby tohoto projektu jsou jako méné bézné vyucované jazyky
oznacovany vSechny jazyky s vyjimkou anglic¢tiny, francouzstiny, némciny a Spa-
nélstiny (CARLA, 2016). Vedle ¢instiny, japonstiny a arabstiny zde proto najdeme
i takové jazyky jako paststina, hebrejstina ¢i polstina. Hlavnimi cili tohoto projektu
je podpora motivace ke studiu téchto jazykd, pomoc ucitelim ve vytvareni kvalit-
nich vyukovych materidld a ve vzajemné kooperaci a komunikaci (tamtéz).

Politika EU je jiz dlouhodobé orientovdna na podporu mobility a mezikulturniho
porozuméni a podpora vyuky jazykl a jazykové rozmanitosti reprezentuje jeji ne-
dilnou soucast. Tato podpora je soustfedéna hlavné autochtonné, tedy na jazyky,
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jimiZ se hovofi na tzemi evropskych stati! (proto je zde b&zné&jsi termin lesser-
used languages, tedy méné uzivané jazyky). Pro tuto studii bude z tohoto hlediska
adekvatnéjsi pouzivat termin méné bézné vyucované jazyky, protoze se v ném stiraji
rozdily mezi jazyky alochtonnimi a autochtonnimi. Plejada uvazovanych jazyki
tak ptrekracuje hranice Evropy a otevird dvete pro jazyky jako ¢inStina, arabstina,
mongolstina a dalsi.

Jednotlivi reprezentanti méné bézné vyucovanych jazykli maji nepochybné sva
specifika, ktera se projevuji na nejriiznéjsich rovinach jejich jazykovych struktur
i mimo né. V disledku téchto specifik v nich mdze byt obtiZzné stanovit irovné
jazykové zptsobilosti podle externich standardl ¢i referen¢nich ramci, které se
pouZivaji pro bézné vyucované cizi jazyky a které nebyly vyvinuty s ohledem na
vySe zminéna specifika.

V tomto kontextu je hlavnim cilem studie na ptikladu arabstiny demonstrovat,
jaky dopad maji specifika tohoto jazyka na prirazovani zkousek c¢i testdi k vybra-
nym externim referen¢nim ramctim. Pfedstaveni téchto externich standardt bude
predmétem prvni kapitoly této studie.

1 Externistandardy

Standardy, k nimz mutzeme kurikuldrni dokumenty a predevsim vystupni testy
obecné vztahovat, mohou mit v zdsadé dvoji podobu. Zavisi na typu testu, ktery je
pro tento Gcel pouzit. V pripadé zavérecnych testl (testy typu achievement) miZe
tento standard predstavovat sylabus kurzu nebo semestralni vyuky ¢i kurikular-
ni dokumenty s presné definovanym obsahem. Jedna se tedy o jakysi standard
vnitini, ktery si definuji predstavitelé vzdélavaci instituce v souladu s celostatné
platnymi dokumenty odrazejicimi jazykovou politiku dané zemé. U testl jazykové
zpuUsobilosti (testy typu proficiency) je timto standardem urcity externi hodnotici
ramec, ktery ve svém chapani podstaty jazykové zplsobilosti a jejiho vyvoje od
nejnizsich trovni komunikativnich dovednosti az po dokonalé zvladnuti jazyka
miZze reflektovat riizné teorie, pristupy Ci filozofie vyuky cizich jazykd. Tento vnéj-
$i standard je potom prijiman nebo odmitan tvirci testu, testovacimi institucemi,
celymi vzdélavacimi soustavami nebo i celymi regiony v zavislosti na jazykové po-
litice dané instituce nebo daného regionu ¢i prislusnosti k urcité profesi. Jazykova
zpusobilost je v téchto referencnich ramcich definovana prostirednictvim urcitych
stupnl nebo drovni pomoci tzv. deskriptord. Spolecny evropsky referencni ramec
pro jazyky (SERR]) jako typicky predstavitel takového vnéjSiho standardu pou-
Zivany predevSim v Evropé ma téchto urovni Sest, referen¢ni rdmec Amerického

1 Evropska charta regiondlnich ¢i menS$inovych jazykii Rady Evropy podava piehled téchto jazy-
ka. (http://www.coe.int/t/dg4/education/minlang/AboutCharter/LanguagesCovered.pdf). Neni bez za-
jimavosti, Ze jednim z nich je i kyperska (kypro-maronitska) arabstina, ktera patfi mezi levantské dialekty
tohoto jazyka.
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vyboru pro vyuku cizich jazykd (American Council on the Teaching of Foreign
Languages) typicky pouZivany v USA (ACTFL) ma trovni pét.2

Budeme-li chtit identifikovat rozdily obou ramct, je nutné porovnani jejich zaklad-
nich charakteristik. Dal§$im krokem by bylo srovnani skute¢ného znéni jednotli-
vych deskriptort v jednotlivych drovnich, tato ambice jde ale mimo rozsah této
studie.

Z primarni charakteristiky obou dokumentt vyplyvaji prvotni zasadni odliSnosti
i podobnosti. Oba ramce spojuje skute¢nost, Ze jejich filozofie neni zaloZena na
zadné specifické teorii osvojovani si jazyka, ani neptredepisuje, jak by se jazyk mél
ucit. Jsou pouze nastrojem pro meéfeni funkéni jazykové schopnosti. Co je ale za-
sadné odliSuje, je jejich pouZitelnost. Doporucené pouziti SERR], které vyslo primo
z Rady Evropy (Martyniuk, s. 4), je jako deskriptivniho (tedy ne preskriptivniho
ani normativniho), kontextualné a jazykové neutralniho nastroje. Z ¢ehoz vyplyva,
Ze jakékoliv specifické pouziti pro urcity jazyk v urcitém kontextu klade velké
naroky na tvirce testu, aby si deskriptory SERR] ptizpusobili specifikim daného
jazyka i kontextu. U popist urovni ACTFL pro jednotlivé dovednosti se predpokla-
da jejich pouZiti presné a nemodifikované, ramec ACTFL je tedy preskriptivni a z4-
vazny (ACTFL Proficiency Guidelines, 2012). Je urcen predevSim pro akademické
a pracovni kontexty, i kdyz je aplikovatelny i na jina prostredi. Na druhé strané
je ale také jazykové specificky (Winke, Aquil, 2006, s. 222), protoZe pro jazyky3,
u nichz se predpoklada testovani ve shodé s deskriptory ACTFL (arabstinu nevyji-
maje), jsou pripojeny anotace se specifiky testovani daného jazyka pro jednotlivé
urovné vcetné vzorovych testovych tuloh. V pripadé arabstiny u dovednosti cteni
s porozuménim jsou sice uvadény pouze texty bez testovych otazek, ale anota-
ce obsahuji vedle udajii o délce textu, tématu, lexikalni a gramatické obtiZnosti
a (v pripadé arabstiny) i varieté jazyka také popis toho, cemu by mél student na
dané drovni u daného textu rozumét.

V SERR]J jsou drovné jazykové zplisobilosti rozprostieny mezi Sest pasem: Al, A2,
B1, B2, C1 a C2. Urovné pétitroviiové $kaly deskriptor ACTFL jsou oznacova-
ny jako zacdtecnik (novice), stredné pokrocily (intermediate), pokrocily (advanced),
profesiondl (superior) a expert (distinguished). Tri nejnizsi Urovné maji navic 3
podurovné (pasma), kterd 1ze oznacit jako pdsmo nizké (low), pdsmo stiedni (me-
dium) a pdsmo vysoké (high).

2 Dali typicky reprezentant vnéjiiho standardu STANAG 6001 vyuZivany v armadach ¢lenskych stati
NATO nebude v této studii predmétem zajmu, a to i piesto, Ze arabstina patii mezi testované jazyky.

3y posledni verzi deskriptord z roku 2012 se jedna celkem o 13 jazyki (angli¢tina, arabstina, azer-
bajdzanstina, ¢instina, francouzstina, indonézstina, japonstina, korejstina, némcina, portugalstina, rustina,
Spanélstina a turectina), popisy Urovni pro vSechny tyto jazyky jsou uvedeny na webovych strankach
ACTFL.
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Nabizi se otazka primého porovnani trovni obou referenc¢nich ramct. Metodolo-
gie takového porovnani je predmétem odborné diskuse testologické komunity jiz
nékolik let a postupné ji obohacuji vysledky nejnovéjstho vyzkumu. Barenfanger
a Tschirner zkoumali (Barenfanger, Tschirner, 2012) podle metod doporucenych
Radou Evropy a obsaZenych v manudlu (Relating language examinations to the
Common European Framework of Reference for Languages: learning, teaching, as-
sessment, 2009) spolehlivost hodnoceni zkuSenych examinatort ustnich zkousek
podle SERR] u vzorki ustniho projevu zkousky OPI a jeji pocitacové verze OPIc,
které byly jiz diive vyvinuty, vedeny i hodnoceny podle ramce ACTFL. Tabulka ¢. 1
zobrazuje vystup této studie v podobé srovnani tirovni obou ramct. Toto srovnani
ovSem neni prenositelné ani zobecnitelné do kontexti jinych zkousek a testii,

slouZi pouze pro zevrubnou orientaci pfi porovnavani tirovni obou ramci*.

Tab. 1: Urovné SERRJ a ACTFL u zkousek OPIc a OPI
Zdroj: Barenfanger, Tschirner, 2012, s. 12.

SERRJ | ACTFL OPIc and OPI

Al zacatecnik, pasmo vysoké

A2 stfedni pokrocily, pdsmo nizké
B1.1 stfedni pokrocily, pdsmo stiedni
B1.2 stfedni pokrocily, pasmo vysoké
B2.1 pokrodily, pdsmo nizké

B2.2 pokrocily, pasmo stfedni

Cc1 pokrocily, pasmo vysoké

Cc2 profesional

2 Specifika arabstiny

Vyuka arabstiny ma v ceském vzdélavacim kontextu dlouholetou tradici v podo-
bé oborového studia arabistiky na Ustavu Blizkého vychodu a Afriky Filozofic-
ké fakulty Univerzity Karlovy v Praze. Neoborové studium tohoto jazyka je ale
na Ceskych vysokych Skoldch spiSe raritou. Mezi vyjimky patii Filozoficka fakul-
ta Zapadoceské univerzity v Plzni, kde je arabsky jazyk vyucovan v ramci oboru
Blizkovychodni studia jako tzv.,zdrojovy jazyk®, podobné je tomu na Filozofické
fakulté Masarykovy univerzity v Brné, kde je vyuka arabstiny soucasti kurikuli
oborid Religionistika a Pravéka archeologie Predniho vychodu. Od akademického
roku 2015/2016 ma arabstinu ve své nabidce vyuky cizich jazykd i jazykové cen-
trum této univerzity.

4 Pro teoretické a metodologické aspekty procesu prirovnavani ACTFL a SERR] viz dale naptiklad Tschir-
ner, 2012.
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V pripadé vyvoje testu jazykové zpiisobilosti v arabstiné a jeho prirazeni k vnéj-
$imu standardu je nutno brat do uvahy nékolik specifik, ktera tento proces zasad-
nim zplsobem komplikuji (Winke, Aquil, 1996, s. 221).

Prvnim specifikem je diglosni® realita arabského jazykového prostredi, tedy exis-
tence spisovné variety jazyka (moderni spisovna arabstina) a Siroké plejady re-
giondlnich dialektd. Tato situace ma dopad na vzdélavani v arabském prostie-
di (Khamis-Dakwar, 2005; Maamouri, 1998) a odrazi se i ve vyuce a testovani
arabstiny jako ciziho jazyka. Jiz na samém pocatku vyukového procesu ¢i procesu
vyvoje testu je totiz potieba vymezit pojem komunikativni arabstina nebo komu-
nikativni kompetence v arabstiné (Wilmsen, 2006, s. 125-138). Z diglosni povahy
sociolingvistického kontextu arabsStiny totiZ vyplyva, Ze chceme-li rozvijet, méftit ¢i
hodnotit drovenn komunikativnich kompetenci jednotlivych uzivatell tohoto jazyka
ve vsSech Ctyfech feCovych dovednostech, tj. poslechu, mluveni, ¢teni a psani, musi-
me nutné vyresit otazku, prostfednictvim které variety jazyka v nich komunikace
v redlném svété probiha a jak to bude reflektovano ve vyuce i v testovani. U testo-
vani ¢tenf a psani tak Ize naptiklad predpokladat, Ze méieny konstrukt bude defi-
novan pouze v mezich spisovné variety, u jinych fecovych dovednosti by ale mohly
na definici konstruktu participovat i dali variety® a mohly by se vzajemné dopl-
novat. Tento zplisob kombinovani variet piipada do uvahy naptiklad u testovani
poslechu, kdy mohou byt urcité aspekty konstruktu pokryty varietou hovorovou,
jiné aspekty budou méritelné ve varieté spisovné. Podobna situace miZe nastat
rovnéZ u testovani dovednosti mluveni.

Z vyse uvedeného vyplyva, Ze pokud dany referen¢ni ramec nebyl vyvinut s pri-
hlédnutim k tomuto specifiku, nastava pro tvirce kurikuli ¢i testd velky problém.
Jako typicky priklad lze uvést testovani mluveni. Podle deskriptorti SERR] jsou
urovné A1-A2 zalezitosti bézného jazyka v kazdodenni komunikaci. Ta ale v real-
ném arabském kontextu probiha v dialektech - jak tedy zohlednit tuto skute¢nost?
Je funkéni spojit testovani obou hlavnich variet jazyka - moderni spisovné arabsti-
ny a nékterého z dialektG? Je obhajitelné testovani moderni spisovné arabstiny az

5 Z4kladni aspekty diglosie jsou predstaveny napt: v dile J. C. Fergusona a K. Versteegha (Ferguson,
1959; Versteegh, 2014, s. 241-258). Piivodni chapani diglosie (Ferguson, 1959) v sociolingvistickém kon-
textu arabstiny jako polarity dvou variet pouzivanych v zavislosti na odliSném kontextu proslo dyna-
mickym vyvojem a ptivodni polaritni (kontextualni) diglosni koncept je pfehodnocovan. Je spise vniman
jako konstrukt funkéni, kde dochazi stfidavému pouziti rtiznych variet jazyka v ramci jednoho diskurzu
(anglicky code switching) nebo vzajemné prolinani téchto kodtl (code mixing). PouZzivaji se spiSe termi-
ny polyglosie, ¢ili souziti nékolika variet jazyka, poptipadé kontiglosie (anglicky vyraz contiglossia), kde
jsou vSechny variety jazyka umistény na jakémsi pomyslném kontinuu s jednim krajnim pélem v podobé
spisovné variety a dialekty na misté druhého pélu (Albirini 2016, s. 20-21).

6 pro tyto mezistupné mohou byt riznymi autory pouzivany rtizné terminy. Napt. pro tzv. stiedni jazyk
oznacovany arabskymi autory jako lugha wustd pouZivaji néktef{ arabisté vné arabského svéta terminy
Formal Spoken Arabic, Educated Spoken Arabic (Ryding, 1991, s. 212), Prestigous Oral Arabic (Drozdik,
2001) a dalsi.
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od drovné B1 a tGrovné nizs$i pokryt pravé nékterym z dialektG? To bude mit ale
zasadni dopad na zplisob vedeni vyuky. V zasadé existuji tfi metodické postupy,
jak vyuku arabstiny pojmout. Pri vyuziti prvniho postupu zac¢ina vyuka moderni
spisovnou arabstinou a az na vysSich trovnich ovladani jazyka je zapojen urcity
dialekt. Druhy postup je opacny: vyuka zac¢inad zvolenym dialektem a aZ po jeho
zvladnuti se vénuje moderni spisovné arabstiné. Pii pouziti tietiho zplsobu se
od samotného zacatku integruje vyuka obou variet. V ceském kontextu (pokud
nebereme do tvahy soukromou vyuku dialektd, kterou nabizeji rodili mluv¢i) je
dominujici postup prvni - primarni vyuka moderni spisovné arabstiny, nicméné
integrovany zplsob vyuky se z hlediska korespondence s vnéj$Sim standardem
bude jevit jako adekvatnéjsi. Zde ale opét nardZime na velké mnoZstvi obtiZné
feSitelnych otazek. Nejobtiznéjsi z nich bude spojena s vybérem konkrétniho dia-
lektu. Tento vybér miize byt podminén mnoha faktory - od vyvoje politické situace
v arabském svété az po znalost dialekt z pozic uciteli - nerodilych mluv¢ich ¢i
dostupnost uciteldi - rodilych mluvéi uréitych dialektd’.

Druhé specifikum arabstiny je ddno samotnym charakterem tohoto semitského ja-
zyka, ktery bude strucné predstaven v nasledujici ¢asti studie. Arabska abeceda se
sklada z 28 konsonantl. VétSina z nich ma Ctyfi riizné podoby v zavislosti na tom,
ve které Casti slova se dany konsonant nachazi: pocatecni, stredovou, koncovou
a samostatnou. Tri z téchto konsonantd navic v pismu oznacuji i dlouhé vokaly.
Kratké vokdly (a, i, u) se bézné v pismu neoznacuji. Pokud oznaceny jsou, déje se
tak pomoci specidlnich diakritickych znamének, kterd jsou dopliiovana nad nebo
pod konsonant, ke kterému se vazi.

Arabské pismo je spojované, coZ znamend, Ze konsonanty uvnitf slov jsou vza-
jemné propojeny, jenom u Sesti konsonantti je toto propojeni ¢astecné limitovano
existenci jenom dvou podob - samostatné a koncové. Podobné jako u latinky jsou
slova oddélovana mezerami, smér pisma je zprava doleva.

Skutecnost, Ze kratké vokaly v pismu oznacovany byt mohou (jako napt. v uc¢ebni-
cich pro déti), ale nemusi (coz je typické napr. pro psany diskurz masmedii a be-
letrii), mohou zasadné zménit povahu arabské ortografie: z plytké (transparentni
predvidatelna korespondence fonémi a grafémti) na hlubokou (netransparentni,
kde zvukova podoba slova je v pismu rozpoznatelnd pouze na roviné konsonan-
th, vokaly musi byt doplnény v zavislosti na vyznamu daného slova v kontextu),
(napt. Abu-Rabia, 1998; Abu-Rabia, 2002).

7V této spojitosti lze uvést pripad studia archeologie na Filozofické fakulté Masarykovy univerzity
v Brné, kde soucasti kurikula jiZ vy$e zminéného oboru Pravéka archeologie Pfedniho vychodu byl vedle
moderni spisovné arabstiny i syrsky dialekt. Divodem k tomuto vybéru byla skute¢nost, Ze na nékolika
syrskych archeologickych lokalitach probihal po dobu nékolika let vyzkum, na némz participovali i stu-
denti. Se zménou politické situace v Syrii se musel zajem archeologli piesunout do jinych lokalit, coz vedlo
k demotivaci vyucovat vedle moderni spisovné arabstiny praveé tento dialekt.
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Pro strukturu arabského slova je charakteristicka existence kotrene tvoireného (vét-
Sinou) kombinaci tii konsonanti (tzv. kofenovych radikald), ktery je nositelem za-
kladniho vyznamu. Tento kofen je doplnén riiznymi moznymi kombinacemi sufix,
infixd, prefixti a vokall, které tvori derivacni vzory pro tvorbu jmen i sloves, pri-
tom vokalické soucasti téchto derivacnich vzort nejsou v pismu bézné zazname-
navany. Disledkem této konsonantické povahy arabského pisma je napiiklad casty
vyskyt tzv. homografii®, tj. vyrazii psanych stejné, ale zvukové i vyznamové odlis-
nych (naptiklad kombinace ti{ konsonantl ktb, ktera tvori grafickou podobu slo-
va, miZe byt ¢tena jako kataba - ,on napsal®, kutiba - ,bylo napsano“ nebo kutub
Lknihy“). Nékteré derivacni vzory se odliSuji v jediném vokalu (napt. pricesti ¢inna
a trpna u sloves patticich do tzv. odvozenych slovesnych kment odliSuje pouze
opozice a vs.i u prostiedniho korenového radikalu). I z uvedené velmi struc-
né charakteristiky systému arabského jazyka, jejiz jakékoli komplexnéjsi rozbory
nejsou cilem této studie, je tedy zfejmé, Ze vizualni rozpoznani slova a identifikace
jeho vyznamu® i postaveni ve vété bude zaloZeno na odlisnych procesech, neZ je
tomu u jazykl psanych latinkou. V disledku toho se i nékteré dil¢i dovednosti
Cteni (napt. scanning) mohou projevovat jinak nez u béznych jazykd, coz by mélo
vést i k modifikovanému zptlisobu jejich testovani na rtiznych rovinach jazykové
zpusobilosti.

3 (Standardizované?) testy z arabstiny

Vedle vySe zminénych specifickych ryst arabstiny, které maji vliv na aplikaci vhod-
ného referencniho ramce jako externiho standardu pro vyvoj testli jazykové zpi-
sobilosti, je potieba zdiraznit jesté jednu skutec¢nost. Pokud uvazujeme o vyvoji
jazykového testu v souladu s urcitym externim standardem, pohybujeme se ve
sféfe standardizovaného testovani, coZ je komplexni a niaro¢ny proces. Vzhledem
k tomu, Ze jeho vystupem je standardizovany test, bude se koncept standardizace
vztahovat nejenom k vysSe uvedenému vnéjsimu standardu, ale bude se prolinat
celym procesem vyvoje takového testu, protoze veSkeré jeho etapy maji predem
dany standardizovany postup, bez jehoz dodrzovani se test nedd povazovat za
standardizovany, ani pokud deklaruje troven vztaZenou k vnéjSimu standardu.
Zakladem vyvoje takového testu je predevsim vytvoreni detailni a transparentni
testové dokumentace na jeho zacatku a volba vhodné metodiky pro stanoveni cut-
off skért (takovych hodnot testovych skort, které rozlisuji dvé sousedici arovné
daného ramce) na jeho konci. Mezi témito krajnimi body je mnohdy i nékolikaleté
usili tymu tvirch testu slozeného jak z arabistd, tak expertl testovacich a odbor-
nika na statistické analyzy. Cely proces zahrnuje vyvoj testovych specifikaci vcetné
definice konstruktu testovanych dovednosti, tvorbu testovych polozek, jejich mo-
deraci, pilotaz, statistické analyzy chovani testovych poloZek, ostrou administraci

8 Jak uvadi Abu-Rabia, tém&i kazdé tieti arabské slovo miize byt homografem (Abu-Rabia, 1998, s. 109).

9Atoi presto, Ze kofen je nositelem primarniho vyznamu.
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testu a naslednou analyzu, interni i externi validaci testu a jiZ zminéné stanoveni
cut-off skori. Proces vyvoje standardizovaného testu je prehledné zpracovan jed-
nak v odborné literatuie (Alderson et al, 1995; Fulcher, 2010; Young et al, 2013;
Manual for Language Test Development and Examining, 2011), promitd se i do
pokyni pro dobrou praxi v jazykovém testovani, kterymi se ridi hlavni svétové
testovaci organizace (ILTA, EALTA, ITC, ETC, ALTE) a uvefejiiujf je na svych webo-
vych strankach. Proces prirazeni testi k SERR] detailné popisuje existujici manual
Rady Evropy pro ptirazeni testli k SERR] (Figueras et al, 2005; Relating language
examinations to the Common European Framework of Reference for Languages:
learning, teaching, assessment). Podrobnéji o problematice standardi v jazykovém
testovani a standardizovanych testid viz naptiklad Alderson et al, 1995; Bachman,
1990; Bachman, Palmer, 1996; de Jong, 1990; Fulcher, 2010). Ptiklady realného
vyuziti existujicich referen¢nich ramct pro vyvoj testli z arabstiny, které budou
diskutovany v nasledujici ¢asti studie, tak bude potieba vnimat i skrze tuto sku-
te¢nost.

Z deviti testl, které Winke a Aquil (2006, s. 223-224) zahrnuli do piehledu vetej-
né dostupnych testl z arabstiny v USA, je jich osm vyvinuto v souladu s deskripto-
ry ACTFL, pouze v jednom pripadé byl pro vyvoj testu pouzit jiny externi standard
(jedna se o test Arabic 12/16-Point Proficiency Exam vyvijeny na New York Uni-
versity, ktery vyuziva specialni rdmec pouzivany na této univerzité). V soucasné
dobé nemd autorka studie dostupné informace o tom, Ze by pro testy jazykové
zpUsobilosti z arabstiny vyvijené v USA byl za vnéjsi standard pouZivan SERR].
V Evropé byly pro ucely vyvoje testl z arabstiny zaznamenany ojedinélé pripady
vyuziti SERR].

Otazka prirazeni zkouSek z arabstiny k SERR] nebyla v evropském kontextu v prv-
nich letech po uvetejnéni SERR] v roce 2001 prili§ aktudlni. Profesor Ch. Alderson
z britské University of Lancaster se v prvni dekadé 21. stoleti podilel na vyvoji
diagnostického systému sebehodnoceni DIALANG'? zaloZeném na SERR]. Jazyky,
které zde byly zarazeny, pokryvaji Siroké spektrum od téch nejcastéji vyucovanych
(anglictina) az po ty nejméné casté (islandstina), arabstinu mezi nimi pochopi-
telné nenajdeme. V soucasnosti, tedy vice nez 15 let od vydani SERR], existuje
nékolik pripadd testl z arabstiny deklarujicich prifazeni k drovnim SERR]. Pro
potieby této studie bude dostatecné zminit se pouze o nékterych z nich.

Autorem jednoho z téchto testd je Prof. Dr. Eckehard Schulz z Orientdlniho In-
stitutu Univerzity v Lipsku, celosvétové uznavany arabista, ktery vyvinul online
verzi testu na urovnich A1-A2, B1-B2 a C1-C2 (Al-Arabiyya-Test). Bez ohledu
na nepochybné velké kvality tohoto testu z Cisté lingvistického thlu pohledu je
ale potfeba posuzovat jeho deklarované urovné s velkou rezervou, protoZe bez

10 Tento systém je v soucasnosti pod spravou University of Lancaster a pouzitelny pro 14 jazyku (arabsti-
na zahrnuta neni).
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podrobné testologické dokumentace nelze tato tvrzeni povazovat za samozriejma.
Nejsou zvefejnény testové specifikace, neni ziejmé, jak je definovan konstrukt,
nejsou uvedeny informace o tom, jakym zpiisobem probiha tzv. standard-setting
pro urceni meznich hranic skérd vymezujici jednotlivé Grovné, test se tedy neda
povazovat za standardizovany.

DalS$im piikladem testu, ktery deklaruje troveii B1 podle SERR] a jehoZ poskytova-
telem je spolecnost TELC GmbH (TELC language tests), je tzv. TELC test. Z hlediska
deklarované trovné se ale rovnéZ na tento test vztahuje stejné hodnoceni jako
u testu predchoziho, nebot pozadovana testova dokumentace chybi.

Holandska arabistka a ptredstavitelka renomované testovaci instituce CITO (Cent-
ral Institute for Test Development) Anneke DeGraaf se spolupodili na vyvoji zkou-
Sek HAVO a VWO z arabstiny. Prvni z nich je pouZivana jako zavérecna zkouska ve
vSeobecném strednim vzdélani a druha pro stiedni vzdélani pripravné pro univer-
zitni studium, svym vyznamem se obé zkousky v zasadé daji povazovat za obdobu
Ceskych statnich maturit z ciziho jazyka. Nejedna se tedy o zkousku bézné dostup-
nou vetejnosti. Deklarovana troven téchto zkousek je B2 podle SERR], testové spe-
cifikace jsou bohuZel nevefejnym dokumentem, jedina testovana dovednost je Cte-
ni s porozuménim (DeGraaf, 2014). U zkousek HAVO a VWO ale probiha stanoveni
standardu (standard-setting) jako nezbytny predpoklad jejich prifazeni k SERR]
a existuji studie, které toto prifazeni dokumentuji (Noijons, Kuijper, 2006). CITO
zvetejiiuje vSechny verze zkousek, jejichz ostré pouZiti jiz probéhlo, a jsou volné
dostupné na webovych strankach této organizace. Kromé toho jsou zverejiiovany
i vysledky statistickych analyz a u pouzitych autentickych texti udavany i pouzité
zdroje autentickych textl.. Prifazeni zkouSek k SERR] k urovni B2 tak stoji na
pevnych zakladech.

Vyzkum v oblasti vyvoje standardizovanych testli z arabstiny neni v souc¢asné dobé
v kontextu ¢eského Skolstvi provadén vibec, stejné tak ani neprobihaji odborné
diskuse ohledné pouZitelnosti externich standardii pro tyto tcely. Caste¢né se tou-
to problematikou zabyva disertacni prace vénovana vyzkumu v oblasti strategii
Cteni v moderni spisovné arabstiné (Slozilova, 2016). V téchto souvislostech neni
bez zajimavosti, Ze pro vyzkumné ucely a pro potieby vyvoje testu z dovednosti
Cteni byly v této praci jako externi standard pouzity deskriptory jiz diive zminiova-
ného ramce ACTFL, coZ bylo z hlediska definovani konstruktu ¢tenf nejvhodnéj$im
feSenim, které deskriptory SERR] neposkytovaly.

Nelze odhadnout, zda bude vyvoj standardizovanych testd z arabstiny v souladu

s SERR] v pristich letech v ohnisku zajmu evropskych testovacich center ¢i orga-
nizaci!. Zmapovani této situace v arabském svété bylo mimo dosah této studie,

11 0 zaméru vyvinout test z arabStiny na irovni B1 se zminoval i lektor arabstiny na Fakulté translato-
logie a piekladu univerzity v Granadé béhem pobytu autorky studie na této univerzité v ramci programu
Teaching Mobility Erasmus+ (osobni komunikace).
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za zminku ale stoji jeden zaznamenany pripad deklarovaného timyslu arabské
testovaci instituce vyvijejici zkousku z arabstiny jako ciziho jazyka priradit tuto
existujici zkousku k SERR]. Jedna se o saidskoarabské Narodni centrum pro hod-
noceni ve vy$sim vzdélavani Qiyas, jehoZ piedstavitel Bjorn Norrbom!? prednesl
na 11. konferenci EALTA ve Warwicku (Velka Britanie) prezentaci, v niZ predstavil
projekt zaméfeny na vyuZiti arabského korpusu pro ucely ptifazeni Standardi-
zované zkousky z arabstiny pro nerodilé mluvc¢i (STAPSOL) k SERR] (Norrbom,
2014). V dobé finalizace této studie neméla autorka piistup k zadnym informacim,
které by realizaci tohoto umyslu potvrdily nebo vyvratily. Webové stranky vyse
uvedeného centra podobné informace neposkytuji (Qiyas).

Uvedené priklady jsou dikazem toho, Ze snaha vyvijet testy typu proficiency
z arabs$tiny podle SERR] v evropském kontextu existuje, v jejich vysledné realizaci
je ale prozatim prili§ prostoru pro kritiku - s vyjimkou renomované organizace
CITO, jejiz testologické zazemi umozinuje dodrZovani vSech postupl nutnych pro
prirazeni testu k referencnimu ramci. Na strané druhé existuje jasnd dominance
deskriptorti ACTFL pouZzivanych pro vyvoj testd z arabstiny v americkém kontextu.
Budeme-li brat do tvahy tradici, kterou ramec ACTFL v tomto teritoriu m4, jeho
obecny dopad na vyvoj jazykového testovani v USA (Malone, Tschirner), a tradici
vyuky a testovani arabstiny v USA'3, nebude zjevna dominance deskriptorti ACTFL
na uzemi USA neocekavatelna.

Zavér

Pouziti SERR] jako externiho standardu pro potieby vyvoje standardizovanych tes-
th z arabstiny neni v soucasné dobé zcela nemozné, jedna se ale o sloZitou pro-
ceduru. Vyzaduje tymovou praci odbornikd, ktefi zvladnou jak zohlednit specifika
arabstiny a prizplsobit jim deskriptory SERR], tak dostat vSem zavazkiim, které
z vyvoje standardizovaného testu vyplyvaji. Problém prirazeni zkousek z arabsti-
ny k SERR] tak nenf problémem pouze tohoto referen¢niho rdmce jako takového
a skutec¢nosti, Ze nebyl specificky vyvinut pro arabstinu, ale také dostate¢ného po-
¢tu odbornikd, ktefi by méli dostatecnou testologickou erudici a zaroven byli od-

borniky v arabstiné. Kritizované priklady testi deklarujicich drovné podle SERR]
nejsou prikladem dobré praxe v testovani.

K vyuzZiti deskriptort ACTFL, které zohlediiuji specifika arabstiny a disponuji dlou-
holetou praxi v jejich aplikaci pro arabstinu, v evropském kontextu nedochdazi.
ACTFL v tomto prostredi neni béZné pouzivanym ramcem a jeho pouziti by mohlo

12 ye své prezentaci se B. Norrboma zminil o tom, Ze doposud neni znam zadny standardizovany test
z arabstiny, ktery by byl transparentné a explicitné prifazen k SERR], ktery by pokryval vSechny ¢tyti
fecové dovednosti a pFitom poskytoval transparentné zpracovanou veskerou testovou dokumentaci.

13 Tradiené je arabstina vyucovana a testovana piedevsim v Defense Language Institute, Foreign Langu-
age Center v Monterey v Kalifornii zaloZeném v roce 1941.
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vést k nasledné potiebé konvertovat irovné ACTFL na urovné SERR], coZ by ce-
lou situaci jesté vice komplikovalo. Navic pouziti jiného externiho standardu jesté
neresi proces vyvoje standardizovaného testu jako takového. Ma-li tedy standar-
dizované testovani arabstiny v naSem evropském kontextu mit své misto (a to je
v soucasné situaci Evropské unie otazka stojici za odbornou diskusi), je potieba
vytvorit takové podminky, které by podporovaly vznik standardizovanych testi
z arabstiny v souladu s dominantnim ramcem v podobé SERR]. Podobny kol ale
neni v kompetenci jednotlivcl na jazykovych centrech nebo oborovych katedrach
¢i ustavech, je nutna jejich vzajemna spoluprace. Zpisob realizace takové spolu-
prace jde jiz ale mimo rozsah této studie.

Arabstina byla zvolena jako jeden reprezentant méné bézné vyucovanych jazykd.
Bylo by urcité zajimavé porovnat, jak s problémem externich standardi pracuji
ucitelé Cinstiny, japonstiny, korejstiny a dalSich jazykd, které jsou v evropském
kontextu rovnéz vyucovany. Dominance poznatkl a zkuSenosti z vyuzitelnosti ex-
ternich standardli u bézné vyucovanych jazykt (na cele s angli¢tinou) je pochopi-
telng, jejich prenositelnost na jazyky méné bézné vyucované ale ma svad omezenf.
Nelze neZ doufat, Ze se budou stile Castéji objevovat odborné studie i v oblasti
téchto jazykd a v konecném dutsledku prispéji k uspokojivému vyuZiti externich
standardd i pro vyvoj standardizovanych testd z téchto jazyki.
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Vocabulary and comprehension: how much do they
interact?

Esma Asuman Eray

Abstract: When learners encounter unknown words while reading a text in or out of class,
they usually think they will not be able to comprehend it and answer the questions related to
that text. To understand how the words my students do not know affect their comprehension
of the texts out of their coursebook, I initiated a study with my pre-intermediate university
prep class. I also wanted to see if they could learn and remember the words through the
reading texts. The participants read four different texts from online sources when the second
module finished (15th week) underlining unknown words and answering the comprehension
question. The texts were read again together in class with a focus on vocabulary. Three weeks
later, the same texts were given and the students were asked to answer the same questions.
The results show that there is a little improvement in learning words and answering more
comprehension questions.

Key words: vocabulary, reading comprehension, university level, explicit teaching

Introduction

Researchers in education have long believed there is a close relation between
‘vocabulary knowledge’ and ‘reading comprehension, and numerous studies have
shown “the strong correlation between the two” (Baker, 1995; Nagy, 1988;
Nelson-Herber, 1986 in Smith 1997).

As vocabulary learning was considered important, a number of studies have been
conducted on incidental and intentional vocabulary learning. They have shown
that incidental vocabulary learning is possible for second language learners (Day
& Omura & Hiramatsu, 1991; Dupuy & Krashen, 1993; Paribakht & Wesche, 1999;
Horst & Cobb & Meara 1998 in Ko 2012), but there is not much gain for a learn-
er (Nagy & Anderson & Herman, 1987; Hill & Laufer, 2003). Laufer (2005:228)
mentions that “input, particularly reading input alone, is unlikely to be the best
source of second language vocabulary acquisition”.

On the other hand, there are suggestions for explicit vocabulary teaching. Nation
(a) recommends that “deliberately teaching vocabulary is one of the least efficient
ways of developing learners’ vocabulary knowledge but nonetheless it is an im-
portant part of a well-balanced vocabulary programme”. Carlo et al. (2004:205)
conducted a study with the fifth grade English-language learners (native Spanish
speakers) with a control group of English-only speakers to see if ‘improvements
in vocabulary’ can be related to ‘improvements in comprehension’ after working
with the words explicitly and reported that “teaching word analysis and vocab-
ulary learning strategies in class” had “in the short run, a significant impact on
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reading comprehension” (Nagy & Anderson & Herman, 1985; Nagy & Herman, &
Anderson, 1987).

Anderson & Freebody (1981) have shown that “vocabulary knowledge has been
found to be strongly related to measures of general verbal ability and reading
comprehension” (in Freebody & Anderson 1983). They mention that learners,
while reading, have a focus on “comprehending the text”. They occasionally pay
attention to the “meanings of unfamiliar words”. Sometimes the learners can un-
derstand the passage they read well enough although there are a few unknown
words (Freebody & Anderson 1983). Norris & Ortega (2000) recommend that
second language learners can benefit from ‘form-focused instruction’. Long (1983)
suggests that “instruction makes a difference in L2 acquisition, when compared
with naturalistic exposure”.

Al-Darayseh (2014) conducted a study with 55 second-year students (two groups)
at university in Iran to investigate “the impact of a combination of both the explic-
it and implicit vocabulary teaching strategies on developing EFL learners’ vocab-
ulary and improving their reading comprehension skills”. The experimental group
was taught “vocabulary and reading texts explicitly and implicitly”, whereas the
control group was treated with “the traditional vocabulary teaching method”. The
same vocabulary and reading comprehension pre-test was given as a post-test at
the end of the study. The findings show “the combination of explicit and implicit
vocabulary strategies has proved to be effective in increasing students’ vocabulary,
and as a result, in improving their reading comprehension skills.”

Sedita (2005: 38) says that “one of the oldest findings in educational research
is the strong relationship between vocabulary knowledge and reading compre-
hension.” He also points that “word knowledge is crucial to reading comprehen-
sion and determines how well students will be able to comprehend the texts
they read in middle and high school” (in Al-Darayseh). Cunningham & Stanovich
(1998) mention that students who do not understand some words in texts tend
to have difficulty in comprehending and learning from those texts. Hirsch (2003)
states “vocabulary experts agree that adequate reading comprehension depends
on a person already knowing between 90 and 95 percent of the words in a text”.
Camille & Fisher(2005) also join the discussion by saying “one area of particular
significance to the curriculum is that of vocabulary and reading comprehension”.
Smith (1997) states that there is a common sense relationship between vocabu-
lary and reading comprehension since messages which are composed of ideas are
expressed in words.

BoulwareGooden & Carreker & Thornhill et al (2007) point out “comprehension is
the reason for reading, and vocabulary plays a significant role in comprehension”.
Hyso & Tabaku (2011) conducted their research with 80 first-year university stu-
dents studying English as their major. The purpose was “to give an overview of
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the beliefs the students have about vocabulary learning, its direct teaching, its
importance in university studies and of the vocabulary learning strategies used
by them.” Results showed that “direct teaching of vocabulary in university context
is important and leads to better text comprehension”. Yali (2010) in Al-Darayseh
(ibid) conducted a case study “to explore the role of reading in L2 vocabulary
acquisition, and the effect of different vocabulary instructional techniques on the
vocabulary learning of ESL students of different levels in Chinese universities.”
The results of the study showed that “instructional treatments resulted in sig-
nificant gains in learners’ receptive vocabulary knowledge” and “the combination
of the incidental and intentional learning instruction lead to greater vocabulary
gains and better retention. It was found that learners’ vocabulary size played
a decisive role in acquiring the productive aspect of the vocabulary knowledge”.
Mihara’s study (2011) (in Al-Darayseh, ibid) with pre-intermediate and interme-
diate Japanese university students focused on “two pre-reading strategies: vocab-
ulary pre-teaching and comprehension question presentation”. The purpose was
“to examine the effects of the two pre-reading strategies and also to discuss the
relationships between students’ English proficiency and their reading comprehen-
sion.” Participants were asked to perform a pre-reading strategy, read a passage,
and then answer comprehension questions. They read four passages altogeth-
er. Three weeks after they read the fourth passage, they were asked to answer
a questionnaire. The study shows that “vocabulary pre-teaching is less effective
for Japanese students than pre-questioning.”

Taboada (2011) (in Al-Darayseh) worked on two instructional frameworks. The
Contextualized Vocabulary Instruction (CVI) and the Intensified Vocabulary In-
struction (IVI) influenced and supported the Fourth-grade English-language learn-
ers’ reading comprehension and vocabulary acquisition. In the CVI framework,
four reading comprehension strategies were integrated with two autonomy-
supportive practices and implicit instruction of academic science vocabulary were
used, while in the IVI framework, students experienced explicit instruction of aca-
demic vocabulary in relation to reading, without explicit strategy instruction or at-
tention to autonomy supports. Results indicated that the IVI framework increased
students’ academic vocabulary, whereas CVI benefited reading comprehension as
well as autonomous learning in the classroom.

1 Study

The purpose of the study was to determine if there is any vocabulary learning
both ‘implicitly’ and ‘explicitly’ when pre-intermediate level learners do some ex-
tra reading in class with the teacher’s help and explanation about the unknown
words and also if and how this learning affects their comprehension. The sec-
ondary aim was to help the learners to be motivated to read some online sources
such as celebrity news and stories on some websites.
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1.1 Context of the Study

It was conducted in a prep class of a private university in Istanbul. The learn-
ers came to the program after taking the Placement Test prepared by the Test-
ing Office in the institution. The test itself is the combination of 50 grammar
and 30 reading comprehension questions, which are all multiple choice. It does
not test their vocabulary knowledge. After the test, the learners were placed in
an elementary-level class where they had 24 classes of 50 minutes each week
studying with a coursebook (10 class hours), a reading book (8 class hours)
and listening and note-taking pack(6 class hours). They performed reading with
some vocabulary work and comprehension questions with their coursebook. In
the reading component, they dealt with some texts in their reading book with
some strategy training to be able to read and understand those texts. There was
no regular vocabulary teaching over the course of the two modules. The learn-
ers came to the program in the second semester where they had 336 hours of
instruction over a 14-week period.

1.2 Participants

It was a class of 16 students (4 females and 12 males) who completed their stud-
ies for 2 years in different vocational schools (after their high school training)
in different cities. Their ages are from 22 to 35. They had different background
knowledge. They were beginners (2), false-beginners (6) and elementary (8) when
they first started but they had to enhance their English to be able to follow their
lessons in the degree program. After their 15 week-study (including one extra
week for revision), they took the Exit Exam, which consisted of Listening to a Lec-
ture and Note-taking, Reading, Response Paragraph Writing and Essay Writing.
All failed the exam and had to join the Summer School to improve their English
sufficiently to be able to pass the Exit Exam (intermediate level). When they pass,
they will go to their degree program to study engineering. In the Summer School,
they had another module (7 weeks) with 20 class hours per week in addition to
Exit Exam practice hours.

1.3 Materials

4 short texts (Appendix 1, 2, 3 and 4) from online sources were used. The criteria
to choose the texts were:

e Familiarity of content (so that they can use their world knowledge)
¢ Level appropriateness (so that the learners can be motivated to read)

¢ Online availability (so that the learners can develop a bit of going online to
read)
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1.4 Procedure and Data Collection

The learners were given the texts on different days in the same week. They were
first asked to underline the unknown words. The papers were collected and then
they were given the same texts with some comprehension questions added. Af-
ter they answered those questions, the papers were collected (2 are shown in
Appendix 5 and 6). The same texts were given the third time and the unknown
words were explained with definitions and examples. It was a whole class activity.
Some of the learners in the classroom used their smart phone to look up the
words themselves through online dictionaries when there was a need. Norris &
Ortega (2000: 500) have found that “on average, instruction that incorporates ex-
plicit (including deductive and inductive) techniques leads to more substantial ef-
fects than implicit instruction” and “instruction that incorporates a focus on form
integrated in meaning is as effective as instruction that involves a focus on forms”
and in File and Adams’ research, the learners read an article and worked on the
vocabulary from the article in two groups. In the class, where “the vocabulary
instruction was integrated with reading the article” there was as much learning
and retention as in the one where the learners were “taught the words in isolation
prior to reading the article” comparing to “incidental exposure alone” (2010:222).
Therefore, it was thought that the learners will benefit from it.

2 Data analysis

Two piles of the data were analyzed for each text. In other words, both the data
collected in the 15th week and the data collected during the second week of the
summer school were analyzed separately. As is seen from Table 1, the number of
unknown words were counted and written for Text 1. The number of the ques-
tions with correct and wrong answers were recorded as well. Some students did
not answer some of the questions and left them blank. Later on, the results of the
second trial were compared to the previous one for the first text. Table 2 shows
the results of this comparison. Table3 (Appendix 7) and Table 4 (Appendix 8) give
the numbers for Text 2. Table 5 (Appendix 9) and Table 6 (Appendix 10) are for
Text 3. The results for Text 4 are shown in Table 7 (Appendix 11) and Table 8
(Appendix 12).

3 Results and discussion

As outlined in the introduction to this paper, researchers and teachers have agreed
that there is a relationship between vocabulary and reading comprehension.
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3.1 Text1

The number of the words the learners underlined range from 1 to 11 for the
first text. They were supposed to underline and recall words and phrases like
‘studies, indicate, read aloud, highlight vocabulary, through reading independently,
engage, encourage reading and researchers’. It can be seen from Table 1 that the
learners somehow understood what the text was about and answered some of the
questions although they underlined most of the words mentioned above. Student
9, for example, has 11 words with 1 correct answer on his paper (Appendix 5).
In the second trial, he underlined 5 words but got all the answers right (Table
2). Student 6 underlined 6 words with 2 correct answers (Table 1). He did not
give 100% correct answers with all details during the first trial, but he under-
stood the general idea of the text. He, for instance, wrote “such as magazine and
environment” for the second question and “story books, types of text” for the
third question, which were both considered wrong. He did not write everything
expected, but it appeared that he was able to somewhat comprehend the item. He
left one question blank. However, in his second trial, he gave correct answers to
all but still underlined the same six words as unknown.

Tab. 1: Number of words underlined and comprehension questions for Text 1

Number of the Questions
Student L'J\lnoci:rllti)r:gsd Correct | Wrong | Left Blank
1 6 2 - 3
2 4 3 1 1
3 3 3 1 1
4 4 3 2 —
5 6 2 2 1
6 6 2 2 1
7 2 1 3 1
8 1 4 — 1
9 11 1 2 2
10 8 2 2 1
11 7 1 1 3
12 6 2 — 3
13 5 2 2 1
14 5 3 1 1
15 6 2 2 1
16 8 1 1 3

When the complete list is analyzed, it appears that students underlined fewer
words in the second trial and got more answers correct (Table 2).
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Tab. 2: Number of words underlined and comprehension questions for Text 1

Before Class Work After Class Work
Student Lz\lnc:j:rllci)r::z ans(\}/esred lJNnO(:ie:II\"Ici)r:gZ ans&éred

1 6 2 4 4
2 4 3 4 5
3 3 3 2 5
4 4 3 3 4
5 6 2 5 4
6 6 2 6 6
7 2 1 3 3
8 1 4 1 6
9 11 1 5 5
10 8 2 7 3
11 7 1 6 3
12 6 2 4 3
13 5 2 3 5
14 5 3 3 6
15 6 2 4 4
16 8 1 5 4

3.2 Text2

It is a short text about the famous singer Prince after his death. It was believed
that the learners would perform better as they were familiar with the news about
Prince in Turkish newspapers after he died. The words and phrases such as ‘held
a private funeral, ‘cremation’, ‘dedicate’, ‘investigators’, ‘emergency medical land-
ing’, ‘his sensuality’ ‘and autopsy’ were the ones the learners could learn and
remember later on. They underlined more words than the first one (Table 3 in
Appendix 7). The words such as ‘held, private, cremation, dedicated, episode, com-
memorating, investigators, forced, sensuality and distributing’ were underlined by
most of the learners. However, they gave correct answers to most of the questions.
For the second question, a couple of them wrote “episode because the artist’s
performance on the show” and it was marked wrong but it could be accepted as
it was correct comprehension although ‘commemorating Prince’s performance on
the show’ was not mentioned. As can be seen in Table 4 (Appendix 8), most of
the learners underlined fewer words on the second trial. Although Student 3 and
Student 4 underlined more words, they answered more questions correctly. For
Student 5 there was no change. Although Student 6 underlined more words in the
second trial, he gave more correct answers. Student 13 and Student 15 underlined
fewer words as unknown, but this did not help them to answer more questions.
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3.3 Text3

For the third text, the same analysis was applied. As it is seen in Table 5 (Ap-
pendix 9), some of the learners underlined no words, but they did not get all
the anwers right. When Table 6 (Appendix 10) is analyzed, it is seen that some
students underlined less words in their second trial and some underlined more.
Student 6, for example, underlined 7 words and gave 2 correct answers in his first
trial. He underlined fewer words (only 5) in the second trial and he answered one
more question correctly. Students 12, 13, 14, 15 and 16, although they underlined
the same number of the words unknown as in their first trial, got more answers
correct.

3.4 Text4

Table 7 (Appendix 11) shows that the learners underlined more words in this text
compare to the previous three texts. However, they answered more questions than
the previous texts. In Table 8 (Appendix 12), it is seen that three weeks later some
learners underlined more words, but there is not much difference in the number
of the correct answers. Student 2, for example, underlined no words on both trials,
but he gave one more correct answer in the second trial. Student 4 and Student 6
underlined one word less and gave one more correct answer. Student 9 underlined
10 words less in the second go, but he could not enhance the score. Some, such
as Student 8 and Student 11 underlined 2 words fewer, but they did not perform
better, either.

Conclusion

As the findings show, there is a little improvement concerning vocabulary. This
can be seen by looking at the number of the words underlined by the students in
the second attempt. In the first text, 12 students underlined fewer words in the
second trial and all gave more correct answers. For the second text, 9 students
underlined less words and 5 of them gave more correct answers. For the third
text, only one student underlined one word less with one more correct answer.
3 students underlined no words, but in the second trial these students gave one
more correct answer. For the last text, 11 students underlined fewer words and 10
of them got 1 or 2 correct answers more. Yet, it is not easy to say that these words
are learned. A future suggestion would be to give a vocabulary test to compare the
results to the comprehension test.

In the teaching context where the study was conducted, learners have to study in
order to enhance their English to pass the Exit to progress to their faculties. In
the exam, they read a text and write a response paragraph, listen to a lecture and
answer quesstions and read a text and answer comprehension questions. In the
teaching context where the study was conducted, learners have to study in order
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to enhance their English and pass the Exit Exam to progress to their faculties. In
the exam, they read a text and write a response paragraph, listen to a lecture and
answer questions and read a text and answer comprehension questions. There-
fore, they need to learn a lot of words and also learn how to answer questions
related to texts. This study was conducted in order to help the learners perform
better in the future. However, as Hulstijn (2001) mentions “elaborating on a new
word’s meaning in itself may not suffice to have it available for later access”. Vo-
cabulary knowledge is considered important when language learners read texts to
answer questions. Al-Darayseh (2014) suggests teachers should try hard to help
the learners improve their ‘reading comprehension’. Learners can be “encouraged
to take control of their vocabulary learning” (Nation 2001: 380) and also in class
“teaching and applying a wide range of vocabulary learning strategies” may “help
university students be aware of the importance of vocabulary learning and enrich
their own vocabulary” with independent word-learning strategies, including the
use of context clues, the use of word parts, and efficient use of the dictionary.

To conclude, in a teaching context where the learners are exposed to a second
language in a limited time, there must be a little more encouragement to read
more in and out of class with the help of explicit teaching of vocabulary. This “can
lead to better text comprehension” (Hyso & Tabaku, 2011). In order to achieve
this, teachers can “work collaboratively to shoulder the responsibility of equipping
students with the lexical skills” (Feldman & Kinsella, 2005).
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Appendix 1—Text 1

“..Studies indicate that children do learn words from books read aloud to them (e.g., Elley,
1989). Most helpful will be reading aloud books and other materials (such as magazines or

Empiricka studie / Empirical Study 43



environmental print) that have some, but not too many, words that are new to children. Read-
aloud of storybooks is important, but also importantis read-aloud of other types of text, such as
information books (Duke, 2003; Pappas, 1991). Some research even suggests that teachers and
parents highlight vocabulary more when reading aloud information books than when reading
aloud stories (Lennox, 1995; Pellegrini, Perlmutter, Galda, and Brody, 1990).

Children also learn new words through reading independently. Researchers estimate that
5-15% of all the words we learn we learn from reading (e.g., Nagy, Herman, and Anderson,
1985). And indeed, children who read more tend to have richer vocabularies (Stahl, 1998). So
when we engage students in motivational activities to encourage reading, we are simultane-
ously improving their vocabularies.”

http://teacher.scholastic.com/products/readingline /pdfs/ProfessionalPaper.pdf (p. 4)

Answer the questions:

What do studies show about children’s learning words?

What sort of materials do children read and understand?

Mention 3 more sources that help children learn words:

Who said that we learn 5-15 of the words we know from reading?
Complete the sentence: The more children read, .......coemeerennees

v W e

Appendix 2—Text 2

Prince is celebrated.

Family and friends of Prince held a small, private funeral on Saturday after his cremation.
“Saturday Night Live” dedicated an episode to commemorating the artist’s performances on
the show.

Investigators are looking into a distress call that forced Prince’s private plane to make an
emergency medical landing a few days before his death. We're not likely to learn the results of
an autopsy for weeks.

Our critics remember his sensuality and his mastery in distributing music.

http://www.nytimes.com/2016/04 /25 /nytnow/your-monday-briefing-prince-
donald-trump-ohio.html?hp&action=click&pgtype=Homepage&clickSource=story-
heading&module=second-column-region&region=top-news&WT.nav=top-news&_r=0

When was Prince’s funeral?

What did ‘Saturday Night Live’ dedicate and Why?
What happened a few days before Prince’s death?
Are we going to learn about his autopsy soon?
Was Prince a good musician?

Ui W
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Appendix 3—Text 3
9 of the Most Interesting Things Inside Kate and Will’'s Apartment

While President Barack Obama and first lady Michelle Obama’s recent dinner at Kensington
Palace brought us these magical moments with Prince George, the occasion also allowed cam-
eras into Apartment 1A, where the Duke and Duchess of Cambridge make their home when
they’re in London.

There’s a lot to take in from the few photos that have been released of the evening. It’s a rare
lookinside the 22-room residence that Will, Kate, George, and Charlotte call one of their homes.
Here’s what we can tell you about the royal family and how they live:

They like decorating with lamps.

They also like to decorate with family photos.
They keep their bar on a table.

They like a good candle.

They like a nicely layered floor.

They hang their curtains the right length.
They like pillows.

Will takes his water with lemon.

They own books.

O PN U WN

http://www.countryliving.com/home-design/decorating-ideas/a38324 /inside-will-
kate-kensington-palace-apartment/

What is Kensington?

Why were Barak and Michelle Obama at Kensington?

Who else were at the Palace that night?

How many rooms are there inside the Palace?

Can we infer from from the text that Will and Kate have a humb]e life there?

ik Wi

Appendix 4—Text 4

A Haircut

It was time for a haircut. Lenny didn’t even have to look in the mirror. Even though he was
going bald, he knew that he needed to cut his hair every two weeks.

He had a “tongue” of hair on the top of his head. His hair was thinning at the crown. He still had
plenty of hair on the sides and back. It was what they call “salt and pepper;” a mixture of gray
hair and dark brown hair. It was only a few years, he figured, until the salt and pepper became
just salt.

He never let his hair grow for more than two weeks. The longer it got, the worse it looked, he
thought.

He spread a newspaper over the bathroom sink so that no hair went down the drain. He
plugged in the clippers and started cutting his hair. He started at the back of his head, went to
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the sides, and finished on the top. Every minute or so, he had to clean the hair out of the blades
with an old toothbrush.

Finished, he picked up a hand mirror to check out the back of his head. Everything looked okay.
He carried the newspaper back out to the kitchen and shook the hair clippings into the trash
can.

http://www.rong-chang.com/eslread/eslread/ss/s002.htm

Answer the questions:

Why did Lenny want to cut his hair?

What is ‘salt and pepper’ in this context?

Why didn’t he want his hair longer?

What did he spread over the bathroom sink?

What would have happened if he hadn’t put a newspaper over the bathroom sink?
What did he do after he cut his hair?

oUW

Appendix 5

Class work —second level

....... Studies indicate that children do learn words from books read aloud to them (e.g.,
Elley, 1989). Most helpful will be reading aloud books and other materials (such as
magazines or environmental print) that have some, but not too many, words that are new to
children. Read-aloud of storybooks is important, but also important is read-al&iof other
types of text, such as information books (Duke, 2003; Pappas, 1991). Some research even
_sugga%wtbit teachers and parents highlight vocabulary more when reading.aloud.
information books than when reading aloud stories (Lennox, 1995; Pellegrini, Perimutter,
Galda, and Brody, 1990).

Children also learn new words through reading independently. Researchers es\tirﬂat/ethat 5—

15% of all the words we-tearn we learn from reading (e.g., Nagy, Herman, and Anderson,

1985). And indeed, children who read more tend to have richer vocabularies (Stahl, 1998).

So when we engage students in motivational activities to encourage reading, we are
eadliballil )

simultaneously improving their vocabularies.”

http://teacher.scholastic.com/products/readingline/pdfs/ProfessionalPaper.pdf (p.4)
Answer the questions:

1. What do studies show about children’s learning words?
slidier well 4 caeeiny o Ced 4

A ek

~

. What sort of materials do children read and understand?
3. Mention 3 more sources that help children learn words:

4. Who said that we learn 5-15 of the words we know from reading?

B senrabuns { Vegy ) oy and Bnbos )

[

. Complete the sentence: The more children read,
e " ) 1
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Appendix 6

http:,

Prince is celebrated.

Family and friends of Prince held a small, private funeral on Saturday
after his cremation. “Saturday Night Live” dedicated an episode to
commemorating the artist’s performances on the show.

Investigators are looking into a distress call that forced Prince’s
private plane to make an emergency medical landing a few days
before his death. We're not likely to learn the results of an autopsy
for weeks.

Our critics remember his sensuality and his mastery in distributing
music.

ohio.|

yti m/2016/04, day-briefing-prince-donald-trump-
jon=cll headi ond-col

news&WT.nav=top-news& r=0

1. When was Prince’s funeral?

2

It wos on  Setorday
J

What did ‘Saturday Night Live’ dedicate and Why?

RBecowse, the artist's pecfor monceS on the Show

3.
Prnce's privede ,o/om to Moke 01 emenfency mec
0 few U%93 before ¢ Jea
4.

T

What happened a few days before Prince’s death?
lend .
Jeath 4

Are we going to learn about his autopsy soon?

No , we ere not

. Was Prince a good musician?

Vet ke s

Appendix 7

Tab. 3: Number of words underlined and comprehension questions for Text 2

Student

Number of the Questions (Q’s)

No. words
underlined

Correct | Wrong | Left Blank
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Number of the Questions (Q’s)
Student No. wgrds Correct | Wrong | Left Blank
underlined
14 7 4 — 1
15 10 3 1 1
16 9 3 1 1
Appendix 8
Tab. 5: Number of words underlined and comprehension questions for Text 2
Before Class Work After Class Work
No. words Q’s No. words Q’s
Student underlined | answered | underlined | answered
1 Erkan 11 4 9 4
2 Enes 11 4 7 4
3 Halit 3 4 5 4
4 Polat 3 4 4 5
5 Mahmut 6 4 9 4
6 Tarik 10 2 10 4
7 Selami 7 4 7 4
8 Okan 5 4 4 4
9 Volkan 12 4 10 4
10 Savas 11 3 11 3
11 Mete 10 3 9 3
12 ibrahim 9 3 9 4
13 Kader 9 4 7 4
14 Zeynep 7 4 6 5
15 Sibel 10 3 9 3
16 Tugba 9 3 7 4
Appendix 9

Tab. 6: Number of words underlined and comprehension questions for Text 3

Number of the Questions (Q’s)
Student No. wgrds Correct | Wrong | Left Blank
underlined
1 1 2 2 1
2 1 3 1 1
3 — 3 1 1
4 — 3 — 2
5 — 2 3 —
6 7 2 2 —
7 1 4 1 —
8 1 4 1 —
9 1 4 — —
10 3 — 1 4
11 2 1 2 2
12 4 2 — 3
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Number of the Questions (Q’s)
Student No. wgrds Correct | Wrong | Left Blank
underlined
13 3 3 1 1
14 2 3 1 1
15 4 2 1 2
16 5 2 2 1
Appendix 10
Tab. 8: Number of words underlined and comprehension questions for Text 3
Before Class Work After Class Work
No. words Q’s No. words Q’s
Student underlined | answered | underlined | answered
1 1 2 1 3
2 1 3 1 4
3 — 3 — 4
4 — 3 — 5
5 - 2 - 3
6 7 2 5 3
7 1 4 1 4
8 1 4 1 5
9 1 4 1 4
10 3 — 6 2
11 2 1 4 3
12 4 2 4 3
13 3 3 3 5
14 2 3 2 5
15 4 2 4 4
16 5 2 5 3
Appendix 11

Tab. 9: Number of words underlined and comprehension questions for Text 4

Number of the Questions (Q’s)
No. words
underlined
13
2
5
11
8
7
12
20
12
10

Student Correct | Wrong | Left Blank
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Number of the Questions (Q’s)
Student No. wgrds Correct | Wrong | Left Blank
underlined
12 7 2 2 2
13 9 3 3 —
14 6 4 1 1
15 6 4 2 —
16 7 3 3 —
Appendix 12
Tab. 11: Number of words underlined and comprehension questions for Text 4
Before Class Work After Class Work
No. words Q’s No. words Q’s
Student underlined | answered | underlined | answered
1 13 4 10 4
2 — 5 — 6
3 2 3 2 3
4 5 3 4 4
5 11 2 11 3
6 8 2 7 3
7 7 3 6 4
8 12 5 10 5
9 20 5 10 5
10 12 2 10 3
11 10 2 8 2
12 7 2 7 3
13 9 3 7 4
14 6 4 4 5
15 7 4 7 4
16 7 3 5 4
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Vyuka sociokulturni kompetence v hodinach ceského
jazyKa pro cizince

Jelena Celunova, Sylva Tvrdikova

Abstrakt: Moderni lingvodidakticka koncepce vyuky cizich jazykt, popsana ve Spole¢ném
evropském referen¢nim ramci (SERR), doporucuje zaclenit do vyuky jazyka i sociokulturni
znalosti - tedy znalosti o spole¢nosti a kultufe dané zemé, které by mély pomoci cizincim
v kulturni a spolecenské adaptaci. V prispévku jsou uvedeny konkrétni materialy k vyuce soci-
okulturni kompetence v hodinach ¢eského jazyka pro cizince a rovnéz vysledky pilotni studie
na toto téma. Ta probéhla na Vysoké $kole hotelové v Praze 8 v letnim semestru Skolniho roku
2015/2016.

Klicova slova: lingvodidaktika, sociokulturni kompetence, SERR, ¢e$tina pro cizince, spole-
Censka adaptace, ucebnice ceského jazyka

Uvod

Pristup k vyuce ciziho jazyka se neustale méni. Od 70. let minulého stoleti se zacal
prosazovat komunikativni pristup, jehoz hlavnim cilem je vytvoreni komunikativni
kompetence. Tim se obecné rozumi soubor znalosti, dovednosti a zkuSenosti, které
umoziuji realizovat riizné komunikacni potieby. Komunikativni pristup je zaklad-
nim kamenem koncepce vyuky cizich jazykl, kterou prosazuje ve své jazykové
politice Rada Evropy. Pied lety vypracovala dokument s nazvem Spolecny evropsky
referenénirdmec (SERR), ktery mimo jiné poskytuje obecny zaklad pro vypracovani
jazykovych ucebnic a zaroven doporucuje zaclenit do vyuky jazyka i sociokulturni
znalosti. Ty jsou v SERR definovany jako znalosti o spole¢nosti a kultufe dané
zemeé. Ziskané védomosti by mély pomoci cizinclim v kulturni a spolecenské adap-
taci, protoze pouha znalost gramatiky a slovni zasoby neni zarukou spravného
porozuméni kazdodennim situacim.

Je dobfe znamo, Ze v cizim kulturnim prostiedi ¢lovék dost ¢asto pocituje nejisto-
tu a obcas dokonce podrazdéni z toho, Ze nerozumi chovani domorodcd, nevi, jak
se ma zachovat v urcité situaci, protoze nezna dilezité momenty jejich Zivotniho
stylu. Tyto okolnosti se Casto stavaji pric¢inou kulturniho Soku a frustrace z ci-
zi kultury. Neznalost skutecCnosti, které jsou soucasti sociokulturni kompetence,
ovliviiuje i jazykovy projev a mize vést k problémim v komunikaci. A naopak
sociokulturni znalosti pomahaji cizincim pochopit jinou mentalitu a adaptovat se
v neznamém kulturnim prostredi.

1 Soucasné ucebnice ceského jazyka pro cizince

Spolecny evropsky referen¢ni rdmec prispél k tomu, Ze cesti lingvisté vytvorili na
pocatku 21. stoleti referen¢ni popisy jednotlivych drovni ceského jazyka pro cizin-
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ce: nejdiive pro tiroveti B1 (Sara a kol., 2001), pozdé&ji pro tiroveti A1 (Hadkova
a kol,, 2005), A2 (Cadska a kol,, 2005) a B2 (Holub a kol., 2005). Referen¢ni po-
pisy pro urovné C1 a C2 zatim neexistuji. Vzhledem k duleZitosti sociokulturnich
znalost{ pro dosazeni komunikativni kompetence obsahuje kazdy referenéni popis
i sociokulturni slozku (podrobné se tomuto tématu vénuje Hasil, 2006). Téchto
popist by pak méli vyuzivat mimo jiné tvirci ucebnic ¢eského jazyka pro cizince.
Pravé proto, Ze SERR klade znacny dlraz na zaclenéni sociokulturnich znalosti
do ucebnic, méla by se tato témata objevovat v modernich ucebnicich cestiny
pro cizince. Autori jednotlivych ucebnic zpracovavaji sociokulturni témata rizny-
mi zpisoby. VétSina z nich zarazuje zakladni nebo dopliitkové texty ke ¢teni (vcéet-
né upravenych uryvkid z Ceské beletrie). Jinde jsou zase sociokulturni dovednosti
soucasti cviCeni. V obou pripadech ale, i ptres veSkerou snahu autorl, nedochazi
k zaclenéni dulezitych sociokulturnich témat v dostatecném rozsahu, tak, jak jsou
uvedena v referencnich popisech jednotlivych tirovni. Chybi v nich napt. etiketa,
neverbalni komunikace nebo tabuizovana témata. Nékterym otadzkam se ucebnice
vénuji jen okrajové. DA se to vysvétlit tim, Ze primarnim tkolem ucebnic ¢eského
jazyka pro cizince je predevsim vyuka jazykovych a komunikativnich dovednosti,
proto materialy pro vytvoreni sociokulturni kompetence nemohou byt v ucebni-
cich pojaty v Uplnosti. Samostatna piirucka pro vyuku sociokulturni kompetence
vSak na Ceském trhu chybi.

2 Pilotni studie na Vysoké Skole hotelové v Praze 8

V letnim semestru Skolniho roku 2015/2016 podnikly autorky tohoto prispévku
pilotni studie, jejichz cilem bylo zjistit, zda jsou dostacujici sociokulturni znalosti
cizinct, ktefi témér rok ziji v ceském kulturnim prostiedi a studuji zde cesky jazyk
ze standardnich ucebnic ¢eského jazyka pro cizince. V ramci vyuky ¢eského jazyka
v rozvolnéném studiu na Vysoké Skole hotelové v Praze 8, s.r.o0. méli studuji-
ci cizinci moznost béhem jednoho semestru navstévovat seminaf, na kterém se
Cetly a prekladaly do rustiny jednotlivé texty se sociokulturni problematikou. Po
precteni textli nasledovala konverzace na urcité téma. Rozvolnéné studium pred-
poklad3, Ze cizinci, ktefi béhem prijimacich zkouSek neprokazali znalost ceského
jazyka na urovni B1 podle SERR, maji mozZnost rozlozit si vyuku 1.a 2. semest-
ru do ¢tyr semestrii s vyukou pouze Ceského jazyka (s Casovou dotaci 20 hodin
tydné) v prvnich dvou semestrech. V 1. semestru se Cesky jazyk uci z ucebnice
Cestina expres 1: A1/2 (Hola, Borilova, 2010), ve 2. semestru se pouZiva ucebnice
Cesky krok za krokem 2 (Hola, Borilova, 2009). Vsichni studenti pochazeji ze zemi
byvalého Sovétského svazu (Rusko, Ukrajina, Bélorusko a Kazachstan).

Ve vySe zminéném specidlnim jednosemestrovém seminafi (ve druhém semestru
studia) se studenti seznamili s osmi tématy (viz Tabulka ¢. 1, Dotaznik).
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Téma ,Zakladni informace o CR“ jim poskytlo tidaje o poloze, rozloze, pfirodnich
a klimatickych podminkach, o poctu a narodnostnim rozlozeni obyvatelstva, o stat-
nim usporadani a samosprave a rovnéz o historii ceské statnosti, napt. proc je pro
Cechy dilezita hora Rip. Téma ,Statni symboly Ceské republiky” ptibliZilo studen-
tim i obrazové statni znaky, vlajku, prezidentskou standartu a také statni hym-
nu. V tématu ,Ceské narodni symboly” se studenti dozvédéli zajimavé informace
0 symbolu lipy, o ¢eskych korunovacnich klenotech, o becherovce, o ceském skle,
o Svejkovi, o pohadkovém Krteckovi. Téma ,Cesky jazyk“ odpovédélo na otazku
pro cizince mimoiadné dullezitou: pro¢ jazyk, ktery slysi na ulici, se tolik lisi od
jazyka, ktery se uci ve Skole podle ucebnic. V tématu ,Lidova piislovi, réenf a pra-
nostiky“ méli studenti moZnost pochopit, jak se tyto jazykové prostredky pouZzivaji
v Cestiné a srovnavat je s podobnymi vyjadienimi ve svém rodném jazyce.

Téma ,Vyznamné osobnosti Ceské republiky” mélo za tikol vysvétlit, pro¢ jsou tyto
osobnosti pro Cechy dilezité - napt. Karel IV, svaty Vaclav, Jan Hus a mnohé dalsi
osobnosti Ceskych déjin, politiky, védy a kultury, které se proslavily i celosvétove.
Téma ,Ceska tradiéni kuchyné“ vybidlo k diskusi na téma potraviny, vafeni, na-
rodni recepty a speciality, jako jsou v ¢eské kuchyni knedliky, omacky a polévky.
Téma ,Zvyky a tradice v Ceské republice” objasnilo tradi¢ni oslavy spojené nej-
Castéji s rocnimi obdobimi, napt. ,Mikulas®, Vanoce a JeziSek, Velikonoce s pomlaz-
kou, ,¢arodéjnice”, ,jizda krald“ vinobrani a burcak, vylov rybnikd, ,tanecni® plesy
a mnohé jiné zajimavosti ceského Zivota.

Na konci semestru studenti vyplnili dotaznik (tab. 1).

Dotazovani bylo anonymni a ztcastnilo se ho 10 student(, ktefi na seminafi ve
druhém semestru stihli probrat 8 textl zminénych v dotazniku. Prvni dvé otazky
byly de facto zpétnou vazbou pro vyucujiciho a vSichni studenti na né odpovédéli
kladné.

Mezi nejzajimavéjsi texty zaradili dotazovani studenti Cesky jazyk (7 z 10), Zvyky
a tradice (5 z 10), Ceskd tradi¢ni kuchyné (4 z 10), Vyznamné osobnosti (3 z 10)
a Stdtni a ndrodni symboly CR (2 z 10).

Vysledky odpovédi na 4. otazku jsou shrnuty v tabulce ¢. 2.

Jak vidime z tabulky ¢. 2, nejvice novych informaci se studenti dozvédéli z textd
o lidovych pftislovich, o vyznamnych osobnostech a o ¢eskych zvycich a tradicich
(primér 61-69 %). Ale i u ostatnich textl studenti uvadéji dosti vysoké procento
novych informaci, coZ jednozna¢né znamen3, Ze i piesto, Ze tito studenti uz rok
Ziji v Ceském jazykovém a kulturnim prostredi a studuji zde cesky jazyk, hodné
faktfi, nezbytnych pro jejich adaptaci v CR, z{istava nevysvétleno a nepochopeno!

O ddlezitosti téchto informaci svéd¢i odpovédi na patou otdzku, protoze vSichni
v dotazniku oznacili prvni, druhou nebo obé varianty odpovédi a nikdo z nich
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Tab. 1:

Dotaznik

1.  Byly pro Vas texty z ¢eskych realii zajimavé? ANO/NE
2. Byly pro Vas tyto texty uzite¢né? ANO/NE
3. Ktery text (které texty) byl(y) pro Vas nejzajimavéjsi?

4.  Ohodnotte prectené texty podle toho, kolik v nich bylo pro Vas novych

informaci:

o Zakladni informace o CR

%

o Statni symboly CR

%

o Ceské narodni symboly

%

o Cesky jazyk

%

e Lidova pfislovi, rceni a pranostiky

%

© Vyznamné osobnosti CR

%

o Ceska tradi¢ni kuchyné

%

® Zvyky a tradice v CR

%

Informace ziskané z prectenych textd Vam byly uZite¢né (mZete oznadit vice

moznosti):

e ve studiu Cestiny

o v adaptaci pro pobyt v CR

e nebyly uzitecné

Co byste jesté radi védéli o Ceské republice?

Tab. 2: Hodnoceni prectenych texti podle toho, kolik v nich bylo pro studenty novych informaci

neuvedl tieti variantu, tj. Ze informace ziskané z textd nebyly uZzitecné. 4 studenti
povaZuji tyto informace za uZite¢né pro studium ceStiny, dal$i 4 studenti si mysli,
e tyto informace jsou dileZité jak pro studium cestiny, tak pro Zivot v Ceské
republice. 2 studenti zvolili pouze druhou variantu odpovédi, tj. Ze povazuji tyto

Text od..% | do..% | primér..%
Zéakladni informace o CR 10 80 43
Statni symboly CR 5 100 50
Ceské narodni symboly 5 100 53
Cesky jazyk 10 83 54
Lidova pfislovi, réeni a pranostiky 40 100 69
Vyznamné osobnosti CR 20 90 61
Ceska tradi¢ni kuchyné 10 90 a4
Zvyky a tradice v CR 20 90 64

informace za uZite¢né pro pobyt v CR.

Odpovédi na posledni otdzku svéd¢i o tom, Ze studenty prevazné zajimaji ceské
kulturni a historické pamatky (hrady, zamky, mésta, vcéetné pamatek UNESCO)

a Ceské déjiny.
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Vysledky dotazovani nas do znacné miry prekvapily, a to hlavné zjisténim, Ze stu-
denti uvedli tak vysoké procento v odpovédich na Ctvrtou otazku (jak je vidét
z tabulky ¢. 2, je u nékterych studentd horni procentni hranice 90-100 %). Vzdyt
sociokulturni znalosti mohli Cerpat jak z ucebnic Ceského jazyka, ze kterych se
uc¢i, tak i z osobnich zkuSenosti, kterych by béhem téméf ro¢niho Zivota v Ces-
ké republice méli ziskat také dost. To vSak neni priliS vhodné pro zacatecniky,
protoZe neznalost jazyka vede k nepochopeni ciziho kulturniho prostredi a pobyt
v nepochopeném a nezndmém prostredi Casto vyvolava frustraci. Tim vétsi diraz
na sociokulturni informace by mél byt kladen na hodinach ceského jazyka, které
jsou hlavné pro mladé, nezkuSené cizince hlavnim zdrojem veskerych informaci

Iy

o zemi, ve které ziji a studuji.

Sociokulturni slozka je ale zakomponovana do vétSiny ucebnic ceského jazyka pro
cizince v nedostate¢ném rozsahu a vzhledem k tomu, Ze dost ¢asto na ni neni
kladen hlavni dtliraz, zlstava témér bez povSimnuti. Napiiklad v ucebnici auto-
rek Lidy Holé a Pavly Botilové Cesky krok za krokem 2, uréené pro uroveii B1, je
lekce 8 (s.77-86) vénovana svatkim a tradicim. Texty o nékterych svatcich na
s. 78 jsou velmi kratké (4-5 polovicnich radki), nékolik udaji studenti najdou
je$té v pracovnim sesitu a v cvi¢enich. Zakladni informace o Ceské republice je
v posledni lekci 20 na s. 206-207 ve cviceni a v kvizu. Ve stejné lekci na s. 204 je
struény souhrn rozdilti mezi spisovnou a obecnou cestinou, ktery se ale s jednim
cvicenim bez blizsiho vysvétleni jevi jako nedilezity a hlavné nedostate¢ny. Vzdyt
cizinci se denné setkavaji s rozporem mezi ceStinou béZné pouZivanou a c¢eStinou
spisovnoul!

Z téchto prikladd je patrné, Ze pies veskerou snahu autorli zaclenit do ucebnic
CeStiny pro cizince sociokulturni tématiku neni mozné v dostatecném rozsahu,
protoZe primarnim cilem a tikolem téchto ucebnic zlstava vyuka gramatiky a roz-
voj fecovych dovednosti. Dodatecné znalosti by studenti mohli ziskat jak bezpro-
stfedné od svych vyucujicich, tak i z odbornych knih vénovanych ¢eskym redaliim.
Ty vSak na ceském kniznim trhu chybi.

Autorky tohoto prispévku maji s vyukou cestiny jako ciziho jazyka dlouholeté
zkuSenosti. Praxe ukazala, Ze neznalost ceskych realii a sociokulturnich souvislosti
Casto brani cizincim Uspésné se integrovat do Ceského prosttredi. Proto se autorky
rozhodly napsat publikaci vénovanou vyhradné sociokulturnim otadzkam: jak se Zije
v Ceské republice. Priivodce pro cizince (Celunova, Tvrdikova, 2016). Je uréena viem
cizincim Zijicim v Ceské republice, a to jak studujicim ¢esky jazyk, tak i Zadateltim
o azyl nebo o Ceské statni obcCanstvi. Jejim cilem je seznamit cizince s ¢eskou spo-
le¢nosti a kulturou, pomoci jim pochopit mentalitu ¢eského naroda a pokusit se
zmirnit kulturni izolovanost. Kniha se skldda ze 17 kapitol, ve kterych se popisuji
jednotlivé sociokulturni aspekty ¢eské spolecnosti (zakladni zemépisné a déjepis-
né informace, statni a narodni symboly, vyznamné osobnosti, turistické zajimavos-
ti, zakladni informace o ¢eském jazyce vCetné obecné a hovorové Cestiny, lidova
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pfislovi, neverbalni komunikace, zvyky a tradice, rodinné a jiné oslavy, ceska ro-
dina, kuchyné, cesky smysl pro humor, etiketa, vztah k praci, mentalita a nékteré
jiné aspekty). Texty nejsou prebytecné rozsahlé, je v nich shrnuta nejpodstatnéjsi
informace na dané téma, jsou napsany srozumitelnym c¢eskym jazykem pro trovei
A2-B1 dle SERR. Struktura knihy pocita s tim, Ze jednotlivé kapitoly se mohou
¢ist v libovolném potadi a néktera fakta se mohou opakovat, ale vZdy z jiného
uhlu pohledu. Na konci kazdé kapitoly jsou uvedeny kontrolni otazky a zadani pro
procvicovani slovni zasoby a konverzac¢nich dovednosti.

Nékteré materialy z knihy Jak se Zije v Ceské republice byly pouzity pro vy$e zminé-
nou pilotni studii.

Zavér

Pilotn{ studie na Vysoké Skole hotelové v Praze 8, s.r. 0., jednoznacné prokazala,
Ze sociokulturni znalosti, které studujici cizinci ziskavaji ze standardnich uceb-
nic Ceského jazyka pro cizince, nejsou dostatecné a ze studenti vitaji dodatecné
materialy o Ceskych realiich. Ackoliv jsou referen¢ni popisy pro jednotlivé drov-
né dle SERR vycerpavajici, neni mozné do ucebnic zahrnout vSechny skutecnosti
ve vétsim rozsahu. SERR klade obsahlé pozadavky na zacdlenéni sociokulturnich
znalosti do vyuky cizich jazyki, které standardni ucebnice ¢eského jazyka nemo-
hou v plném rozsahu pojmout. Pfitom pochopeni a osvojeni kultury, zvykd, tradic
a spolecenskych norem cizi zemé je dilezitou slozkou moderni lingvodidaktiky.
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Autorka se zabyva problematikou vyuky cizich jazykd a vyzkumem v oblasti historického vyvoje ruského
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Learning English in a culturally diverse classroom -
the case of South East European University in
Macedonia

Daniela Kirovska-Simjanoska

Abstract: Teaching in a culturally and ethnically diverse classroom can be an experience worth
sharing because both students and teachers bring their own background into the classroom
and that affects the process of teaching and learning. The presented study was carried out
with students from the first and second year attending the South East European University in
Macedonia during the fall term of the 2014 /15 academic year. This is a culturally and ethnically
diverse institution, which makes English language classroom a challenging place to teach and
learn in. The students were given a set of questionnaires and the collected data were analyzed
according to students’ level of English. An interesting finding suggested that students from
a higher level of English not only knew the English language better, but were more aware of
the different cultural characteristics within Macedonia and were willing to learn more.

Key words: culture, EFL, ethnicities, multiculturalism, diverse classroom

1 Introduction

Teaching English in an ethnically and culturally diverse classroom can be both
a daunting and motivating task. Daunting in the sense that neither the teacher
nor the students know in advance what will happen in such a classroom, but
motivating because that is the pure beauty of the teaching/learning process. “To
always go beyond and reach for more than is usually expected” - should be the
fundamental motive in education.

In today’s world, mobility has become a part of every student’s life. Most stu-
dents now have an opportunity to visit other countries for educational purpos-
es and learn more about other cultures. Therefore, acquiring foreign languages
has become the norm in the globalized world. It is inevitable that students need
a certain level of intercultural knowledge and competence to be able to survive in
new cultures and educational contexts. In this respect, one’s understanding of the
new cultures, as well as his/her own culture, plays a crucial role into becoming
a globalized citizen. Learning a language without culture is a recipe for becoming
what Bennett (1993) calls a “fluent fool”. A fluent fool is someone who speaks
a foreign language well, but does not understand the social and philosophical
context of that language. In this respect, the role of foreign language teachers has
gained importance since they serve as a medium to teach both the language and
the culture of the foreign language.
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Language reflects culture and is influenced and shaped by it. Brown (2000) be-
lieves that language is the symbolic representation of people because it entails
cultural and historical background as well as these people’s approach to life and
their ways of living and thinking. Therefore, language and culture are so interwo-
ven that separating one from the other would lose the significance of another.
Jiang (2000) states that without culture, language would be dead and without
language, culture would have no shape. Considering the inseparable boundary
between culture and language, it is difficult to imagine teaching a foreign language
without dealing with its culture.

One issue that arises when it comes to the place where two different cultures
collide or coexist is—how does the individual overcome personal barriers rep-
resented by both cultures in contact? What is the difference between learning
a culture and learning a second language? Culture can serve as a great tool for
overcoming the differences, and not only by valuing one’s own culture, but also
by valuing the culture of those who live on the same territory as us.

Macedonia, as a country, is rich in different ethnicities and different cultures that
collide in everyday situations. The cultural characteristics of our country and the
way of life in general are eloquently described by Markovska (2005:213) in which
she writes that “The wealth is in the differences—with an emphasis on the concept
for fruitful positive examples of cultural and religious tolerance and assistance.
The differences are imaginary—with an emphasis on the fact that even in the most
extreme examples of religious alienation, independently and unconsciously there
are still cases of cultural interaction.” In addition, language learning must also
entail cultural learning, and it is left up to the teacher to choose the means and
methods for a more successful completion of this task.

The present paper explores the obstacles (if any) that interfere with the learning
of the English language in a culturally diverse classroom. It focuses on English
language instruction carried out in the South East European University (SEEU) in
Macedonia, specifically at its Language Centre (LC).

SEEU is a private-public, not for profit institution of higher learning, consisting of
faculties, centres and institutes as its integral part, specialized in socio-economic
sciences. The University is free to operate outside of government control and it
preserves its sustainability through students’ tuition. SEEU has five faculties: Fac-
ulty of Contemporary Sciences and Technologies (CST), Faculty of Languages, Cul-
tures and Communication (LCC), Faculty of Law, Faculty of Public Administration
and Political Science and Faculty of Business and Economics. Also, three different
centres function within SEEU—the Language Centre, the eLearning Centre and the
Business Development Centre. As of 2010, SEEU operates on two campuses, in
Tetovo and Skopje, offering the same study programmes.
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The primary aim under which the University is governed is to contribute to higher
education in Macedonia through mutual interethnic understanding. It also aims
to provide a multilingual and multicultural approach to teaching and research by
developing study programmes according to European and international standards.
SEEU is a multilingual university offering programmes in English, but also Alba-
nian and Macedonian. All students study these languages at SEEU during their
undergraduate years, but international students usually enrol in English-language
programmes which are taught exclusively in this language.

The primary function of the Language Centre (LC) is to provide courses specified
in the curricula of the five SEEU faculties. Due to these requirements and stu-
dent interest, the LC is the largest teaching organization at the University, with
more than three quarters of the entire student population taking classes there
at any given time. The LC provides language courses from Level 1 to Level 4
(A1-B1 CEF) and English for Academic Purposes to all first year students at the
University. Classes meet from two to eight hours per week, with the lower levels
(Level 1 and Level 2 that correspond to Al and A2 CEF) receiving the most hours
of instruction. Each level comprises a full semester of instruction. Instruction is
designed to take students from Common European Framework (CEF) levels Al
to C1 of English language proficiency. It also offers English for Specific Purposes
(ESP) courses specialized to different fields of study.

Part of the University’s mission is to promote a multilingual approach to learning,
stressing the importance of both local and international languages. The Language
Centre has the crucial role in achieving this goal. The language teacher’s goal is to
make students linguistically and communicatively competent in learning English
as a foreign language.

Thus, the purpose of this study is to shed some light on the cultural issues that
interfere with English language learning in a multicultural and multilingual class-
room. The study was carried at the LC where the language classes are held. The
primary language of instruction is English, but the classes are comprised of stu-
dents from different cultural and ethnical background. Therefore, the learning of
the English language can be somewhat challenging and demanding as well as
motivating for the teachers to some extent.

2 Literature review

Culture is a way of life, a system of beliefs and experiences. It can refer to a whole
country, a region or a nationality, but also, it can go beyond such borders and
encompass several nationalities, several regions. Despite the fact that culture is
seen as primarily symbolic and intangible aspect of human society, nevertheless
it is not solely represented by artifacts or other cultural elements, but by the
manner in which the members of the cultural group interpret them and use them.
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In today’s modern societies, people differ in the values, symbols, perspectives, and
not by material objects. Or, as Damen (1987, p. 367) says, “Culture is the primary
adaptive mechanism of society”

In the past, according to Furstenberg (2010) culture was viewed as a static entity
without reference to variation. This means that it was believed that culture was
formed from facts which can be taught and learned. Later, such point of view was
changed and culture is now seen as dynamic and variable. Culture is not seen as
providing factual information but as a process which shapes human behavior and
interaction.

Language and culture are mutually interwoven. They are strongly linked to each
other and it is difficult to imagine teaching and learning a language without deal-
ing with its culture. Jiang (2000) points out that without culture, language would
be dead and without language, culture would have no shape.

The degree to which a teacher teaches the foreign culture together with the lan-
guage has been debatable for a long time. Krashen (1982) argues that the class-
room setting is not an appropriate place to acquire either language or culture. In
his view, classroom is only appropriate to teach language rules. Damen (1987)
states that classroom based learning relies too much on rule ordered pedagogy,
and teaching culture in this view can only reflect and integrate cultural facts
rather than the dynamic view of culture. The knowledge of daily routines and
behaviour are all connected to cultural behaviour. Conversely, the development of
intercultural sensitivity and awareness, using the language are linked to cultural
skills (Tomalin & Hurn, 2013).

However, there are scholars in favor of teaching the culture together with the
language. Byram (1988) asserts that language is functionless without its proper
cultural context. Bada (2000) also emphasizes the importance of teaching culture
in foreign language classrooms. He states that when language learners are not
exposed to cultural elements of the target society, they seem to have problems
in communicating meaning with the speakers of that society.

Bearing this in mind, it can be said that what the students and the teachers
bring into the classroom strongly influences the foreign language learning. Adler
(1972:14) states the following: “cross-cultural learning occurs when the individual
meets a different culture than his and as a result (a) examines the degree to which
his own culture influences learning and (b) understands the culturally motivated
attitudes and values of other people.”

Byram (1988) and Byram and Kramsch (2008) assert that language is functionless
without its proper cultural context. The proper cultural context in Byram’s terms
includes the language patterns particular people use when they come together in
different social situations at a particular time and place. In this sense, the place
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of culture teaching in the language classroom is straightforward. Teachers should
find ways to implement the elements of context which influence language use.
Parallel to this view, Bada (2000) emphasizes the importance of teaching culture
in foreign language classrooms. He states that when language learners are not
exposed to cultural elements of the target society, they seem to have problems
in communicating meaning with the speakers of that society. Bada (2000) further
proposes that through studying language in context, it is possible to highlight how
native speakers of the target culture use language under certain circumstances.

Having said all of this, it is clear that language and culture are best learnt to-
gether. But nevertheless, the situation in the foreign language classroom does not
always follow this. According to Dema (2012) although foreign languages may be
no longer taught as a compilation of rules through drills and unnatural dialogues,
culture is still often taught separately and not integrated in the process of foreign
language learning. On the other hand, classroom activities that are not personal-
ized, contextualized and are not connected to real life situations, do not help the
students learn the language in question.

English has become a lingua franca and due to its globalization and internation-
alization and some researchers believe that its culture should be taught as the
fifth skill, in addition to speaking, writing, listening and reading (Tomalin 2008).
To fully understand the importance of learning the culture in a language class we
need to know to what degree cultural background knowledge influences language
learning and how can we take advantage of that influence.

Furthermore, what educators should always bear in mind when teaching culture
is the need to raise their students’ awareness of their own culture and the tar-
get culture. English language learners need to understand what native speakers
mean when they use the language, even if they do not decide to replicate their
behaviour.

3 The methodology

From a broader perspective, as Gonen (2012) points out, this interaction of what
students and teachers bring to the language classroom influences the way foreign
language culture is taught. Moreover, the classroom itself has its own cultures, and
the teacher should pay close attention to cultural variation within the language
classroom. What is more, such teachers need to question whether they are aware
of the cultural diversity within the classroom and whether they should consider
this diversity or ignore it. More importantly, they should seek ways to make use of
cultural diversity. From this perspective, Montgomery (2001) points out that cul-
turally responsive classrooms recognize culturally diverse students and enlighten
the way for these students to make necessary connections among themselves and
the target language culture.
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One of the problems that teachers may face is the overloaded curriculum. The
study of culture requires time; therefore, many teachers feel they cannot spare
time for teaching foreign language culture in an already overloaded curriculum.
They believe that students will be exposed to cultural material later after they
have mastered the basic grammar and vocabulary of the target language. Still, this
“later” never seems to come for most students.

The teacher must be responsible for developing a classroom that fosters the un-
derstanding and respect for individual differences and discusses what fairness
means as a class openly with the students.

As Furstenberg (2010) pinpoints, our goal as teachers is to help building inter-
cultural competence along with the linguistic and communicative competence as
well. Hence, the language class can become the cradle of teaching culture and
intercultural communicative competence our students need.

3.1 Participants

The participants in the study were 12 ESP 2 second year students, 7 Advanced
Academic English (AAE) first year students and 14 Level 3 (pre-intermediate A2)
first year students from Skopje campus. They were all ethnically mixed groups,
consisted of Macedonians, Albanians, Turks and others, who learn English in the
same classroom. The questionnaire was carried out during the fall semester of
the 2014/15 academic year. It was carried out during class time and it took
approximately 1, 5 of class time to complete the questions. The language of the
questionnaire was English, which has proven to be a limitation, once the data was
processed and summarized. This is explained more detailed later in the study.
The students from the AAE and Level 3 were mixed faculties and the ESP group
students came only from the CST Faculty.

3.2 Data Collection Instruments

For the purpose of this research a three-part questionnaire was used. The first
part consisted of 4 open-ended questions. Open-ended questions were chosen
due to the fact that students would be more honest while answering and would
actually read their reflections on what culture is. For more objective and easily
measured answers two questionnaires based on 1-3 point Likert scale of—very
familiar, sufficiently familiar, not sufficiently familiar-and-agree, undecided and
disagree—were used. The two different types of answers were due to the fact that
the questions were different and they could not have been put within the same
answering scheme.
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3.3 The Questionnaire

The questionnaire in this research was adapted from Gonen (2012) who, on the
other hand adapted it from Sercu (2005). The original questionnaire consisted
of five parts, each focused on various aspects of teaching culture in a foreign
language classroom. However, for the purpose of this study, the focus was shifted
from the teachers to the students. The study explored the opinions of the students
on the role that culture has on learning English as well as their own familiarity
with different cultures in the classroom. This change of focus was due to the fact
that culture has been more investigated from teacher’s perspective and students’
side was neglected. But the fact is that students bring a lot in the foreign language
classroom, particularly if they come from different cultures themselves.

The questionnaire consisted of three parts. Part A focused on students’ percep-
tions and opinions on what culture is and how do they deal with different cultures
in the class. Part B focused on measuring students’ familiarity with the cultures
of the other ethnic groups in the classroom. Part C dealt with students’ opinions
on the role of the culture in learning English language.

3.4 Data Collection and Analysis
The data were collected and analyzed according to the following procedure:

¢ The questionnaire was distributed during class time and administered to total
of 33 students, from three different levels of English. The gathered data were
analyzed descriptively by calculating the means and the percentages.

e The qualitative data collected from the open-ended questions was translated
and included in the study, shading important light on students’ perceptions on
culture.

4 Results and discussion

4.1 Students’ perceptions on culture, stereotypes and learning English in
a diverse classroom

In order to elicit students’ thoughts and background knowledge on culture, open-
ended questions were used. They are listed below:

1. What is your definition of “culture”?

2. What would you say is, from your perspective, the most commonly held mis-
conception about people of your culture?

3. How do you overcome barriers when talking and working with students from
different ethnicity/cultures?
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4. Does studying in a culturally diverse classroom influence your English lan-
guage learning? What way? Why not?

Some of the students’ answers on the questions were as following:

1. A particular form of civilization of a nation. Behaviors, lifestyles, and values
of a population or country. Culture is the way we think and act and what is
accepted and what is not in the society where we live. I understand culture as
a behavior of one nation.

2. That we hate the Greeks, and we don’t. That we are old fashioned. That Al-
banian people are hot headed, which is not true. That we are unfaithful and
dangerous.

3. I try not to offend them and understand their culture. I try to be friendly.
I try to find common language. Barriers are created only by politicians. We
live together with one another, so we don’t have barriers.

4. No, we learn from each other. It doesn’t, but it really depends on the people.
I don’t classify people by their ethnicity. No, because we all learn English in
the classroom.

As it can be seen from the answers, students know what culture is and they are
even willing to state the misconceptions of their own culture and the stereotypes
that we come across with. Almost nobody answered that their English language
learning is somewhat negatively influenced by the fact that they study in an eth-
nically mixed classroom. Moreover, they all find it challenging and motivating to
study English in such a rare instructional environment.

It should be mentioned that these questions proved to be too difficult for the
lower level students to answer. The problem was the language, since they are at
A2 level of English and they found it hard to comment on such questions. Most of
them chose not to answer these questions at all.

Nevertheless, the only students who provided full and complete answers to the
first part of the questionnaire were the ones from the ESP and AAE group. They
had no problem of understanding the notion of culture, stereotypes and were
willing to answer on overcoming the barriers when working with students from
different cultures. The other approximately 14 students felt reluctant to provide
answers. One can only guess that the language barrier was the only problem,
although when later asked they said they had problems with understanding cul-
ture and how it affects language learning. This finding was in line with an older
research done by the author on culture but in a context of students’ familiarity
with the culture of the opposed ethnic group. Similarly, the students found the
original language of the questionnaire to be a problem (the language then being
Macedonian and not English). However, when translated in their native language
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(Albanian) students were more than happy to provide answers to all questions.
A deeper research with individual interview questions might be of use in this sit-
uation. It will relief the stress and more valuable descriptive data can be collected.

4.2 Students’ familiarity with different cultures in the classroom

After the open-ended questions, the second part of the questionnaire was used in
order to measure students’ familiarity with the culture of the other ethnic group.
The cumulative results are shown in the table below:

Tab. 1: Results on students’ familiarity with the culture of the other ethnic group
(Questionnaire adapted from Gonen, Saglam, 2012,
http://www.iojpe.org/ojs/index.php/ijge/article/viewFile/143/181)

Questions tamiar | tamitar” | famiar
1. Daily life and routines, living conditions, food, drinks 84% 8% 8%
2. Youth culture 84% 8% 8%
3. Education and professional life 75% 8% 17%
4, Traditions, folklore and tourist attractions 0% 92% 8%
5. Literature 66% 17% 17%
6. Other cultural expressions (music, drama) 0% 67% 33%
7. Values and beliefs 75% 25% 0%

As mentioned before English language classroom in the LC is an interesting and
challenging place to learn English. Students from different ethnical and cultural
background come together to learn English. In such a context, students are not
only influenced by the target culture, but as well as by the culture of their class-
mates. The rationale for choosing this part of the questionnaire lies in the fact
that students first need to grasp their nearest culture in order to fully understand
the target culture. In the original questionnaire by Gonen this part was used to
inspect teachers’ familiarity with the target culture. In this study, the focus is on
the students and not on the teachers.

When we analyze the results from Table 1, it is obvious that students are suffi-
ciently familiar with their classmates’ culture particularly when it comes to daily
life, food, drinks (84%), youth culture (84%), education (75%), values and beliefs
(75%). Rather large number of students is sufficiently familiar with traditions and
folklore (92%), as well as cultural expressions such as drama and music (67%).

To sum up, the overview of the results shows that students are familiar with the
culture of the other ethnical groups in the classroom. By understanding their near-
est culture they are more acceptable of the target culture and they find culture to
be inseparable part of the language learning.
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4.3 Students’ views on teaching culture with the language

Finally, the third part of the questionnaireon identifying students’ opinions about
the role of the culture in learning English language was used. The results are
presented below:

Tab. 2: Results on students’ opinions about the role of the culture in teaching English language
(Questionnaire adapted from Gonen, Saglam, 2012,
http://www.iojpe.org/ojs/index.php/ijge/article/viewFile/143/181)

QUESTIONS Agree | Undecided | Disagree
1. In an English classroom, teaching culture is as 100% 0% 0%
important as teaching the language

2. The more students know about the English culture, 17% 66% 17%
the more tolerant they are

3. English language teaching should enhance students’ 0% 92% 8%
understanding of their own cultural identity

4. Learning about the English culture can change the 50% 17% 33%

student’s attitude towards her/his own culture

5. An emphasis on the study of foreign cultures can 33% 33% 34%
contribute to the student’s loss of cultural identity

6. The most important goal in learning about a foreign 92% 8% 0%
culture is to develop a critical attitude towards both
target (i.e. English) and native cultures

7. The development of cultural awareness should be 8% 34% 58%
kept only for the most advanced levels

8. Teaching culture motivates students 50% 50% 0%
9. Combining language and culture helps learners to 92% 8% 0%

improve their language skills

When we look at the results from the last part of the questionnaire, it is clear
that all of the students believe that in an English classroom teaching culture is
as important as teaching the language (100%). Furthermore, most of the students
think that the most important goal in learning about a foreign culture is to de-
velop a critical attitude towards both target and native cultures (92%). Also, the
same percent of students (92%) believe thatcombining language and culture helps
learners to improve their language skills.

However, when it comes to the question about English language teaching enhanc-
ing students’ understanding of their own cultural identity, most of the students
(92%) are undecided. Consequently, students are divided between agreeing and
being undecided when it comes to whether teaching the culture motivates them
more to learn the language. A rather large number of students are undecided
when it comes to the question whether they are more tolerant if they know more
about the English culture (66%). Finally, more of the students disagree with the
statement that the development of cultural awareness should be kept only for the
most advanced levels (58%) and only 8% of the students agree with this idea.
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To sum up, the findings of this study match to Byram (1988), Bada (2000) and
Byram and Kramsch (2008), who support the integration of culture into the lan-
guage classroom. They oppose Krashen (1982) who believes that culture cannot
be learned in a classroom, but only in its natural context.

After the data processing and results analysis we could easily conclude that stu-
dents from higher levels believe that their culture is heavily influenced by the
American culture since they are in contact with that culture the most—through
music, films, the Internet.

Another interesting conclusion that emerged was the fact that higher level of En-
glish meant better understanding of the other cultures. Again, this is connected to
the greater exposure to the English language and the English/American culture in
general.

To sum up, students know how to identify the elements that comprise culture;
they are aware that knowing others’ cultural features will improve their tolerance
and decrease their fear and they understand that language/culture combination
will advance their language skills.

However, culture as a concept for the students is still an abstract idea, intangi-
ble, vague and not easily understandable. We as teachers should focus more on
exploring and introducing culture as an inseparable part of language learning, so
that students get use to the idea that you cannot completely learn a language and
not know the cultural elements that comprise it. We cannot let our students be
the “fluent fools” mentioned before, but work on their full language knowledge
and prepare them for the world outside the classroom as better as we can.

4.4 Limitations of the study

The culturally diverse classroom presents an opportunity for students and teach-
ers to collaborate in creating a classroom environment that is comfortable for all
involved. As it was seen, students enjoy learning in culturally diverse classroom
as they see such classroom as beneficial both for enhancing their understanding
of different cultures and learning the English language as well.

It should be mentioned though, that this type of short research had its limitations.
The most important downside was the fact that the questionnaire was very diffi-
cult for the Level 3 students to answer. This is something that the author had not
anticipated. Such level of difficulty led to anxiety and insecurity on the part of the
students. Given in its base form, solely in English, the survey required additional
explanations, which is not due to the questions and their level of difficulty, but
of the students’ poor command of the language. It can be recommended that for
better results, the questionnaire should be given in students’ mother tongue.
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In addition, a wide range research should be conducted, including the family back-
ground, the education, the place of living, because all of these factors contribute
to greater appreciation of other cultures. This can be done to further develop the
study and validate its results.

Moreover, in the future teachers should also be included in the questionnaire. That
way we can get teachers’ perspective on culturally diverse classrooms and we can
investigate where exactly teachers’ and students’ worlds collide. In this study we
opted for the students’ point of view feeling it was somewhat neglected.

5 Conclusion

In conclusion, intercultural awareness as an essential mark of a language and
an inseparable part of language learning must be present in education since the
earliest of age. As Rose (2004) states, the student that is intercultural competent
should:

¢ understand and be aware of his own culture

¢ be aware of how others see his culture

¢ be aware of what others think of their own culture and
¢ understand and be aware of the culture of others.

Only those students that have the ability to recognize the validity of learning the
English culture as part of learning the language will be successful learners. The
others will lack one very important aspect in the process of language learning. The
Language Center at SEEU has always done its best in providing the authentic con-
text for learning the English language and students have recognized that effort. To
support this claim, we have carried out numerous students’ evaluations and they
are integral part of every academic year. As a result, English classes are always
evaluated very high and students enjoy learning in a challenging and motivating
atmosphere.
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The rotation of seats in the classroom and the
students’ learning

Carlos Torres and Marta Hudouskova

Abstract: This paper describes research done on two groups of Spanish language courses at
a technical-oriented university. The aim of the research was to demonstrate the influence of
a controlled rotation of seats on fluency and interaction during a thematic dialogue in a conver-
sation class. The rotation of seats in a classroom is considered one of the aspects of cooperative
learning. The rotation of seats is a classroom technique is a technique that gives teachers great
power and influence to affect students’ classroom performance as well as their final exam re-
sults. The investigation consisted in a comparison of final conversation exam results in a class
where students were asked to follow a certain seating arrangement (an experimental group)
and in a group in which they were allowed to sit as they chose to (a traditional group). The
result was that students from the experimental group achieved better results in the final exam.
Statistical theory and methods of hypothesis testing were used for the analysis of quantitative
data.

Key words: assigned seating arrangement, language testing, language assessment, second
language acquisition, seating position in the classroom

Introduction

Cooperative learning is an approach in the field of education that aims at helping
students to learn from each other and perform activities during the class with
other classmates while also enjoying learning more. According to Slavin (1990)
cooperative learning is not just “structuring positive interdependence” among stu-
dents in a group. As Olsen points out, in cooperative learning students learn “how
to work as a part of a team and have others depending on you”.

An assigned seating arrangement, or in other words a controlled rotation of seats,
can be viewed as one of the cooperative learning approach classroom techniques.
With assigned seating arrangements, the teacher can influence and decide where
students will be seated in the classroom as well as with whom they will do com-
municative and other activities. Thus the teacher can increase their learning ben-
efits. Undoubtedly, this classroom technique improves the second language com-
municative skills. Researchers who investigated the role of the assigned seating
arrangement, such as Juhary (2012), conclude that this teaching method is viewed
positively by students.
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1 Aims
1.1 Methods

The objective of this paper is to examine the benefits of the assigned seating
arrangement used by two language teachers in second language courses at the
University of Life Sciences in Prague as well as describe an experiment that was
carried out in two groups of A2 Spanish language courses. The aim of the ex-
periment was to demonstrate the influence of the controlled rotation of seats on
fluency and interaction during a thematic dialogue in a conversation class. The
level A2 was chosen for the monitoring for being the most heterogeneous level
with respect to the knowledge of the language. Monitoring had to be performed
during four semesters because the number of students at this level is not very
high. In the first group, which will be called a traditional group, students were
allowed to sit where they wanted for every lesson (i.e. choosing for themselves
their neighbour and thus a conversation partner). In the other group, which will
be called an experimental group, students had to follow a certain seating arrange-
ment. The seating plan was prepared in advance by a teacher in such a way that
students had a different seat. This means that for every class, they had a different
conversation partner with whom they performed various communicative activi-
ties. In the traditional group, there were 76 students, and in the experimental
group, there were 66 students. The aim in both groups was to prepare students
for the final exam that was to be taken in pairs.

At the end of each semester, students took a conversation exam. After four
semesters had passed, a total of 142 dialogues were performed in conversation
exams. Students were assessed during the exam by teachers’ filling out the fol-
lowing report. Each report contained the name and surname of the student on it
as well as the name and surname of the conversation partner and the topic of the
exam dialogue. Each category in Tab. 1 was assessed by allotting points according
to students’ performance on the exam.

Although fluency and interaction were the most important aspects of assessment,
the grammar and vocabulary used, as well the adequacy of the dialogue were also
taken into account. As far as grammar was concerned, a score was given accord-
ing to the use of tenses. However, the correct usage of articles, prepositions and
pronouns was also considered. Vocabulary was assessed as “minimal” if students
used only verb “ser” (to be) and “tener” (to have) and if they limited themselves
to words learned for the topic. A higher score was obtained if they resorted to
many more terms from the coursebook. The maximum score was obtained if they
also applied vocabulary from additional materials used during the semester. In
the assessment of fluency, a minimum score was given if students limited them-
selves just to monosyllables. As for the interaction, it was considered whether the
student resorted just to answering questions (score “very passive”), responded to
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Tab. 1

Points

Grammar Only the Present | Only the Past .
0-30 Tense Tense Mix of Tenses
Vocabulary | Minimum Textbook Additional Materials
0-30
Fluency Very short Short
0-20 sentences sentences Complete and complex sentences
Interaction Very passive Passive Active
0-15
Adequacy Minimum Partial Complete
0-5

Total

questions and repeated responses from their interlocutor adapting them to reality
(score “passive”) or attempted to introduce the topic, improvise questions and an-
swers as well as make comments that developed the topic and added information
(score “active”). Dialogues had to meet certain criteria. According to compliance
with these criteria, adequacy was assessed.

The statistical theory of hypothesis testing and also contingency tables were used
for the analysis of quantitative data.

The contingency tables show results of grammar in the group with a rotation
of seats (Tab. 2) and in the group without a rotation of seats (Tab. 3). 97% of
students from the traditional group used only the present tense, while in the
experimental group 50% of students used only the present tense, 38% used the
past tense and 12% used both tenses.

The following contingency table shows the results of the vocabulary assessment.
It is quite clear that students from the experimental group have amassed a wider
vocabulary, because 64% of them were able to use not only vocabulary learnt
from the textbook but also from additional materials that had been prepared for
each lesson. Students had to download them from the Moodle application, print
them out and take them to class. Whereas in the traditional group the highest
number of students (39%) were able to use only minimum vocabulary.

The contingency table for fluency (Tab. 4) shows a similar tendency in results to
those of grammar and vocabulary. Again, as in in the two previous contingency
tables, the results reveal that up to 65% of students in the experimental groups
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Tab. 2

Description of
Columns
Description of Rows Gram A GramB | GramC | Total
With rotation
Number—Grammar 33 25 8 66
Number—Grammar 2 50% 38% 12% 100%
Without rotation
Number—Grammar 74 2 76
Number—Grammar 2 97% 3% 0% 100%
Total—Grammar 107 27 8 142
Total—Grammar 2 75% 19% 6% 100%
Tab. 3
Description
of Columns
Description of Rows Voc A VocB | VocC | Total
With rotation
Number—Voc 14 10 42 66
Number—Voc2 21% 15% 64% 100%
Without rotation
Number—Voc 30 19 27 76
Number—Voc2 39% 25% 36% 100%
Total—Voc 44 29 69 142
Total—Voc2 31% 20% 49% 100%

were able to use complete and complex sentences, whereas in the traditional
group the percentage was only 21% and 49% of students used only short sen-
tences.

Not surprisingly, the contingency table for interaction (Tab. 5) confirms the same
tendency in results. In the experimental group up to 47% of students actively
interacted with their conversation partner, while in the traditional group only
22%. In the traditional group, the highest number of students (39%) was able
to interact in a very passive way.

Having gathered the above-mentioned results, the following step was to find out
using the F-test and the t-test if students from the group with a seating arrange-
ment have the same results in a final conversation exam on a 1-100 point marking
scale as students that were allowed to sit as they chose to.

The zero and alternative hypothesis was established as follows:
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Tab. 4

Description
of Columns
Description of Rows Fluency A Fluency B | Fluency C Total
With rotation
Number—Fluency 10 13 43 66
Number—Fluency2 15% 20% 65% 100,00%
Without rotation
Number—Fluency 23 37 16 76
Number—Fluency2 30% 49% 21% 100,00%
Total—Fluency 33 50 59 142
Total—Fluency2 23% 35% 42% 100,00%
Tab. 5
Description
of Columns

Description of Rows Inter A Inter B | InterC Total

With rotation

Number—Interaction 12 23 31 66

Number—Interaction2 18% 35% 47% 100,00%

Without rotation

Number—Interaction 30 29 17 76

Number—Interaction2 39% 38% 22% 100,00%

Total—Interaction 42 52 48 142

Total—Interaction2 30% 37% 34% 100,00%

The 0 hypothesis: there is no difference in final exam results between the exper-
imental and traditional group.

The alternative hypothesis: yes, there is a difference in results between the two
groups.

Besides, the aim was to investigate how the rotation of seats influences results in
fluency and interaction part of the thematic dialogue.

The Tab. 6 shows results of the F-test.

By doing the two-sample F-test for variance it was investigated whether variance
values of the average score equal in population of the experimental and the tradi-
tional group. The Variable 1 is the experimental group (average score is 61.5%
and Variable 2 (the average score is 46.8%) is the traditional group. After the
two-sample F-test for variance was done it was found out that the P-value is
lower than 0.05. It means that population variances are not equal. For this reason,
a two-sample t-test assuming unequal variances was carried out.
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Tab. 6

Two sample F-test for variance
Variable 1 Variable 2

Mean 61,53030303 46,77631579

Variance 144,7759907 68,97596491

Observation 66 76

df 65 75

F 2,098933895

P(F<=f) (1) 0,00103266

F Critical (1) 1,482397868

Two sample unequal variance t-test is shown in Tab. 7.
Tab. 7
Two sample unequal variance t-test
Variable 1 Variable 2

Mean 62 47
Variance 145 69
Observation 66 76
Hypothesized Mean Difference 0
df 113

t Stat 8,378142248
P(T<=t) (1) 8,32488E—14
t Critical (1) 1,658450217
P(T<=t) (2) 1,66498E—13
t Critical (2) 1,981180296

These tables show that there is statistically a significant difference between re-
sults of students in both groups and it makes sense to make statistical analysis
and do the test of fluency and interaction.

The Tab. 8 shows the results of the two-sample F test for variance.

Tab. 8

Variable 1 Variable 2
Mean 14 10
Variance 32 22
Observation 66 76
df 65 75
F 1,483297636
P(F<=f) (1) | 0,049740417
F Critical (1) 1,482397868
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Two-sample unequal variance t-test results are as follows:

Tab. 9
Variable 1 | Variable 2

Mean 14 10
Variance 32 22
Observation 66 76
Hypothesized Mean Difference 0
df 126
t Stat 4,455289
P(T<=t) (1) 9,14E—06
t Critical (1) 1,657037
P(T<=t) (2) 1,83E—05
t Critical (2) 1,978971

Results of the contingency table in Tab. 10 indicate that it is statistically proved
that the rotation of seats matters in fluency. The difference between the two pop-
ulations is statistically significant, not random.

Tab. 10
Description
of Columns

one;gw:'on Fluency A Fluency B | Fluency C Total
With rotation
Number—Fluency 10 13 43 66
Number—Fluency?2 15% 20% 65% 100,00%
Without rotation
Number—Fluency 23 37 16 76
Number—Fluency?2 30% 49% 21% 100,00%
Total—Fluency 33 50 59 142
Total—Fluency2 23% 35% 42% 100,00%
Observed 10 13 43 66
frequencies

23 37 16 76

33 50 59 142
Expected
frequencies

15,338 23,239 27,423
17,662 26,761 31,577

Significance of the _
Chi-Square Test 6,69345E-07
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The same process was repeated with interaction. Again, a two-sample F test for
variance and a two-sample unequal variance t-test were carried out (see Tab. 11
and Tab. 12).

Tab. 11
fTowr?/;?ir:rf)clz Fest Variable 1 Variable 2
Mean 10 8
Variance 15 11
Observation 66 76
df 65 75
F 1,279076132
P(F<=f) (1) 0,151317182
F Critical (1) 1,482397868
Tab. 12
I:f_?a?‘ir: rtJ_I;se;Jtnequal Variable 1 | Variable 2
Mean 10 8
Variance 15 11
Observation 66 76
Hypothesized Mean Difference 0
df 131
t Stat 4,034459
P(T<=t) (1) 4,62E—05
t Critical (1) 1,656569
P(T<=t) (2) 9,25E—05
t Critical (2) 1,978239

Results in the final table (Tab. 13) of interaction demonstrate that significance of
the Chi-Square test is lower than 0.05 which leads to a conclusion that statistically
there is a difference between the two groups of students.

1.2 Results
1.2.1 Grammar

Students that were used to the rotation of seats dared to use multiple tenses, but
with errors. There was a lot of instant self-correction, peer correction and repe-
tition of phrases already corrected. Students from the traditional group demon-
strated mastery only of the present tense, although mostly speaking slowly and
sometimes reciting the phrases quietly.
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Tab. 13

Description of
columns
Description of Rows Inter A Inter B | Inter C Total
With rotation
Number—Interaction 12 23 31 66
Number—Interaction2 18% 35% 47% 100,00%
Without rotation
Number—Interaction 30 29 17 76
Number—Interaction2 39% 38% 22% 100,00%
Total—Interaction 42 52 48 142
Total—Interaction2 30% 37% 34% 100,00%
Observed frequencies
12 23 31 66
30 29 17 76
42 52 48 142
Expected frequencies
19,521 24,169 22,310
22,479 27,831 | 25,690
S o e

1.2.2 Vocabulary

As already mentioned, the A2 level students were the most heterogeneous group.
However, each student had different previous knowledge. As for the vocabu-
lary used, the influence of pre-university linguistic studies was observed in both
groups. In fact, some of the participants of the experiment belonged to a higher
level (level B1).

1.2.3 Fluency

In both groups, both shyness and spontaneity were appreciated. This also affected
fluency and its assessment. The experimental group showed greater spontaneity.
Students from the traditional group limited themselves to a large extent to merely
repeating questions from their partner.

1.2.4 Interaction

A reaction of participants during the dialogue was in some cases in both groups
by deduction. Nevertheless, it was demonstrated that they did not have to under-
stand everything that was said by the interlocutor.
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In order to pass the exam at the end of the semester, students were evaluated in-
dividually, although they were examined in pairs. Students passed a conversation
exam. They had to talk about a topic that they drew lots for following instructions
about the sequence of a discourse according to certain previous experience and
coming to a conclusion. They could not use any learning aids.

Conclusion

The F-test performed shows that in conversation classes the controlled rotation
of seats has influence on results and a final grade of participants when an oral
conversation exam is performed. According to the F-test performed, fluency and
interaction of a thematic dialogue increase between interlocutors that have a con-
versation with different people and under a number of circumstances. A seating
arrangement in a language class is a great help for this purpose. In conversation
classes fluency and interaction in dialogues become more enjoyable and have
more easiness when carried out between different partners. The Chi-Square test
performed shows that a positive influence of a controlled rotation of seats in
a conversation class is not something random. A controlled rotation of seats in
language classes can be recommended to all language levels.

A rotation of seats (assigned by a teacher) is not a voluntary choice of students
although it is positively viewed a posteriori. The rotation helps to homogenize
groups initially heterogeneous, makes a class more pleasant, and reinforces so-
cialization and cooperative learning among students.
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The benefits of being bilingual in the acquisition of
English as a foreign language

Vjosa Vela and Teuta Salii

Abstract: It has been widely discussed whether learners of English as a second language
(L2) should use their mother tongue when acquiring the second/third language. As a result,
numerous studies have been carried out analyzing the role and the effects of the mother
tongue (L1) in the acquisition of English as a second/foreign language. However, this study is
concerned with the benefits and effects of bilingualism in the acquisition of English as a third
language/foreign language. The majority of the Albanian learners at our University (South East
European University, Tetovo, Republic of Macedonia) are bilingual. There may be students who
know more languages, but we will assume that most of them are bilingual. Albanian is their
mother tongue. At the same time, they start learning Macedonian at a very early age, starting at
the age of six or seven. This shows that students already have two languages at their disposal
to compare and transfer when they acquire the structures of the third language (English).

With this study, we want to find out whether being bilingual is beneficial to students, and
whether they can use the two languages in successfully acquiring the structures taught. Fur-
thermore, this study will analyze if being bilingual presents an obstacle due to the mother
tongue or second language causing interference, which would be an example of negative trans-
fer.

Key words: bilingual, acquisition, english, foreign language, benefits

Introduction

English as a Lingua Franca is used by millions of people around the world for
communication purposes; therefore, it has been the main focus of study for many
researchers and studies. The noted studies dealt with ways of improving the
teaching of English by using different methods, techniques and approaches. Fur-
thermore, these studies were also concerned with how languages are learned,
what works best to achieve better results, and the role of the native language (L1)
in the acquisition of the second language (L2) or third language (L3) or foreign
language (FL).

The role of the mother tongue in the acquisition of a second and/or foreign
language has been studied widely, and studies suggest that the learner’s native
language does not hinder the acquisition of the additional languages; it is the
opposite—it helps the acquisition process. However, it must be noted that it does
not become an obstacle to the acquisition of the second/foreign language in cas-
es when the knowledge of the native language is transferred to the additional
language, and there is a match among the language structures, and the transfer
occurring is positive. The difficulties arise when the language structures are dif-
ferent, and the transfer is negative.

82



Moreover, the main focus of this study is how bilinguals acquire English as a third
language. In the Republic of Macedonia, the Albanian population, a minority, is
required to learn Macedonian at a very young age, starting at the age of six or
seven years old. Thus Albanians learn both Albanian and Macedonian at school
from the first grade up. Almost all Albanians are bilingual. With this study, we
want to find out how being bilingual affects the acquisition of English as a third
language. Keeping in mind that both the Albanian and the Macedonian language
are completely different languages compared to English, and both belong to dif-
ferent language families.

This study is specifically concerned with the acquisition of adjectives and articles,
and how Albanian and Macedonian affect the acquisition of the noted structures
in English as a third language. We also want to find out if the transfer occurring
is positive or negative. In any case, we will explain and support our explanation
with examples from all three languages.

Literature Review

Second Language Acquisition and Third Language Acquisition

In order to find out how a second language is acquired, and whether it is affected
by the native language of the learner, and what are its effects on third/foreign lan-
guage acquisition, we shall first explain what second language and third language
acquisition is, and then how the two processes are alike or different.

The basic and common understanding is that second language acquisition deals
with how learners learn a second or a foreign language, aside from their mother
tongue, obviously. The term second language makes it clear that we are thinking
about another language which certainly is not the first language of the learner.
This is supported by Gass and Selinker (1994:21) who claim that “.. Second lan-
guage acquisition has become a cover term for acquisition after a first language
has been learned.” Furthermore, Gass and Selinker (1994:1) argue that “In other
words, it is the study of the acquisition of a non-primary language; that is, the
acquisition of a language beyond the native language.”

It must be noted that the field of second language acquisition is very complex,
because it tries to explore and understand the processes happening during acqui-
sition. As such, there are many factors which affect second language acquisition
such as: motivation, aptitude, personality, learner preferences, learner beliefs and
age of acquisition. The field of second language acquisition has been the field of
study of different scholars. Among them, Gass and Selinker (1994) describe the
second language acquisition and its complexity in the following way.

Second language acquisition is a complex field whose focus is the attempt to understand the processes
underlying the learning of a second language. It is important to reemphasize that the study of second
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language acquisition is separate from the study of language pedagogy, although, this does not imply that
there are not implications that can be drawn from second language acquisition to the related discipline
of language teaching. (Gass and Selinker 1994:5-6)

As already mentioned above, the process of second language acquisition is a very
complex process, although there may be similarities between the native language
and the second language, there are certainly many differences as well. It is quite
common for learners to never acquire the second language completely due to
the differences. The differences often lead to learners of a second language never
achieving the accent of a native speaker, nor fully acquiring the target language.
Along these lines, White (1989:41) says that: “In L2 acquisition, in the other hand,
it is common for the learner to fail to acquire the target language fully; there are
often clear differences between the output of the L2 learner and that of native
speakers, and learners differ as to how successful they are.”

This study deals with the role of bilingualism and its role and effect on the ac-
quisition of English as a third language. We already defined and explained what
second language is and its complexity; however, below we will define third lan-
guage acquisition and compare it to second language acquisition. Third language
acquisition, contrary to second language acquisition, is a new area of research in
the field of second language acquisition. Lately it has become a frequent topic of
research. Bjorn Hammarberg (2010), as cited in Weigiang (2011:2-3), claims that
“the term third language (L3) refers to a non-native language which is currently
being used or acquired in a situation where the person alrea dy has knowledge of
one or more L2s in addition to one or more L1s.” In order for someone to learn
a third language, one must have first acquired a second language besides their
first language.

As far as the complexity of third language acquisition is concerned, scholars claim
that third language acquisition is more complex than second language acquisition
(Cenoz 2002, Molnar 2008).

The acquisition of an L2 and that of an L3 share common characteristics, yet the latter is more complex
due to the context of acquisition, variation in the order of learning the languages, the perceived distance
between the languages involved, and the socio-cultural status of the languages involved in the learning.
(Cenoz, 2002 as cited in Timea Molnar 2008:2)

The process of second language acquisition and that of third language acquisition
have similarities, but certainly, there are also many differences. The processes
underlying third language acquisition are more complex than those of second
language acquisition due to the fact that learners already have more languages
at their disposal. According to the order of acquisition, the second language is
acquired earlier; therefore, it may influence the acquisition of the third language.
Along these lines, Molnar 2008 discusses third language acquisition and compares
it to second language acquisition.
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The acquisition of English as a third language shares many characteristics with the acquisition of En-
glish as L2 but it also presents differences. Third language acquisition of English is a more complex
phenomenon than second language acquisition (SLA) because, apart from all the individual and social
factors that affect the latter, the process and product of acquiring a second language can themselves
potentially influence the acquisition of a third. (Molnar 2008:8)

As we can see, both second language acquisition and third language acquisition
are complex processes, and have been investigated for a long time by different
scholars. However, it is important to mention that third language acquisition is
a new area of research. Both processes are similar yet there are differences. If
second language acquisition is affected and influenced by the native language of
the learner, third language acquisition is influenced by the mother tongue and
the second language. Therefore, it is even more complex than second language
acquisition. We will also focus on transfer in second language acquisition and see
how it affects the acquisition of the target language, as well as which language
structures and constructions are transferred and why.

Language Transfer in Second language Acquisition

The term language transfer or simply transfer is frequently used in second lan-
guage acquisition. It means that learners use the knowledge of their first language
and transfer it to the second or foreign language. It is worth mentioning that there
is no precise definition concerning language transfer. As far as defining language
transfer is concerned, different authors and scholars have contributed to defining
language transfer. Lado is one of the scholars who defined transfer. Transfer takes
place when learners attempt to speak the target language and to act in the culture
of the target language as practiced by the native speakers. While doing this, the
learners tend to transfer and distribute the forms and meanings of their mother
tongue and culture onto the target language and culture. (Lado, 1957:2)

Liu (2001:1) defines transfer as well, and claims that transfer is what the learners
know from their mother tongue and carry onto the target language, or it is the
case when learners generalize their knowledge from the mother tongue to the
target language. It helps them learn and use the target language. “By linguistic
transfer, we mean what the learners carry over to the second or third language
or generalize in their knowledge about their native language (NL) to help them
learn to use a target language (TL).

In the past, language transfer was held responsible for learner errors (Lado,
1957,Corder, 1969), however, studies show that language transfer is not the cause
of the errors committed by the learners. Jain (1974) claimed that transfer was
only one of the reasons of errors, but not the main source of errors committed by
learners. Similarly, Richards (1971) discovered and gave evidence that transfer
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was only partially responsible for the errors committed while transferring knowl-
edge from one language to the target language.

Terence Odlin, in her book titled Language Transfer (1989:2), defines transfer in
the following way: “Transfer is the influence resulting from the similarities and
the differences between the target language and any other language that has been
previously (and perhaps imperfectly) acquired.” Language transfer has also been
defined by Krashen (1983:148) who says that “Transfer ...can still be regarded as
padding, or the result of falling back on the old knowledge, L1 rule when new
knowledge...is lacking.”

Language transfer is a very important part in our study, because we are con-
cerned with whether students transfer their L1 and L2 knowledge and rules to
the structures of the third language, in our case, English. Since this study uses the
adjectives and articles to analyze the role of bilingualism on the third language
acquisition, language transfer is an inevitable part of the analysis.

Bilingualism and its Effects on Third Language Acquisition

All human beings have the capacity and ability to learn more than one language.
The same ability/capacity in linguistic terms is defined as bilingualism, and the
people as bilinguals. Being able to speak two or more languages fluently is an
advantage for many reasons, such as for greater communication, enriching one’s
vocabulary, having access to materials in the languages, knowing the cultures of
the languages, and sometimes it helps in learning other languages.

However, sometimes being bilingual and acquiring a third or foreign language can
hinder the process of third language acquisition. This may happen due to the
languages being very different from each other, and having no or few similarities.
According to Gass and Selinker (1994:24), bilingualism is very broad and has
many forms. “Bilingualism is a broad term and, like heritage language acquisition,
has many forms and configurations.”

Bilingualism has been defined by many scholars as the ability to speak two lan-
guages at the same level as a native speaker. The acquisition of the second lan-
guage depends on what the learner’s first language is, and the acquisition of the
third language depends on what the learners’ second language is. This means that
if the languages have things in common it will be easier to acquire the second or
third language, but if the languages are different then there will be difficulties.
Along these lines, Weigiang (2011:2) argues that “Bilingualism can be broadly
defined as the ability to speak 2 languages; however there are many grey areas
when establishing which are the L1 first language, L2 second language and L3
third language of a bilingual.”
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Many scholars have defined bilingualism (Bloomfield, 1933, Gass and Selinker
1994, Gottardo 2008, Haugen 1953, Cenoz 2003, Weigiang 2011, Sanz 2000).
Their definitions are similar, with each of them adding or taking something away.
Bloomfield (1933:56) defines bilingualism as having “native-like control of two
languages.” However, being bilingual, does not always means that the person has
a native-like control of the two languages as Bloomfield suggests. It means that
the person masters their native language and can produce meaningful sentences
in the second language. (Haugen 1953:7) Gass and Selinker (1994) claim that
the term bilingualism is perceived differently by researchers of second language
acquisition.

SL researchers reserve use of the term for only those that are truly, as shown through some linguistic
measure, the equivalent of native speakers of two languages. Thus, from the perspective of second lan-
guage researcher’s bilingual is a difficult term. In its strict meaning, it refers to someone whose language
is in a steady state and who has learned and now knows two languages. (Gass and Selinker 1994:25)

It should be noted that defining bilingualism is complex because it is influenced
by many factors. Gottardo (2008), as cited in Zare and Davoudi (2013:127 -128),
“emphasizes that the definition of bilingualism is complex and is influenced by
multiple factors such as the age of acquisition of the second language, continued
exposure to the first language, relative skill in each language and the circum-
stances under which each language is learned.”

The age of the acquisition of the second language is very important, and is known
as the Critical Period hypothesis. According to this hypothesis, until the age 11
or 12 the learner has the capability to acquire the second or third language like
a native speaker, after that the learner will still be able to acquire the language,
but never sound the same as a native speaker. Exposure to the language being
acquired is very important, not only in the classroom, but outside of the class-
room as well. Having in mind the circumstances in which students in Macedonia
learn a second and a third or foreign language, it is difficult to acquire the third
language. At the time of acquisition, they are exposed to their L1 and L2 at all
times, because both Albanian (L1) and Macedonian (L2) are used in daily com-
munication. Being exposed too much to the native language and second language
hinders the acquisition of the third language, to which learners are not exposed
enough outside the classroom.

As already mentioned several times, this study is concerned with the role of bilin-
gualism in the acquisition of English as a third language. In order to have an
in-depth analysis, we shall first discuss the advantages of being bilingual while
acquiring a third or foreign language. Different studies have confirmed that bilin-
guals have an advantage in third language acquisition compared to monolinguals.
This is supported by Cenoz (2003), as cited in Bianca Tamara Mesaros (2008:6),
who argues that “In the research on the effect of bilingualism on third language
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acquisition, most studies on the monolingual-bilingual distinction confirm the idea
that bilingual learners present advantages when learning an additional language
in comparison to monolingual learners.”

Different scholars such as Hakuta and Diaz (1984), Cenoz (2000,2003) and Clyne
(2004) discuss the cognitive advantage of bilinguals. Some of the cognitive advan-
tages ment ioned are that bilinguals acquire a third language much more easily
than monolinguals learners’ due to a wider linguistic repertoire. They also become
more aware of their mother tongue and appreciate its uniqueness (as mentioned
in Mesaros, 2008:7). However, there is number of studies which show that being
bilingual or monolingual plays no role in the acquisition of a foreign language.

As may be seen, second language acquisition has been the focus of study for many
scholars and researchers for a very long time, as opposed to third language ac-
quisition, which is a relatively new field of study. Both second language and third
language acquisition are complex processes, even though it is argued by scholars
that third language acquisition is more complex, having in mind that the learners
already have two languages in their repertoire. Undoubtedly, knowing another
language besides the mother tongue presents advantages. One of the advantages is
communication, the ability to learn languages, becoming aware of learning styles
and an interest in learning more languages. Furthermore, bilinguals have an ad-
vantage when it comes to learning a foreign language, because they have already
learned two languages, even though there are studies which did not show any
statistical difference between bilinguals and monolinguals in the acquisition of
a foreign language.

Methodology

The method employed in this study is the translation method. The translation
method is a branch of applied linguistics. It is used to compare and contrast con-
structions between two languages in order to find the correspondents. According
to Karimi (2006:2), “Linguistically speaking, translation is a branch of applied
linguistics, for in the process of translation the translator consistently makes at-
tempt to compare and contrast different aspects of two lang uages to find their
equivalents” (Karimi, 2006:2). It is a method which is widely used in contrastive
linguistics, when the researcher is trying to find what aspects of the native lan-
guage and the target language are identical, similar or dissimilar. Karimi 2006:2
defines the translation method as “Converting one language (SL) to another (TL).”

This method was helpful in the analysis of the sentences translated by Albanian
students, in an attempt to find out which language—whether Albanian, the stu-
dents’ mother tongue, or Macedonian, the students’ second language—they relied
on while translating the sentences. After this, students were given a questionnaire
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with open-ended questions. The questions revealed which language the students
relied on while translating the sentences.

Participants

The participants in this study were 50 Albanian students studying at different
departments at the South East European University, and all of them are at a pre-
intermediate level of English. All of the students involved in the study are bilin-
gual, speaking Albanian which is their mother tongue (L1), as well as speaking
Macedonian (L2) fluently. They are between the ages of 18 and 30 years old.

Instruments

The instruments used in this study were 40 sentences that were translated from
Albanian into English, and 40 sentences translated from Macedonian into English
and a questionnaire with open-ended questions for the students to relate to the
sentences translated. The sentences dealt only with definite and indefinite articles
and adjectives.

This study is based on the following research question:

1. Does being bilingual help students to acquire more easily some specific parts
of English grammar adjectives (positive form), the articles (definite and indef-
inite)?

2. Do bilingual students relate the English structures to their mother tongue (L1)
and to their second language (L2)?

3. Is the transfer taking place mostly negative or positive? In which cases is it
positive, and in which cases is it negative?

Procedure

The initial idea was that students were given 40 sentences to translate from Alba-
nian into English, but that led to learners being biased to rely on Albanian. There-
fore, we decided to add 40 more sentences to be translated from Macedonian into
English.

The participants of this study were given 80 sentences to translate into English.
Forty sentences were in Albanian and they translated them into English, and they
had 40 sentences in Macedonian which they translated into English. The sentences
contained the articles, both definite and indefinite, and the adjectives in the pos-
itive form only. After that, the students were given an open-ended questionnaire.
All the questions in the questionnaire were related to the role of being bilingual
and its effects on learning English. The results below will give a detailed analysis
and description of the translated sentences, and the questionnaire results.
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Results

The following are the results of the translated sentences and the open-ended
questionnaire. All three research questions are analysed, described and presented
separately.

1st Research question “Does being bilingual help students to acquire more
easily some specific parts of English grammar, specifically in regards to
adjectives (positive form), and articles (definite and indefinite)?”

According to the analysis of the translated sentences and the students’ question-
naire answers, it turned out that 33 out of 50 interviewed students, 66% of the
students, found it easier to learn the adjectives (positive form) and the articles
(definite and indefinite). Being bilingual turned out to be an advantage when it
came to the acquisition and the understanding of the positive form of the ad-
jectives and the definite and indefinite articles. Knowing Macedonian, which is
the second language of the participants in this study, facilitated the process of
acquisition due to the same form of the adjectives in Macedonian and English.
Albanian has a slightly different word order of nouns and adjectives.

In Macedonian, just as in English, the adjective precedes the noun; whereas in
Albanian, the noun comes before the adjective. Another thing that causes the dif-
ference, and at the same time the difficulty in Albanian, is that adjectives have
gender. As can be seen from the following example, the noun vajzé is feminine,
and therefore ‘e’ precedes it. If it was a noun from the masculine gender, ‘i’ would
precede the adjective, as in the example: Njé djalé i bukur. (A boy handsome). In
Macedonian the adjectives also have gender, but nothing extra is added, only the
suffix of the adjectives changes depending on the gender of adjective. For instance:
Ubava devojka. (beautiful girl, feminine). Ubavo momce. (handsome boy)

Ex: Vajzé e bukur. (A girl beautiful) (Albanian)

Ubava evojka. (A beautiful girl) (Macedonian)

It was easier for the participants of this study to translate the sentences from
Macedonian into English, than from Albanian into English.

As far as the articles are concerned, the students found it easier to understand
and use the indefinite article “a/an” because it is the same as in Albanian and
in Macedonian, which counts as ‘one’. Because there is this similarity, it was easy
for the students to acquire the indefinite article and translate the sentences from
both Albanian and Macedonian into English correctly.

Ex: Njé vajzé e bukur. (One beautiful girl) (Albanian)

Edna ubava devojka. (One beautiful girl) (Macedonian)
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The definite article “the” is different from both Albanian and Macedonian, there-
fore it is a little more difficult to understand. The definite article in Albanian and
Macedonian is formed by adding a suffix to the noun.

Ex: Njé vajzé. (a girl) becomes vajza (the girl).

The & becomes a, and forms the definite form of the article.

Nouns of feminine gender take the suffix a, whereas those of masculine gender
take the suffix i.

Ex: Njé jalé (a boy) become djali (the boy).

The definite article is the same in Macedonian as in Albanian. It is formed by
adding a suffix depending on the gender of the adjectives.

Devojka (a girl) becomes devojkata (the girl).

The suffixta is added to the feminine nouns, whereas the suffix to is added to
adjectives of the masculine gender.

Ex: momce (a boy) becomes momceto (the boy)

Supposedly, this is what causes other difficulties where the definite article is con-
cerned. When students express themselves in English, they use expressions like:

Ex: The Austria, the God, the Tetovo (city), the Anna.

2nd Research question “Do bilingual students relate the English structures to
their mother tongue (L1) and to their second language (L2)?”

The analysis of the students’ questionnaire answers showed that 28 out of 50 stu-
dents, or 56% of the participants, claimed that they related the structures to their
mother tongue and their second language. They were relying on the similarities
between the languages, because those were easier to understand.

Only 19 students, or 38% of the involved students, said that they related the
English structures to their second language, i.e. Macedonian. Supposedly, those 19
students are more confident of the Macedonian language mastery, and therefore
relate the English structures to it and analyse the same ones by trying to find
similarities and differences.

The other 3 remaining participants, or 6% of the students, said that they did not
relate the structure either to Albanian or Macedonian. They just translated the
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sentences based on the knowledge they had, without thinking of the similarities
between the noted languages.

It is very important that we note that the students were led into thinking about
whether they relate the structure with Albanian or Macedonian while they trans-
lated the sentences from both languages into English. What happened was not
spontaneous; rather they were biased into relying on Albanian and Macedonian.

It is obvious that students mostly rely on their native language while translating
and look for similarities between the native language and the target language. The
similarities make it easier for the students to understand the structures. They
relate to Macedonian (we suppose only because we asked them to think if they
relate to their L1 or L2) and try to think of the similarities between Macedonian
and English. However, we suppose that the students who have a better mastery of
the Macedonian language relate the English structures to Macedonian, otherwise
the first reaction is to relate it to their native language.

Some students’ questionnaire answers:

Student nr. 5 said that “When the teacher explains new grammar lesson I always think how is the
structure in my language and in Macedonian. When I find same things I am happy and I understand
the lesson.”

Student nr. 17 argued that “Yes, I do relate the grammar with Albanian and Macedonian. But sometimes
I make mistake because sometimes English different sometimes English same as Albanian and Macedo-
nian.”

Student nr. 33 claimed that “I do relate the structures of English with my mother tongue and Mace-
donian. I remember when the teacher in class explains and tells us what is the Albanian form, and
then when the teacher explains to my Macedonian colleagues. I understand what is same with English
and what is different. If Albanian is the same I relate to Albanian, if Macedonian is same I relate to
Macedonian. I speak Macedonian very well and have no problems.”

Student nr. 29 said that “I don’t relate English to Albanian and Macedonian. I just translate the sentences
and that is it. It is easy this way.”

Student nr. 47 claimed “I speak both Albanian and Macedonian very well, and I have no difficulties in
relating to both languages. But it is easier when the form is the same, | remember it easier.”

3rd Research Question “Is the transfer taking place mostly negative or
positive? In which cases is it positive, and in which cases is it negative?”

The analysis of the translated sentences from Albanian and Macedonian into En-
glish brought to light that the transfer taking place was both positive and negative.

There was positive transfer in the case of the indefinite article a/an, which is the
same in Albanian and Macedonian. The only difference is that both Albanian and
Macedonian use the word one instead of a. The former uses njé and the latter
uses edna or edno as a corresponding form to the indefinite articlea/an. The
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difficulty lies in the definite article the. The case of negative transfer lies in the
different formation of the definite article. However, only a small number of stu-
dents had difficulties with the definite article. Thirty-six percent of the students,
or 18 participants, had difficulties with the definite article.

Examples taken from students’ translations:

1. Qeni éshté miku mé i miré i njeriut. (The dog is man’s best friend-is the correct translation)
Students’ translations: Dog is best friend of person. A dog is mens best friend. A dog are best friend of
people.

2. Kénga e bukur ishte pér dashuri. (The beautiful song was about love-the correct translation)
Students’ translations: A beautiful song was for love. Song beautiful about love. Love song beautiful.

3. Képucét qé i pashé dje ishin shitur sot. (The shoes I saw yesterday were sold today—correct transla-
tion)

Students’ translations: Shoes [ saw yeasterday was sold. Shoes I see yesterday were selled today. Shoe
I saw were sold today.

These are only some of the sentences which were translated incorrectly in regard
to the definite article.

The transfer is negative in the cases where the structures are different from learn-
ers’ mother tongue and second language, as is the case with the definite article.
The transfer taking place was positive with the indefinite article, which is the
same in Albanian, Macedonian and English, with only a slight difference.

As far as the adjectives are concerned, there was negative transfer taking place.
Sixteen students, or 32% of the involved participants in the study, had translated
the sentences in English using the Albanian language word order, whereas the
other 34 had the correct word order.

As far as the sentences from Macedonian to English are concerned, there was no
negative transfer taking place, due to the same word order in Macedonian and in
English.

Some examples of the sentences translated using the Albanian word order.

Ex.

1. She is girl nice.

2. My neighbour woman old.
3. She made food delicious.
4

. It was a dress wonderful.
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Conclusion

The main aim of this study was to analyze the role of bilingualism in the acquisi-
tion of English as a third language. In our study we used articles, both definite and
indefinite, and the positive form of adjectives to analyze whether the acquisition
of English as a third language was affected by Albanian (L1) and Macedonian (L2).

In this study we defined and described second language acquisition and third lan-
guage acquisition, and we concluded that based on the opinions of scholars, both
involve complex processes, although third language acquisition is more complex
because the learner already has two languages at their disposal. Language transfer
was also defined and explained, as it is important for this study, and because this
study was also concerned with the transfer taking place.

Bilingualism and bilinguals were described from scholars’ point of view, and all of
them agreed that bilingualism deals with learning an additional language besides
the learners’ mother tongue. This too involves different processes and is affected
by different factors, such as: age of acquisition, circumstances under which the
language is learned, and chronological order of languages learned.

There are many advantages of being bilingual, such as being able to communicate
to people from another language background, learning the culture of the second
language, having access to materials in other languages, enriching vocabulary, and
having two languages at one’s disposal. Being bilingual helps learners acquire
other languages more easily, it raises their interest in other languages, and it helps
their cognitive abilities.

The conclusions drawn from the analysis of the translated sentences and answers
to the open-ended questionnaire are the following:

Being bilingual helps students acquire and understand the English language struc-
tures, because students have two languages at their disposal to compare to the
new structure. In the case of the articles and adjectives, the indefinite article
was easier to acquire and understand because it is similar in both Albanian and
Macedonian and English, the target language. The definite article is different, and
therefore caused some difficulty for some of the students. The adjectives were
acquired by the students, with some exceptions due to the different word order in
Albanian. In Macedonian, students did not have any difficulties, because the word
order is the same.

Learners of English as a foreign language use the other languages at their disposal
(Albanian and Macedonian in our case) in order to relate and compare gram-
matical lessons introduced in the classroom. However, it must be mentioned that
the learners related the structures to Macedonian because they were required
to translate sentences from Macedonian into English. In this case they related
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to Macedonian, because they were asked to do so. If it were to happen spon-
taneously, we assume that we would have different results. However, although
the learners were led into relating Macedonian to the English structures, the ma-
jority of the involved students did it, which means the students have mastered
the Macedonian language and notice structures which are similar and different.
During classes, teachers often explain the structures in English and relate them to
Albanian, Macedonian, and Turkish (to relate to the mother tongue of all students
present in the classroom) to facilitate the understanding of what is being taught.
This could have helped the learners during the translation of the sentences.

Relating to one’s first and second language while acquiring English structures has
several benefits, like: communication, acquiring a third language more easily, com-
paring the languages and the positive transfer with identical or similar structures.
However, there are disadvantages as is the negative transfer, when the structures
are different in all the languages the learner has mastery of. To sum it up, the
results are slightly surprising. I expected that students related to their second
language more often than the results showed. The first language is what they
mostly compare to English.

Limitations and Recommendations for further research

The limitations of this study

A larger sample of students involved in the study should have been used so that
the results obtained would have been more reliable. Students who are more profi-
cient in English (such as those at an advanced level) should have been part of this
study. They have a better mastery of English and thus the results would have been
slightly different. There were time constraints. If we had had more time at our
disposal, we would have carried out a more in-depth study and analysis. There are
limitations to the translation method employed in our case. The students were re-
lating English structures to Albanian and Macedonian; they were focused on these
two languages. They were looking for similarities and differences. The focus is on
writing and speaking. These are only some disadvantages of using the transla-
tion method. Transfer could be noted even better when it happens unconsciously,
when the students would rely on their mother tongue, Albanian, and the second
language Macedonian, without being biased towards that.

Recommendations for further research

Involve a higher sample of participants. Students with more than one second lan-
guage would have contributed to the study. Students with a higher mastery of
English should be involved in a future study for more reliable results. Another
method should be used to trigger unconscious reliance to first or second language,
and thus reveal the positive or negative transfer taking place.
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Jazyk védy ve vyuce némciny ve spoleCcném zakladu
u humanitnich oboru

Hedvika Blahnikova

Abstrakt: Schopnost priméfené komunikovat na akademické tirovni v cizim jazyce patii mezi
kli¢ové dovednost absolventii VS pii hledani uplatnéni v odborné a profesni oblasti. P¥ispévek
se zabyva védeckou komunikaci v némeckém jazyce védy z hlediska vyuky studujicich huma-
nitnich obort ve smiSenych skupinach na trovni B2+/C1 dle SERR. Vymezuje pojem jazyka
védy a jeho vyuziti, zohlediiuje potieby a dovednosti studujicich v bakalaiském a magister-
ském studiu na modelu blended learningového kurzu pro pisemny i Ustni projev v jazyce védy,
pri¢emz vychazi z mnohaletych zkuSenosti ziskanych v jazykové vyuce v Jazykovém centru FF
UK.

Klicova slova: vysoka $kola, humanitni obor, spole¢ny zadklad, védecka komunikace, vyuka
némeckého jazyka, jazyk védy

Uvod

Odborny jazyk, odborny styl, akademické vyjadrovani, akademické dovednosti, ja-
zyk pro urcity obor, jazyk pro akademické a odborné ucely, language for special
purposes, védecké vyjadiovani, komunikace ve védé - tyto vyrazy se v Ceské re-
publice Casto pouzivaji pro vyuku cizich jazykd ve spole¢ném zakladu na vyso-
kych Skolach pro jednotlivé obory. Oznacovani tohoto typu vyuky je tedy znacné
rozkolisané a nesjednocené, pticemZ rovnéZ neni zcela patrné, co presné je obsa-
hem této vyuky - zda gramatické jevy, typické pro odborné-védecky text, slovni
zasoba daného oboru, Cetba textli z daného oboru a Ustni prezentace ¢asti oboru,
kterd studujiciho zajima ¢i kterou preferuje, nebo nacvik jednotlivych textovych
typl. Z tohoto diivodu je nutno nejprve vymezit pojmy, které se pouzivaji v tomto
piispévku.

1 Cizi jazyk na vysokosSkolské urovni a jeho variace

Termin akademicky a odborny jazyk zahrnuje ovladani jazyka, které je typické
pro studium na vysoké Skole a situace v pribéhu studia a které je z vétsi casti
receptivni: porozuméni odbornému textu, dovednost vyhledavani informaci v tex-
tech, jejich tridéni a zapis pro vlastni potfebu, sefazeni faktti a myslenek logickym,
strukturovanym zptlisobem, posuzovani relevance textl pro vlastni studium, citace
a parafraze textli, schopnost argumentace a vyjadieni vlastniho nazoru apod. Tato
uroven predpoklada rovnéz osvojeni si gramatickych jevi typickych pro odborny
text daného oboru, bez této dovednosti je ovladani jazyka na této drovni silné
ztiZené aZ nemoZzZné.
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Dalsi drovni ovladani jazyka je pak tvorba vlastnich kvalifikac¢nich a zavérecnych
praci, od prace seminarni ptres prace magisterské az po disertace a schopnost pre-
zentace vlastnich vyzkumnych vysledkd, napt. na konferencich. Na této Urovni jiz
doslo k osvojeni gramatickych jevi a receptivnich dovednosti a rozvijeny musi byt
produktivni dovednosti. BéZné pro tuto droven vyzkumné a kvalifika¢ni prace je
pak zna¢né mnoZstvi zaZitych forem vyjadfovani a obsahla slovni zdsoba daného
oboru.

Toto zminované ovladani jazyka je v némecky mluvicich zemich oznacovano po-
jmem allgemeine Wissenschaftssprache (Ehlich, 1994), tedy obecny jazyk védy c¢i
obecny jazyk védecky. Zatimco pod pojmem jazyk védy se v ¢eStiné oznacuje jazyk,
ktery se pouziva ve védecké obci pro védeckou komunikaci celosvétové - drive
tuto funkci plnila latina, v moderni dobé anglictina -, oznacuje pojem obecny jazyk
védy popisny aparat ustalenych vazeb idiomatického charakteru, ktery se pouziva
k vyjadreni jednotlivych akademickych a badatelskych aktivit bez ohledu na obor.
Hlavni obdobi vyzkumnych aktivit v této oblasti probihalo v némecky mluvicich
zemich koncem 90. let a pocatkem nového tisicileti, kolem roku 2010 se pak ob-
jevuji prvni ucebnice zaloZené na tomto novém pristupu.

Predmétem tohoto prispévku je nastin vyuky zaloZzené na modelu osvojovani
si obecného jazyka védy k vyjadieni badatelskych aktivit na urovni studujicich
v magisterském studiu a v poslednim ro¢niku bakalarského studia, ptipadné i dok-
torandu.

2 Jazyk védy na arovni studujiciho
2.1 Potreby studujicich v akademicko-védecké komunikaci

Obecny jazyk védy zahrnuje tedy celou skalu ustalenych vazeb, které se pouzivaji
k popisu specifickych aktivit v rdmci dané komunikac¢ni situace; predtim, neZ se
mulzeme témto vazbam a jejich vyuce vénovat, je nejprve nutno provést analyzu
potieb studujiciho.

Jaké potteby studujici v magisterském studiu tedy m4, s jakymi typy textd se
setkava, které typy textd by mél sim umét produkovat? Obvykle se jedna o krat-
81 pisemné prace typu semindrni prace, prispévek do odborného Casopisu ¢i na
(studentskou) konferenci, komunikaci mailem s vyucujicimi ¢i jinymi osobami
z akademického prostiedi, dale zavérecné prace a ustni prezentace na konferenci.
K témto potiebam pak patri formulace abstraktu, klicovych slov, shrnuti a samo-
ziejmé samotné pisemné prace ¢i prezentace na konferen¢ni urovni. K formulo-
vani téchto typl texti je tieba si osvojit feCovy material, tedy rozlisit jednotlivé
ustalené vazby podle komunikativniho zdméru, pricemz je Zadouci, aby studuji-
ci byl samostatné schopen tohoto vyhledavani a rozliSovani vazeb jakoz i jejich
tiidéni a vybéru pro vlastni potiebu, nebot z hlediska casové dotace ve vyuce
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neni moZné tyto vazby studujicim zprostredkovat v takovém rozsahu, aby zcela
pokryly veskeré mozné budouci potieby, naopak je vhodné zprostredkovat nejen
povédomi o jejich existenci a prehledy nékterych z nich, ale hlavné dovednost
jejich samostatného vyhledavani a uzivani.

2.2 Specifika vyuky ve spole¢ném zakladu na FF UK

Vyuka jazyki v Jazykovém centru FF UK probiha ve spole¢ném zakladu v libo-
volné smiSenych skupinach studujicich vSech obord, ktefi maji zdjem o jazykovou
pripravu, pricemz mohou volit mezi pripravnymi kurzy na urovni B1+ az B2 podle
SERR vedoucimi ke zkouSce a specializovanymi kurzy pro studujici s jiz sloze-
nou zkouskou nebo v posledni fazi pripravy na zkousku. Vyhodou tohoto systému
u specializovanych kurzi je jiZ pomérné vysoka troven némeckého jazyka u frek-
ventantl téchto kurzi.

Vyuka ve smiSenych skupinach se Casto jevi z hlediska pojeti jako problematicka
- soustiedit se na obecné nebo odborné texty, na ktery obor se zamérit, s jakymi
texty pracovat - to jsou otazky, které si kazdy vyucujici musi pied koncipovanim
své vyuky polozit. Nicméné z hlediska obecného jazyka védy je tato vyuka vnima-
na jako obohaceni a nikoli problém: Obecny jazyk védy je spoleénym jmenovate-
lem vSech obort, jeho ustalené vazby lze vyuZit v jakémkoli oboru a rovnéz nalézt
v pisemnych pracich vSech obori, coz usnadiuje jeho pochopeni ze strany studu-
jicich a nasledné vyuziti ve vlastni produkci. Nehraje tedy dtleZitou roli, z kterého
oboru (i kdyz neni ani v kurzu zastoupen) jsou texty pouzivany, zasadni je volba
takovych textd, v kterych se potiebné vazby v hojné mire vyskytuji (tudiZ mohou
byt vyhledavany a pozorovany v kontextu) a které pochazeji z takovych obor,
které jsou pochopitelné a srozumitelné pro vSechny tcastniky. Na strané druhé
ovSem je nezbytné, aby dané texty pochazely z humanitnich obort studovanych
na FF UK, texty z obort technickych, ekonomickych, prirodovédnych atd. 1ze pouze
se znacnymi vyhradami pouzit, jednak pro nezdjem studujicich a jednak pro piilis
specifickou slovni zasobu. Z tohoto diivodu se rovnéz jevi jako nevhodné ucebnice
dostupné na trhu, které se zasadné snazi obsahnout obecné studium jako takové
a obsahuji pravé texty prevazné z obori pro studujici FF nezajimavé. Prikladem
takovychto ucebnic mize byt Graefen G. / Moll, M: Wissenschaftssprache Deutsch:
lesen - verstehen - schreiben. Ein Lehr- und Arbeitsbuch. Frankfurt/M., 2011 ne-
bo fada Campus, Hueber-Verlag. Jakkoli didakticky pfinosné, pouZiti téchto mate-
riald na Filozofické fakulté je prinejmensim sporné.

3 Koncepce a model vyuKy jazyka védy pro humanitni obory

Mezi jiz zminéné specializované kurzy s ndzvem Formy odborné jazykové komu-
nikace (FOJK) spada i kurz Schreiben und Sprechen in der Wissenschaftssprache,
jehoz obsahem je zprostredkovani obecného jazyka védy studujicim nejriiznéjsich
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humanitnich obori a jehoz formou je kombinace prezenc¢ni vyuky v rozsahu 2 ho-
din tydné a kurz na e-learningové platformé Moodle v tydennim uspotradani, ktery
sleduje prezencni vyuku, informuje o déni v kurzu, obsahuje soupisy ustalenych
vazeb dle komunikativniho zdméru a zprostfedkovava odkazy na zdroje.

Zasadni v koncepci kurzu je zprostfedkovavani vazeb v kontextu autentickych ori-
ginalnich textd pisemnych i Ustnich, volné pristupnych na internetu, na vysoko-
Skolské akademické drovni; jako vhodné se jevi v pripadé pisemnych textid elek-
tronické zdroje v knihovnich systémech némeckych a rakouskych univerzit, kde
jsou publikovany zavérecné prace z mnoha obord a let. V piipadé textl ustnich
pak prednasky ¢i diskuze pristupné na internetovych strankach vzdélavaciho te-
levizniho programu ARD-Alpha.

Metoda sleduje vystavbu a jednotlivé kroky pri produkci téchto (pfevazné) magis-
terskych praci, pricemz jsou postupné probirany texty s naslednou ptikladovou
identifikaci ustalenych vazeb obecného jazyka védy, vypracovavany soupisy téchto
vazeb a jiz v samostatné praci jako domdci kol zadavany texty dalsi, z jinych pra-
ci, k doplnéni soupisti a zaloZeni soupist vlastnich podle individudlnich ukazateli
studujiciho. Jednotlivé kroky pii produkci pisemnych praci, které jsou specificky
v kurzu probirany, jsou:

Uvod, vyjasnéni cili prace

Popis struktury prace, logicky sled informaci
Popis obsahu prace

Prehled soucasného stavu védéni

Popis dosud publikovanych praci v oboru
Vyzkumné otazky, cile, zamér vyzkumu
Hypotézy

Definice pojmd, priklady

O 0 N oUW e

Shrnuti poznatk, zavér prace

Jako ptiklad soupisi ustdlenych vazeb poslouzi nasledujici dvé tabulky, kdy v prv-
ni tabulce je zachyceno pouze nékolik malo vazeb jiZ v ivodu jedné posuzované
prace, zatimco druha je doplnéna o vazby z dal$ich praci:

Po zvladnuti techniky identifikace, sbirani a tfidéni vazeb je dalSim krokem je-
jich samostatné pouzivani pii tvorbé vlastnich textli dle zadanych tkolli, napo-
véd ¢i myslenek. Vhodnou ptedlohou se ukazala napt. diplomova prace Gastinger,
Verena-Maria (2011) Der tschechische Mdrchenfilm und ,Drei Haselniisse fiir As-
chenbrodel”, Universitat Wien (http://othes.univie.ac.at/14059/), v které se autor-
ka zabyva tématem znamé ceské pohadky Tri oriSky pro Popelku a jejim ztvarnénim
ve filmu, priCemz jiz samotny abstrakt pripomina seminarni praci v minimalizova-
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Tab. 1: Prvni soupis ustdlenych vazeb, téma hypotézy

Hypothesen

von einer Hypothese ausgehen

Eine (Die) Hypothese aufstellen
Uberprifen
bestatigen
widerlegen

Meine Arbeitshypothese  lautet...

Die Studie stellt folgende Hypothese auf...

Tab. 2: Doplnény soupis ustdlenych vazeb, téma hypotézy

Hypothesen

von einer Hypothese ausgehen

Eine (Die) Hypothese aufstellen
Uberprifen
bestatigen
widerlegen

Meine Arbeitshypothese lautet...

Die Studie stellt folgende Hypothese auf...

Die urspriingliche Hypothese  findet (demnach) ihre Bestatigung.

Die Frage, inwieweit... konnte nicht beantwortet werden.
konnte nicht (ausreichend) eruiert werden.
Uberschneidet sich  mit...

Folgende Fragen bleiben als Forschungsdesiderate Ubrig...

né podobé. Ukolem je napsat vlastni abstrakt prace podle napovédy, pri¢emz po
odevzdani je mozno si zkontrolovat originalni verzi na internetu. Vyhodou prace
s originalnimi zavére¢nymi pracemi je rovnéz jejich rozmanitost zpracovani vcetné
chyb, které frekventanti kurzu mohou objevit, komentovat a opravovat, ptipadné
i kontrastovat s pozadavky kladenymi na jejich metodologii v oboru.

Po textech pisemnych se kurz zabyva rovnéz textem ustnim, ve smyslu nacvi-
ku prezentace prispévku na konferenci. V této Casti se opét vénuje jednotlivym
¢astem prezentace, priCemz se ukazuje, Ze nabyté znalosti z praci pisemnych lze
vyuzit i v dstnim projevu. Jednotlivymi tématy jsou:

Pozdrav a osloveni ucastniki konference

Uvod a predstaveni svého tématu

Popis struktury svého prispévku, jeho ¢lenéni

Prechody k dalsi ¢asti prispévku
Zavér, rozlouceni se s posluchaci

o vk W

Zahajeni diskuze
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Tato témata se rovnéZ probiraji na autentickych textech, v soucasnosti je zdrojem
Akademientag 2015 der Berlin-Brandenburgischen Akademie der Wissenschaften,
téma Alte Welt heute, kde je mozno shlédnout nékolik prednasek vcetné panelové
diskuze. Pro uspésné absolvovani kurzu je nutno vypracovat pak vlastni prezen-
taci bud’ na téma libovolné zavérecné prace z internetu ¢i na téma vlastni prace,
minimalné seminarni.

Zavérem uvadim nékteré nazory samotnych absolventd k pfinosu kurzu, které
anonymné zaznély v evaluacich:

,Diky tomuto predmétu jsem se naucil Fadu frdzi a obrati, jeZ se mi v budoucnu budou urcité hodit. Dostal
Jjsem také prileZitost prezentovat svobodné zvolené téma pred ostatnimi kolegy a procvicit si tak tyto frdze
v praxi.”

,Béhem nékolika mdlo hodin se mi otevrel vhled do svéta akademické némciny natolik, Ze jsem byla schopnd
napsat motivacni dopisy a absolvovat pohovory v némciné a diky tomu dostala moznost studovat v Némec-
ku se stipendijni podporou, za coZ jsem velmi vdécnd.”

,Osobné tento kurz doporucuji jako pripravu k ustni Cdsti zkousky, ale predevsim tém, kteri se hodlaji
tcastnit konferenci vedenych v némciné. Odnesete si totiZz hromadu uZite¢nych frazi a doporuceni.”

,Libi se mi diiraz na obé r'ecové dovednosti a pomérné ndrocny zdvérecny tikol, ktery uz vyZaduje intenziv-
néjsi pripravu a prdci.”

,Sehr witzig und als Nebeneffekt kann man sein Deutsch nicht wenig verbessern.” (Velmi vtipné a jako
vedlejsi ucinek si miZete nemdlo zlepsit svou némcinu.)

Zavér

Obecny jazyk védy v némeckém pojeti a jeho zavedeni do vyuky ve spolecném
zakladu, které je soucasti nabidky kurzi na FF UK jiz po dobu osmi let, je v sou-
Casné dobé globalni mobility studujicich v rdmci mezinarodnich programi jisté
zadouci i na ostatnich pracovistich a v jinych jazycich. Jazykova vybavenost na
akademicko-védecké trovni, schopnost samostatné studijni a badatelské cinnosti
v cizim jazyce jsou zakladem kariéry a tspé&snosti budoucich generaci v Ceské
republice. Metoda, ktera je pouZzivana v kurzu Schreiben und Sprechen in der
Wissenschaftssprache, se jevi jako pfinosna a dspésnd, jak vyplyva z hodnoceni
samotnych studujicich.
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Prrevracena tiida: zptisob efektivniho vyuziti casu
ve vyuce ciziho jazyka

Marie Cervenkova

Uvod
V soucasné dobé se znalost alesponl jednoho ciziho jazyka stala téméf normou.
Diskutovanou zlistava otazka: Jak se co nejefektivnéji jazyk naucit? Z pohledu nas,

vyucujicich, bude znit: Jaké pedagogické metody pouzit, aby studenti tohoto cile
dosahli?

V ptispévku se zaméfime na jeden z mnoha existujicich pedagogickych p¥istupii?,
totiZ na tzv. pfevracenou tridu.

V prvni ¢asti uvedeme zakladni informace o vzniku a vyvoji tohoto pedagogického
pristupu, druha ¢ast shrne, na jakych teoretickych zakladech stoji, proc je vyuzivan
a jak funguje, a treti ¢ast bude vénovana vyuziti jeho prvka ve vyuce odborné
ekonomické francouzstiny na Ekonomicko-spravni fakulté Masarykovy univerzity
v Brné.

1 Vznik konceptu pirevracené tridy

0d zacatku 90. let 20. stol. zavadi harvardsky profesor ptirodnich véd Eric Ma-
zur (*1954, Amsterdam) do svych kurzl vyukové principy, které lze povaZovat
za predchiidce zakladnich principli prevracené tridy. Snazi se totiz aktivizovat
studenta a rozviji metodiku vyucovani v parech, coz mimo jiné prinasi zvyseni
motivace a zajmu o uceni. Nutné se také méni uloha vyucujiciho, pricemz je akcen-
tovan charakter doprovazeni. Na toto téma E. Mazur publikuje v roce 1997 knihu
s nazvem Peer Instruction: A User’s Manual (Mazur, 1997).

V roce 2007 Jonathan Bergmann a Aaron Sams, profesoii chemie na Woodland
Park High School v Coloradu, pripravuji prvni nahravky svych kurzl a davaji je
k dispozici svym studentim on-line. Divodem k tomuto pocinu byla snaha po-
moci tém studentlim, ktefi ¢asto kviili velké vzdalenosti svého bydlisté od Skoly
ve vyucovani chybéli. Cilova skupina se vSak necekané rozrostla, nebot’ nahravky
vzbudily velky zajem i u ostatnich studentl a diky on-line prostfedi se koncept
rozsitil i do dalsich zemi. Mnozi vyucujici dnes s timto inovativnim pfistupem
experimentuji a zavadi jej do vyuky. Vznikla také rada organizaci sdruzujicich

1 Vyukové metody se Casto prekryvaji s jinymi kategoriemi, a to s organiza¢nimi formami a didakticky-
mi prostiedky. V tomto textu budeme prevracenou tfidu povazovat za vyukovy pristup, resp. vyukovou
metodu.
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zainteresované ucitele, ktefi tak mohou sdilet vytvotrené elektronické materiélyz,
nebo internetovych for a blogi slouzicich k vyméné zkuSenosti.

Mezi dalsi tviirce myslenky prevracené tridy milizeme pocitat i Salmana Khana
(*1976), Americ¢ana indického plvodu, ktery na zakladé doucovacich kurzi ma-
tematiky, které poskytoval své sestfenici prostiednictvim propojenych pocitaci
a grafickych tabletti, vytvoril v roce 2006 platformu Khan Academy ¢itajici v sou-
Casné dobé vice nez 6000 vyukovych videi v anglictiné. Plivodné byla Khan Acade-
my zaméfena na matematiku, ale postupné se rozrostla i na dalsi predméty. Khan
Academy také nabizi na webu procvicovaci systém, ktery generuje studentlim pii-
klady na zakladé jejich drovné a vykonu. Od roku 2003 existuje také ceska lo-
kalizace projektu Khan Academy (https://khanovaskola.cz/) a k srpnu 2016 bylo
pireloZeno 2 800 videi® (¢eské titulky nebo dabing).

Jak je z tohoto kratkého prehledu zrejmé, koncept byl ptivodné zaméren na pri-
rodni védy: matematiku, fyziku, chemii, biologii. Obsah se vSak postupné rozsiruje
i na dal$i predméty: ekonomii, historii, déjepis, informatiku, cizi jazyky a dalsi.

2 Charakteristika konceptu prevracené tiidy

Z existujicich definic pirevracené tridy lze vyvodit, Ze svym zplsobem neni ni¢im
pfevratné novym, ale inovativnim zplsobem vyuzivd a kombinuje davno znamé
a provéiené principy*.

Zatimco tradi¢ni vyuka spociva ve vysvétleni latky v hodiné ucitelem a nasledném
procvicovani a vypracovani domdacich ukolli, v metodé prevracené tridy (flipped
classroom v anglictiné, Offener Unterricht v némcing, classe inversée ve francouzsti-
né) studenti teorii nebo podklady pro dalsi vyucovani nastuduji doma a ve tridé
se pak vénuji za pomoci ucitele tém oblastem, kterym dobie nerozuméli, nebo lat-
ku procvicuji. Vyklad ucitele je ¢asto nahrazen online vyukovym videem, ptic¢emz
studenti po jeho shlédnuti mohou svoje dotazy vloZit jako komentat k videu nebo
do prostredi socialni sité, které sdileji s vyucujicim. Redukce, popt. iplné presu-
nuti vykladu vyucujiciho z hodiny pred hodinu umoznuje nabidnout studentiim
vice Casu k procviCeni za pritomnosti ucitele a vedou je k vétsi samostatnosti
a zodpovédnosti za své vzdélavani. Ve vyucovani je pak vice prostoru pro interakci

2 Napriklad Flipped Learning Network, kde v roce 2012 shromazdilo 450 americkych uciteld informace
popisujici zkuSenosti s metodou prevracené tiidy, nebo Inversons la classe ve Francii.

3 https://khanovaskola.cz/, cit. 19/08/2016.
4 Mimo jiné principy skupinového, projektového a kolaborativniho ueni nebo feeni problémii. Podle

Marcela Lebruna sdruzuje nékolik prvki: pristup zaméreny na dovednosti, aktivizacni metody a numeric-
ké nastroje.
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mezi ucitelem a studenty a mezi studenty samotnymi a hodina miZe byt Zivéjsi
s individualng&j$im piistupem.®

Zjednodusené bychom mohli pievracenou tridu porovnat s tou tradi¢ni nasleduji-
cim zplisobem (tab. 1).

Tab. 1: Zjednodusené srovnadni tradicni a prevrdcené vyuky

Tradi¢ni vyucovani Pfevracena tfida

Ucitel vysvétli novou latku 1. Ucitel vytvori vyukové video nebo zada jiny

. Studenti si délaji poznamky material ke studiu

2. Studenti si zadany material doma nastuduji
. Utitel préci 4ki opravuje a hodnoti 3. Ve tfidé uditel vysvétli problematické jevy
4. Studenti diskutuji, procvicuji samostatné,

1.
2
3. Studenti ucivo procvicuji
4
> v parech nebo ve skupinach

. Studenti doma vypracuji domaci Gkoly

5. Ucitel pomaha studentiim, vede je
a usmérnuje

Podle Flipped Learning Network® je prevracené vyucovani postaveno na Ctytrech
pilitich:

1. Flexible environment - flexibilni prostiedi
Kazdy ucitel si vytvari vlastni postup pouziti této metodiky. Podle potieby

kombinuje rizné vyukové metody a vytvari prostor, aby si studenti mohli vy-
brat, kdy a kde se budou ucit.

2. Learning Culture - zména principu’
Dochazi k odklonu od metod orientovanych na ucitele. V centru stoji zak.

3. Intentional Content - zdmér pedagoga a obsah vzdé&lavani®
Ucitel pribézné vyhodnocuje ucinnost pouzitych vyukovych materiali a za-
byva se tim, které z nich poskytne zZakim k samostatnému studiu tak, aby
maximalizoval jejich porozumeéni a podpofril jejich dovednosti.

4. Professional Educator - profesiondlni ucitel

5 Srov. Dufour, H. a Missildine, K., Fountain, R., Summers, L. & Gosselin, K. (2013).

6 http://flippedlearning.org/definition-of-flipped-learning/

7 Pieklad Borivoje Brdicky na http://spomocnik.rvp.cz/clanek/17725/MA-PREVRACENA-TRIDA-
SMYSL.html. Jan Fojtik uvadi na http://spomocnik.rvp.cz/clanek/20157 /VERSO%E2%80%94AKTIVNI-
PRISTUP-K-UCENLhtml tento pilif s nazvem Kultura (princip) vzdélavani.

8 preklad Jana Fojtika na http://spomocnik.rvp.cz/clanek/20157 /VERSO%E2%80%94AKTIVNI-
PRISTUP-K-UCENILhtml
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Uloha utitele je v pievracené tfidé stale nezastupitelnd. V hodiné sleduje stu-
denty, poskytuje jim zpétnou vazbu a hodnoti jejich praci. Dokaze prijmout
konstruktivni kritiku.

V ¢em spocivaji vyhody tohoto pristupu? Jednou z nejdilezitéjsich je flexibilita. Di-
ky modernim technologiim se studenti mohou pripravovat, kde chtéji a kdy chtéji.
Maji také moznost zastavit se u obtiznéjSich pasazi, popr. si je projit opakované,
a to tfeba i za nékolik mésici jako pripravu na zkousku. Vyukovy material je k dis-
pozici i v pripadé, Ze se lekce nebude konat, napt. z divodu absence vyucujiciho.
Stejné tak jej mohou vyuzit i studenti, ktefi se na vyuku z nejriiznéjsich divodt
nemohli dostavit. V prezenc¢ni vyuce pak, coZ povazujeme za zasadni, zbyva vice
Casu na interakci, jak uZ jsme naznacili vySe. Poznatky ziskané vlastni ¢innosti
(napt. v pripadech, kdy je zadano vyhledani urcitych informaci z internetovych
zdrojd, nebo pri predavani poznatkd pii skupinové praci) byvaji trvaleji osvoje-
né. VSeobecné se da fici, Ze studenti jsou vice angazovani do procesu uceni, jsou
samostatnéjsi a aktivnéjsi.

V nasledujici tabulce shrnujeme nejvyraznéjsi pozitivni prvky prevraceného pri-
stupu vztahujici se jednak k pripravé studentd pied vyucovaci hodinou, jednak
k pribéhu vlastni vyucovaci hodiny.

Tab. 2: Vyhody prevrdcené tridy pri pripravé pred vyucovdnim a béhem ného

PRED hodinou BEHEM hodiny

Flexibilita (¢as, misto) Vice prostoru pro interakci
(vyuujici-student/student—student)

MnoZstvi ¢asu vénovaného pochopeni tématu Vice prostoru pro otazky studentl a jejich

podle individualnich potfeb zodpovézeni

Aktivni ziskavani informaci (vypisky, reserse na Vice prostoru pro vysvétleni nejasnosti

internetu nebo z autentickych dokumenta)

Podpora autonomie Prostor pro skupinovou préci

I tento pedagogicky pristup vSak skryva urcita nebezpeci, jako naptiklad sklon
nékterych studentd k vys$Simu absentérstvi, pokud neni povinna dochazka strikt-
né vymezena sylabem kurzu, problémy technického razu nebo vyssi ¢asovou na-
ro¢nost kladenou na ucitele pti ptipravé vyukovych videi, ale také vétsi casovou
angazovanost studentd pri pripravé na vyuku, nepfritomnost publika, jehoZ reakce
by vyklad vyucujiciho korigovala (rychlost, srozumitelnost, jasnost), pasivita a ne-
moznost interakce béhem sledovani vyukového videa. Souhlasime s Bruno Mar-
chalem (2015), Ze vyucujici by mél také zvazit, zda je vhodné a uzite¢né timto zpt-
sobem vyucovat jakékoliv téma (srov. Mandk, Svec, 2003: 197)°. Christian Puren
(2016) rovnéz upozoriiuje, Ze je treba si uvédomit nebezpeli diskriminace méné

9 Dle Maiiaka a Svece je pro volbu optimalni metody zfejmé urcujici pravé vztah metody a obsahu.
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$ikovnych a méné samostatnych studenti!?. Nékteré studie odhalily nedostatec-
nou pripravenost studentt, ktefi prichazeji do vyuky a s ni pak spojené problémy
v prubéhu vyucovani, napt. nemoznost realizovat nékteré aktivity predpokladajici
urcitou droven znalosti nebo pochopeni problému (Strayer, 2012: 171-193).

3 Prvky prevracené tridy ve vyuce odborné francouzstiny na
ESF MU v Brné

3.1 Vyuka cizich jazyki na ESF

Vzhledem k tomu, Ze Ekonomicko-spravni fakulta ptipravuje budouci ekonomy,
obchodniky, vedouci podniki, statni uredniky, popt. tfedniky Evropské unie, vy-
uce cizich jazyki je vénovana zvySena pozornost. Centrum jazykového vzdélavani
zajiStuje na fakulté vyuku ctyr cizich jazykd na bakalarském stupni studia (ang-
lictina, némcina, francouzstina, Spanélstina) a péti na magisterském stupni (kro-
mé vySe uvedenych je$té rustina).! Vsichni studenti bakalai'ského studia skladaji
zkousku z vybraného ciziho jazyka na drovni C1 a vSichni studenti magisterského
studia zkousku z druhého ciziho jazyka na trovni B2, pricemZ jednim z absolvo-
vanych jazykli musi byt anglictina.

Studenti francouzstiny se v prezen¢nim studiu mohou zapsat do tfi typt kurzi:
pripravny kurz (nepovinny, komercni), kurz jazyka II a kurz jazyka I.

Tab. 3: Kurzy francouzstiny na ESF MU

K Vstupni | Vystupni Délka Frekvence
urz A o ) o . o P
uroven uroven (pocet semestri) (tydné)
Pfipravny kurz A2 B1 2 1 x 90 min
Kurz jazyka Il B1 B2 2 1 x 90 min
Kurz jazyka | B2 C1 4 2 x 90 min/1 x 90 min*

* Béhem prvnich dvou semestrd 2 x 90 min/tyden, béhem poslednich dvou semestr( 1 x 90 min/tyden.

3.2 Profil studenti francouzstiny a obsah vyuky

Studenti kurzi jazyka I jsou ve vétSiné pripadi absolventy ceskych nebo slo-
venskych gymnazii, popt. absolventy bilingvnich francouzsko-¢eskych gymnazii.
V kurzech jazyka II jsou zapsani byvali studenti gymnazif nebo stfednich odbor-
nych skol, mensi ¢ast zastupuji byvali studenti ¢eskych a slovenskych bilingvnich
gymnazii. Pozadované vstupni urovné dosahuje vétSinou zhruba jedna ctvrtina
studentl, coZ znamen3, Ze vétSina studenti musi béhem nékolika malo semestru
pokrocit o vice neZ jednu jazykovou uroven. Skupiny studentii jsou nehomogenni

10 http://www.christianpuren.com/2016/01/31/a-propos-de-la-classe-invers%C3%A9e-dans-I1-
enseignement-secondaire-des-langues/

11 Fakulta nabizi také magisterské francouzsko-ceské studium ve spolupraci s Univerzitou Rennes II.
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co se tyce konkrétniho odborného zaméreni. Najdeme zde studenty financi, podni-
kového hospodarstvi, hospodarské politiky, vefejné ekonomiky a spravy, regional-
niho rozvoje a cestovniho ruchu a dalSich obori. V kurzech se pracuje s ucebnici
Frangais.com (kurz jazyka II) a Affaires a suivre (kurz jazyka I), které jsou vsak
v hojné mite dopliiovany dalSimi materidly. Kurz jazyka II zahrnuje témata sluzeb-
nich pobytl (cestovani, hotely, stravovani), organizace pracovniho casu (agenda,
schiizky, schlize), svéta podnikid (typy, sektory, konkurence, vztahy na pracovis-
ti, typy kancelari apod.), svéta prace (hledani prace, prijimaci pohovor, pracovni
zkuSenosti), kurz jazyka I témata tykajici se podnikl (pravnické formy, zaloZeni
a likvidace, hospodarské vysledky, financovani), prace (hledani prace, vztahy na
pracovisti, dovolend, propousténi), ndkupu/prodeje (objednavky, reklama, platby,
mezinarodni obchod), pojisténi, burzy a cennych papira.

3.3 Prvky pirevracené tiidy ve vyuce francouzstiny na ESF MU

V kurzech odborné francouzstiny na Ekonomicko-spravni fakulté neni metoda pre-
vracené tridy zamérné aplikovana jako celek, ale jsou vyuzity pouze nékteré prv-
Ky, které budou popsany nize. Hlavnim diivodem jejich zavedeni byla nizka ¢asova
dotace v kurzech jazyka II, kterd neodpovidd mnozZstvi uciva (a to nejenom ve
smyslu znalosti, napt. gramatickych nebo lexikalnich, ale také ve smyslu nacviku
jazykovych kompetenci) v kombinaci s ¢asto neodpovidajici vstupni trovni zna-
losti studentl. Nasi snahou bylo vyuzit Cas straveny ve vyuce co nejefektivnéji
predevsim k nacviku mluvnich dovednosti a interakce, nebot ty student sim doma
nenacvici. Pfed seminarem jsou tedy studenti pravidelné zadani o ptripravu na vy-
uku, kterd ma rtizné podoby. Casto se jedna o shlédnuti powerpointové prezentace
vysvétlujici gramatické jevy nebo videa s odbornou tematikou. Nékdy jsou pro
studenty pripraveny autentické texty na urcité téma s relevantni slovni zasobou,
ktera je pak v hodiné vyuzita pri diskusnich cvicenich. Jindy maji studenti cerpat
z vice zdrojl pro ziskani urcitych informaci, se kterymi pak ve vyuce pracuji. Vyso-
koskolsti studenti jsou vétSinou vzhledem ke svému véku, dosavadnim studijnim
zkuSenostem a vyty¢enym ciliim dostatecné motivovani a autonomni, aby zadané
ukoly pred vyukou splnili a do samotné vyuky prichazeli pripraveni.

V nasledujicim textu uvadime konkrétni vyukové aktivity, které byly realizovany
v kurzech jazyka I a Il.

e Gramatika

Pasivum
pred pri
— nastudovat teorii ve formé powerpointové — vyplnit pracovni list se strukturnimi
prezentace cvi¢enimi, zadat o vysvétleni nejasnosti
— vypracovat odpovédnik, ovéfit spravna feSeni | — sepsat historii podniku/komercionalizaci
(moznost vyzkouset si aplikaci gramatického produktu s pomoci zadané baterie sloves,
pravidla) ¢asovych udaju, popt. dalsich elementd
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Podminkova souvéti

pred pri
— nastudovat teorii ve formé powerpointové — vyplnit pracovni list se strukturnimi
prezentace cvi¢enimi, Zadat o vysvétleni nejasnosti
— vypracovat odpovédnik, ovéfit sprdvnd feSeni | — pracovat ve dvojicich na tvorbé hypotéz se
(moZnost vyzkouset si aplikaci gramatického zadanym elementem
pravidla) — pripravit otazky a odpovédi pro interview
mezi feditelem podniku a novinarem tykajici
se prognoz vyvoje podniku zavisejicim na
rtznych faktorech, realizovat interview ve
dvojicich
Porovnavani
pred pfi
— nastudovat teorii ve formé powerpointové — vyplnit pracovni list se strukturnimi
prezentace cvi¢enimi, Zadat o vysvétleni nejasnosti
— vypracovat odpovédnik, ovéfit spravnd feSeni | — pracovat ve skupinach: shrnout zadané
(moZnost vyzkouset si aplikaci gramatického textové informace o urcitém podniku
pravidla) — zapsat si klicové informace, jako napr. pocet
zaméstnancd, ro¢ni obrat, pocet dni
dovolené nebo odpracovanych prescasovych
hodin
— porovnat (Ustné nebo pisemné) kli¢ové
informace
Videa
pred pri
— shlédnout video, délat si poznamky — shrnout obsah videa
— naucit se slovicka z glosare k videu — zodpovédét otazky, splnit ukoly, napf. (1)
video ptijimaciho pohovoru — co ndboréfi na
kandidatovi/kandidatech ocenuji a co naopak
vnimaji negativné, (2) video k riznym typim
pracovist, kancelafi
— ve dvojicich popsat obrazky pracovist,
kancelafi za pouziti nové naucené slovni
zasoby
Argumentace
pred pri

— shlédnout vyukové video12, popt. textovy
studijni material k technice argumentace

— shlédnout studijni material k zadané
tematice (napf. placeni Skolného, zavadéni
kvét pro Zeny ve spravnich radach podnika,
zaméstnanec versus podnikatel, apod.)

— nastudovat slovni zasobu z glosare
k materidlu

shrnout obsah videa

vypracovat cvi¢eni na kohezni prostredky

(v uceleném textu), identifikovat jednotlivé
argumenty

promyslet (individudlné nebo ve skupiné)
argumenty k zadanému tématu

realizovat aktivitu (hrani roli, diskusni cvic¢eni)

12 Ngktera vyukova videa byla vytvofena ve spolupraci s kolegynémi z Université Rennes II. Video na
téma argumentace mimo jiné vysvétluje, jak postupovat pii argumentaci, jak ji strukturovat a jaké kohezni
prostiredky vyuzivat.
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4 Zavér

»Metody jsou prisecikem cill a cest, které k cilim vedou“ (Manak, 2003) a proto
ma stale vyznam se vyukovymi metodami zabyvat. Metoda pievracené tiidy byva
s uspéchem uplatnéna pri vyuce riznych predmétl a jsme presvédceni, Ze ma své
misto i ve vyuce jazykil. Na rozdil od frontalni metody, kdy ucitel béhem vyucovani
predava informace zakim ¢i studentiim a ti pak doma procvicuji, umoznuje totiz
vénovat Cas prezencni vyuky praci s informacemi ziskanymi predem, procvicova-
ni nauceného a zdokonalovani jazykovych dovednosti. Jak jsme jiz predeslali, ve
vyuce pouzivime pouze nékteré prvky uvedené metody, které kombinujeme s ji-
nymi z Siroké skaly vyukovych metod. Domnivime se totiz, Ze vzhledem k obsahu
vyuky, ale také k rtznym individualnim dispozicim studentli a jejich preferova-
nym u¢ebnim styliim, je lepsi metody stiidat. Zpétna vazba student(i!3 ve vétsiné
pripadi ukazuje na kladné hodnoceni zptisobu vyuky a dobré hospodareni s vy-
mezenym ¢asem prezencni vyuky.

Vzhledem k omezenému rozsahu ¢lanku jsme bohuZel nemohli postihnout v§echny
aspekty metody prevracené tridy, ale pouze jsme se pokusili nastinit jeji charak-
teristiku a priblizit ji na nékolika konkrétnich prikladech.
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Rozvoj interkulturni kompetence jako soucast vyuky
ciziho jazyka pro neoborové studenty na VS
se zamérenim na vyuku rustiny

Ladislava Dolanova

Uvod

V rychle se ménicim, multikulturnim svété jsou lidé dennodenné vystaveni prv-
kiim jinych kultur - nejen cizimu jazyku samotnému, ale i dal$im slozkam vzta-
hujicim se k dané kultufe. Pro dosaZeni efektivni komunikace v interkulturnim
prostiedi je proto tieba znat nejen jazyk, ale i kulturni specifika komunikant.
Jazyk je zrcadlem kultury, coz se odrazi nejen v komunikaci verbdlni, ale ve vy-
soké mife i v komunikaci neverbalni, jiZ mnohdy ve vyuce neni vénovana ndlezita
pozornost. Tuto skutecnost by méla reflektovat i vyuka ciziho jazyka na vSech
typech skol, a neomezovat se - jak tomu jesté mnohde donedavna bylo - jen na
memorovani slovicek a gramatickych pravidel. Cilem a prostfedkem vyuky by tak
nemél byt jen samotny cizi jazyk. DlleZita je téZ prace na uvédomeéni si vlastni
kulturni identity, prohloubeni interkulturni senzitivity a s tim souvisejici rozvoj
interkulturni kompetence, jiz naptiklad Priicha chape jako ,zptsobilost jedince
realizovat s osvojenim znalosti o specificnostech narodnich/etnickych kultur a pti-
slusnych dovednosti efektivni komunikaci a spolupraci s prislusniky jinych kultur.
Zakladem interkulturni kompetence je jazykova vybavenost jednotlivce a respek-
tovani kulturnich specifi¢nosti partnert“ (Pricha, 2004, s.46). A pravé naméty,
jak sezndmit studenty s témito kulturnimi specifiky, které se odraZzeji jak v béZné
komunikaci, tak i v komunikaci v akademickém prostredi, a pozdéji v prostredi
vykonavané profese, se budeme zabyvat na nasledujicich strankach.

1 Specifika vyuky jazyka pro neoborové studenty na VS obecné,
a v jazykovém centru FF UK konkrétné

Vyuka ciziho jazyka pro neoborové studenty na vysokych skolach ma sva specifika.
Obvykle mezi né patii nizkd hodinova dotace, pocetné vyukové skupiny, odliSna
vstupni troven ucastnikll kurzu, riiznorodé zaméreni a cile jednotlivych studentd,
potteba komunikace nejen v béZnych situacich, ale i na odborna témata.

V Jazykovém centru FF UK se situace prili$ nelisi od nastinéného schématu. Vzhle-
dem k velké variabilité studovanych obori se v jazykovych kurzech schazeji stu-
denti nejriznéjsiho zaméreni, coz vyrazné ztéZuje moznost prace s Uzce speciali-
zovanymi odbornymi texty (s vyjimkou specializovanych seminaft pro jednotlivé
obory - napt. némcina pro historiky, latina pro romanisty aj.). Zaroven ne vSichni
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studenti prichazeji ze stfedni Skoly s odpovidajici znalosti ciziho jazyka, a proto
pro né byva velmi obtizné dospét za tri semestry vyuky (jednou az dvakrat tyd-
né ve skupiné 20 studentl) na uroven B2. Z tohoto diivodu je program priprav-
nych jazykovych kurzl ke zkouSce B2 velmi nasyceny. Ani v této situaci bychom
vSak my, vyucujici, neméli zapominat, Ze efektivné komunikovat neznamend jen
zvladnout urcité lexikalni penzum a gramaticky aparat konkrétniho jazyka, ale Ze
neméné dilezité je i seznameni se s danou kulturou a mentalitou, jejimi postoji
a systémem hodnot, a to vSe na zakladé uvédomént si vlastnich kulturnich specifik.

2 Rozvoj interkulturni kompetence v jazykové vyuce (se
zamérenim na rustinu)

Prostor pro rozvoj interkulturni kompetence v jazykové vyuce skytaji predevSim
specializované kurzy (v Jazykovém centru nazyvané FOJK - Formy odborné jazy-
kové komunikace). Ty primarné neslouzi k ptipravé na zkousku, ale naopak davaji
studentim mozZnost se dale rozvijet at uz na poli akademického a odborného
jazyka (specializované seminare pro nékteré obory, tzv. soft skills, nacvik psani od-
bornych textli/eseji aj.), ¢i v oblasti interkulturni komunikace. Cilem interkulturné
zaméfenych kurzi je tak zejména rozvoj interkulturni kompetence, a to ve dvou
rovinach. Student se seznamuje jednak se samotnymi specifiky kultury studované-
ho jazyka, jednak s jejich konkrétnimi projevy ve studovaném jazyce, jak v bézné,
tak i v akademické komunikaci. Diky mezindrodnimu slozZeni téchto kurzt (kromé
Ceskych studentd se jich Gcastni i studenti riiznych zahrani¢nich programi) je po-
hled na kulturu studovaného jazyka doplnén o zkusSenosti jinych kultur. Takovéto
multikulturni prostfedi pak samo vybizi k zamysleni nad odliSnostmi ve vnimani
okolniho svéta obecné i svéta studovaného jazyka konkrétné.

Nejinak je tomu i ve vyuce rustiny, v jejimZ ramci je rozvoji interkulturni kom-
petence vénovan kurz FOJK nazvany HemHozo dpyeas Poccusi (Trochu jiné Rusko).
Pravidelné se v ném schazeji studenti z riiznych zemi (Cesko, Slovensko, Rusko,
Polsko, Némecko, Slovinsko, Bulharsko, Belgie, Francie, Velka Britanie) se znalosti
rustiny minimalné na urovni B2. K interakci riznych kultur a dialogu mezi ni-
mi tak dochazi spontanné (byt na zakladé predem pripravenych témat), pricemz
zprostredkujicim jazykem, tzv. lingvou frankou, je v tomto pripadé rustina. Tento
jazyk je pro nékteré zucastnéné jazykem matefskym, pro vétSinu vSak jazykem
cizim.

Vécné okruhy jsou Casto voleny s ohledem na potieby, zaméfeni a preference
Ucastniki kurzu, nicméné dvé zakladni témata tvoii kostru semestralniho progra-
mu a kazdy semestr se v obménéné verzi opakuji. Je to téma:

1. kulturni a jazykovy obraz svéta rustiny v porovnani se svéty dalsich jazykda.
2. problematika neverbalni komunikace a prace s jejimi jednotlivymi slozkami.
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2.1 Kulturni a jazykovy obraz svéta rustiny
2.1.1 Teoreticka a prakticka vychodiska

Kazda spolecnost se diva na jazyk prizmatem své kultury a do jazykové reflexe
promitd své zkuSenosti, znalosti, hodnoty. Ter-Minasovova hovoii o kulturnim ob-
razu svéta (kynomypHas kapmuHa mupa) (Ter-Minasova, 2004, s. 47-54), Maslovova
pouziva termin konceptudlni obraz svéta (konyenmyasivHasi kapmuHa mupa) (Maslo-
va, 2007, s. 29-30). Pro jazykové ztvarnéni tohoto kulturniho/konceptualniho ob-
razu svéta se pak, predevsim diky polskym lingvistiim, vychazejicim z Humbold-
tova terminu sprachliches Weltbild, vzil nazev jazykovy obraz svéta (jazykowy obraz
swiata) (Vaiikova, 1999, s. 218).

Prikladt, jak odlisné jednotlivé kultury interpretuji okolni svét, najdeme mnoho
ve vsech jazykovych rovinach, nejvice vSak v roviné lexikalni. Staci se podivat, jak
se tentyz objekt/tataz skutecnost odrazi ve dvou riiznych jazycich. Tak zatimco
¢eStina ma jedno slovo pro oznaceni prstii na rukou a nohou, angli¢tina ma pro
totéz slova tfi (thumbs - palce na rukou, fingers - ostatni prsty na rukou, toes — prsty
na nohou). Modrd barva v ¢eStiné ma v rustiné dva ekvivalenty: cunuii yeem (tmavé
modrd) a zoay6oti ygem (svétle modrd), coZ se projevuje i v kolokacich zo.1y60e He6o
(modrd obloha), cunee mope (modré more). Zdvist byva v Cestiné jen bledd a vétSinou
ji pouzivame v negativnim vyznamu. V rustiné jsou naproti tomu zdvisti dvé - cer-
nd a bild (uépHas/6eaas 3asucms). Cerna je negativni, bila pozitivni a pouziva se ve
vyznamu: zavidét v dobrém, prat nékomu néco, a zarovent byt motivovan k témuz
vysledku (Ilo3dpasasio ecex cdaswiux u noayyuswiux npasa! bpaso! 3agudyio 6esoii
3asucmvio - Gratuluju vSem, kteri udélali ridi¢dk! Bravo! Zavidim vdm - tj. mdm radost,
ale taky bych ho chtél/a udélat).

Néco, ¢emu vibec nerozumime, ¢esky Spanélskd vesnice, je némecky béhmisches
Dorf (tj. Ceskd vesnice), v rustiné odkazuje k c¢inskému pismu - kumatickas
epamoma (tj. ¢inskd listina) a v anglictiné k fectiné: It is all Greek to me. 1 bez
podrobného etymologického rozboru je jasné, Ze rtzné narody do frazeologizmu
obdobného vyznamu promitaji rozdilné narodni zkuSenosti a stereotypni vnimani
nékterych stranek zivota odlisSnych kultur. A pravé stereotypy a predsudky hraji
v interkulturni komunikaci vyraznou roli, proto je dobré jim vénovat ¢as i v rdmci
vyuky ciziho jazyka.

Narodni mentalita se mnohdy odraZi i v roviné gramatické a vyrazné tak modifiku-
je cely styl komunikace. Tak napt. Rusové, historicky zvykli na poslusnost a plnéni
direktivnich prikazl, se vyhybaji pouzivani kondicionalu i zdvorilostnich otazek
s modalnim slovesem moct a vétSinou je nahrazuji imperativem: Ilepedaiime cov,
noscaayticma!l - MiiZete/nemohl(a) byste mi podat stil, prosim?/Could you pass me
the salt please? Vykri¢nik je pouZivan v rustiné daleko castéji neZ v angliCtiné ¢i
Cestiné (napt. vzdy za oslovenim v dopise - Jopozas Taus! Mild Tdrlo, ...).
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Samostatnou kapitolou je pak syntax odbornych ¢lanki, nebot v rustiné je - jesté
vice nez v ceStiné - kladen dlraz na skromnost, pokoru, snahu nevyc¢nivat nad
ostatnimi. Na rozdil od anglickych odbornych textl zde nejsou vitdny napt. zadné
projevy autorského sebevédomi. Patii sem vylu¢né pouzivani er-formy, autorské-
ho pluralu, ptipadné neosobnich vétnych konstrukci (pasivum, neosobni vyrazy
typu noHsimHo, sicHo, tj. je pochopitelné, jasné/rozumim), k ¢emuz v lexikaln{ rovi-
né pristupuje i vyraz eaw nokopmuliii/nokopHetiwuii cayza (vds pokorny sluZebnik)
pouZzivany jako synonymum pro autora.

2.1.2 Aktivity k tématu Kulturni a jazykovy obraz svéta

Prvni hodina kurzu HemHozo dpyzas Poccus je vénovana tvorbé kulturnich obrazt
Evropy a Ruska. Studenti maji za Ukol napsat pét asociaci, které se jim vybavi
v souvislosti s pojmy a) Rusové a Rusko, b) Cesi a Cesko, c) dalsi evropské kultury (se
zaméfenim na to, odkud pochazeji ticastnici kurzu). Své vlastni asociace pak stu-
denti porovnavaji s asociacemi kolegl (vétSinou v paru Cech-cizinec) a v diskuzi
se pak pokousi najit shody ¢i odliSnosti, zamyslet se, pro¢ dana kultura vyvolava
urcité asociace apod. V ramci nasledné skupinové prace se pak zucastnéni snazi
sva srovnani zobecnit, definovat stereotypy ve vnimani riznych narodi a zamyslet
se (ze synchronniho i diachronniho pohledu) nad diivody vzniku danych stereoty-
pu. Jejich zavéry pak porovnavame s kulturnimi obrazy Evropy, které vytvorili stu-
denti Moskevské statni univerzity (Ter-Minasova, 2004, s. 49-54), s Cvetkovovymi
mapami zaloZenymi na stereotypech a predsudcich (Cvetkov, 2013) a nékterymi
dal$imi kulturnimi/konceptualnimi obrazy Evropy/svéta ze zdroji na internetu
(Feoktistova, 2014) a (Kopceva, 2012). Vysledky byvaji mnohdy ptekvapivé, coz
nas motivovalo k online dotaznikovému miniprizkumu, jehoz vystupy byly pouzi-
ty jako podnét k diskuzi v kurzu a je mozné se s nimi seznamit v priloze k tomuto
¢lanku.

2.2 Neverbalni komunikace

Mezilidskd komunikace ovSem nefunguje jen na urovni slov a vét, ale i v roviné
neverbalni. [ v ni se odrazi zkuSenosti, znalosti, postoje, hodnoty narodnich kultur.
Ackoliv téma neverbdalni komunikace ptirozené prostupuje veSkerou jazykovou vy-
ukou, povazujeme ho za natolik dtilezité, Ze mu v ramci predmétu HemHozo dpyzas
Poccus vénujeme zvlastni pozornost.

2.2.1 Zpusoby neverbalni komunikace

Mezi slozky neverbalni patii prozodické prostredky (melodie, rytmus, tempo feci)
Ci tzv. Fe¢ téla (gesta, mimika, dotyky, postoj, pohyby, vzdalenost béhem komuni-
kace, Uprava zevnéjsku) (Ktivohlavy, 2008, s. 32).
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Prozodickym prostredkiim je vétSinou c¢as vénovan ve vyuce oborovych studentl
v ramci hodin fonetiky/fonologie. Ve vyuce pro neoborové studenty na tuto slozku
jazyka nezbyva priliS ¢asu, presto by se na ni nemélo zcela rezignovat. Rustina se
intona¢né vyrazné odliSuje od cestiny. Tradi¢né se v rustiné vyclenuje sedm typt
intonacnich konstrukci (Bryzgunova, 1977), vyjadfujicich rizné postoje a emoce,
a student by mél alesponi pasivné takto predavané mimojazykové informaci rozu-
meét. Mél by umét rozpoznat, zda se komunikacni partner pta ¢i jen konstatuje,
zda je rozcilen, udiven apod. Nacvik v tomto pripadé muize byt mimovolni (pii
poslechu nahravek, videi) ¢i cileny (nacvik imitaci).

Druhou, je$té vyznamnéji zastoupenou slozkou neverbalni komunikace, je fec téla.
Allan Pease (Pease, 2015) ve svych pfednaskach uvadi, Ze pti osobnim kontaktu
60-80 % komunikace probihd neverbalné, s vyuzitim reci téla (body language).
Hlavni roli zde hraji gesta, nelze vsak zapominat ani na dalsi slozky (mimika,
haptika, kinetika, posturika aj.).

Néktera gesta jsou viceméné univerzalni a pouziva je mnozstvi kultur (napt. smich),
jina jsou shodna pro vice kultur (zavrténi hlavou vyjadfuje ve vétSiné jazyki ne-
souhlas, v nékterych v8ak - napt. v bulharstiné - naopak souhlas), dalsi funguji jen
v jednom kulturnim spolecenstvi (napt. gesto vztahujici se ke konzumaci alkoholu,
pouZzivané na uzemi byvalého Sovétského svazu).

Neverbalni slozka komunikace miize konkrétni sdéleni dopliovat ¢i modifikovat.
Pro uspésnost komunikace je dulezité, aby komunikanti uméli pochopit vyznam
neverbalniho projevu, adekvatné na néj reagovat a sami neverbalni prvky odpovi-
dajicim zptGsobem pouzivat.

2.2.2 Prace s neverbalni slozkou komunikace ve vyuce ciziho jazyka

Pro seznameni studentl s gesty a mimikou mizZeme pouzit obrazky i praktickou
demonstraci. Vhodné jsou napftiklad obrazky z publikaci popisujicich ruska gesta
(Grigor’jeva, Grigor’jev, Krejdlin, 2001) ¢i ze zdroji bézné dostupnych na inter-
netu. Neverbalni slozka je zde rozvijena spolu se slozkou verbalni (aby student
popisu gesta rozumél a nasledné ho umél sdm popsat, musi mit odpovidajici slovni
zasobu). Metod, jak s materidlem pracovat, je fada. Kromé frontalni vyuky, slouZici
k demonstraci a vysvétleni gest, je mozné zaradit i praci ve dvojicich/skupinach
s vyuzitim ukolovych karet a pantomimy (na karté je popis/vyznam gesta, ktery
jeden student predvede, druhy student pak gesto popiSe ¢i uhodne jeho vyznam).
Takovym zplsobem se daji tvorit i minidialogy (napf. seznameni, nabidnuti po-
hosténi, spor aj.).

Obdobné je mozné pracovat s ukazkami z filmt (Sosnowski, Tulska-Budziak, 2014,
s. 8-15) nebo z politickych vystoupeni. Kratky uryvek obsahujici gesta studenti
shlédnou bez zvuku, nasledné jej sami zkusi ozvucit, poté se podivaji na zminény
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uryvek se zvukem - nasledovat mize diskuze o pouzitych gestech, dotecich, mi-
mice, postojich. V multikulturni skupiné je dobré v ramci domaci ptipravy zadat
studentiim zamysleni nad specifickymi narodnimi gesty, s nimiz pak na hodiné pri
probirdni daného tématu sezndmi své kolegy.

V rdmci rozvoje interkulturni kompetence student nejen pozna zakladni specifika
neverbalni komunikace, ale rozviji i znalosti jazykové. Nau¢i se napt. nazvy téla,
které se nejcastéji ucastni neverbalni komunikace, a soucasné si obohati slovni
zasobu o tadu slovnich spojeni (zavrtét/pokyvat hlavou, bouchnout pésti do stolu,
mrknout na nékoho, dupnout si, poklepat si na celo aj.), které jsou verbalnim popisem
mimiky i gest a lze jimi v textu vyjadrit nejriznéjsi postoje a emoce.

2.3 Dalsi témata vhodna k rozvoji interkulturni kompetence

Dalsi témata vychazeji z aktivit zminénych vyse a fidi se potfebami, zamérenim ¢i
pranimi studentd. Cilem je seznamit studenty s odliSnymi vzorci chovani, jinymi
zvyky ¢i tradicemi, které je mohou prekvapit pri komunikaci s Rusy jak v ruském,
tak i v domacim/cizim prostredi. Volena témata mohou byt definovana situac-
né (komunikacni specifika pii sezndmeni, louceni, korespondenci), ¢i prostiedim
(napt. vysokoskolskym, pracovnim, rodinnym).

Zavér

V predlozeném prispévku jsme se snazili ukazat, jak je dilezité ve vyuce cizich
jazykl vyucovat nejen jazyk samotny, ale téZ vénovat pozornost specifikim kultur
studovanych jazykd, jejich tradicim, postojim, hodnotam, projevujicim se v odlis-
nych vzorcich chovani. Pokusili jsme se nastinit, jaka témata a aktivity je mozné
zapojit do vyuky tak, aby dochazelo nejen k rozvoji jazykovych znalosti a fe¢ovych
dovednosti, ale téZ k rozvoji interkulturni kompetence, bez niZ ¢asto komunikace
v cizim jazyce ztraci na efektivité. Uvedli jsme priklady, jak odliSné interpretuji
rizné kultury okolni svét a vytvareji tak kulturni obraz svéta, odrazejici se v ja-
zykovém ztvarnéni, tedy v jazykovém obrazu svéta, a to nejen v roviné lexikalni,
ale i v roviné gramatické. Popsali jsme, jak lze na zakladé asociativniho experi-
mentu vytvaret vlastni kulturni obrazy svéta, vypovidajici mnohé o stereotypnim
vnimani jednotlivych kultur piislusniky jinych kultur, a navrhli, jak ziskané tdaje
vyuzit ve vyuce a jak je nasledné rozvinout do dalSich témat. V neposledni radé
jsme pak zdraznili, Ze ddlezitym komponentem komunikace je ¢asto opomijena
slozka neverbdlni, a pokusili jsme se piedloZit nékolik tipd, jak s touto sloZzkou
(zejména s jednou z jejich ¢asti - gesty) na hodiné pracovat tak, abychom roz-
vijeli jak jazykové, tak nejazykové znalosti a dovednosti studentd. Nastinili jsme
tak nékolik moZnosti, jak ve vyuce pracovat na rozvoji interkulturni kompetence.
Téchto moznosti je vSak daleko vice. VSechny by mély smérovat k tomu, aby stu-
dent ziskal povédomi o odliSném vnimani okolniho svéta kulturou studovaného
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jazyka. Mél by si uvédomit, jak jeho vlastni, narodni kultura reflektuje okolni svét
a jak stereotypy ovliviiuji vnimani cizich kultur a pristup k nim. Predpokladem
pro fungovani v dnesnim multikulturnim svété sice je znalost cizich jazykd, ale
bez ptijeti a pochopeni specifik odliSnych kultur, bez tolerance a otevienosti bude
dochazet nikoliv k jejich dialogu, ale k jejich konfliktu.
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Priloha
Dotaznikovy pruzkum - Kulturni a jazykovy obraz ¢eského a ruského svéta

Priizkum byl provadén on-line (Google formuladi) dotazovanim studentd, ktefi navstévovali v akademic-
kém roce 2015/2016 kurzy rustiny v Jazykovém centrum FF UK, nebo se zapsali na zkousku z rustiny.
Otazky byly v ¢estiné, aby mohli odpovidat i studenti, ktefi jesté rustinu neovladaji, a aby je troven jejich
znalosti neomezovala ve vybéru asociaci. Pro volbu cestiny byl také diivod technicky - fada studentl
vypliiovala anketu na mobilnim telefonu. Dotazovani méli uvést vékovou kategorii, rodny jazyk, urovei
znalosti rustiny a pét asociaci, které se jim vybavi v souvislosti se slovy a) Rusko a Rusové a b) Cesko a Cesi.
Prizkumu se celkem zicastnilo 85 respondentd, z toho 10 cizinct (3 respondenti uvedli jako rodny jazyk
slovenstinu, 3 rustinu, dva polstinu, jeden francouzstinu a jeden némcinu). 82 % respondenti bylo ve véku
do 30 let, 7 % ve véku 30-40 let a 11 % nad 40 let.

Vysledkem daného prizkumu je tak jakysi kulturni a jazykovy obraz ¢eského a ruského svéta, na jehoz
formovani se do zna¢né miry podili stereotypy a piedsudky. Odpovédi ¢eskych studentli uvadime v nésle-
dujicich tabulkach.
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Vv s

Nejéastéjsich 10 asociaci na téma Cesi a Cesko

Tab. 1: Kulturni a jazykovy obraz ceského svéta o¢ima Ceskych studentd rustiny

Poradi | Asociace o dP::\i“: di
1. | PIVO 53
2. | PRAHA 41
3. | HOKEJ 14
4. | bomMov 12
5. | HUMOR; PRIRODA; VLTAVA 9
6. | HRADY A ZAMKY; KNEDLIKY 8
7. | KUTILOVE; LESY 7
8. | NEGATIVISMUS/PRILISNA KRITIENOST; SVEIK 5
q. (:ZE§TINA; HAVEL; CHATAﬁENVI'; KAREL IV.; KRADEZE; MALA ZEME; 4

SKODA AUTO; ZAVIST; ZBABELOST
10. | EVROPA; HOUBARENI; KNEDLO-VEPRO-ZELO; MASARYK; MORAVA; NEPRIJEMNY; 3
RODINA; VLAJKA; VLAST; ZEMAN

vy

Nejcastéjsich 10 asociaci na téma Rusové a Rusko

Tab. 2: Kulturni a jazykovy obraz ruského svéta o¢ima eskych studenti rustiny

Poradi | Asociace o dp:::(: di
1. | PUTIN; VODKA 36
2. | MOSKVA 26
3. | ZIMA 21
4. | SIBIR 14
5. | VELIKOST/VELKA (OBROVSKA) ZEME 12
6. | PETROHRAD 9
7. | RUSKA LITERATURA; SSSR 7
8. | KREML; PUSKIN 6
9. | AZBUKA; BORSC; MATRJOSKA; PRAVOSLAVI 5

10. | MRAZIK; RUDE NAMEST(; RUSTINA 4

Skupina zahrani¢nich studentl byla relativné mala, a tudiz vypovédni hodnota neni vysoka a da se stézi
kvantifikovat. Asociace byly uvadény v ¢eting, u Slovaki ve slovensting. Cesko a Cesi se jim asociuji s pi-
vem (7x), Prahou (4x), opakované je$té zminili tyto pojmy: Karel IV, sanddly, krtecek, Svejk, tucné jidlo,
automobil Skoda a mnoZstvi psu v Praze. Dva ze tii Rusti zminili klid, coZ je ¢asta asociace, kterou rusti

studenti uvadéji i v ramci obdobné aktivity v hodiné.

U asociaci spojenych s Ruskem a Rusy odpovidali zahrani¢ni studenti obdobné jako Cesi, Rusové pak

logicky navic uvadéli domov, rodinu, prdtele.

Ziskané tidaje mizeme roz¢lenit do nasledujicich tematickych skupin, které snaze umozni poznat priciny

danych stereotypti a predsudkd.
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¢ Vlastnosti

Z uvedenych asociaci vyplyva, ze studenti chapou Cechy jako narod majici smysl pro humor, aviak zarovei
prilis, nékdy az nespravedlivé kriticky a negativisticky (remcalové, vécnd nespokojenost, vécni stéZovatelé).
A pravé zminéna kriti¢nost je mozna diivodem, pro¢ pfevazna ¢ast dalsich uvedenych vlastnosti je nega-
tivnich. Vedouci roli zde hraji zdvist a zbabélost/ustrasenost, nasleduje je malost spolu s, éechdckovstvim*
a ,na vlastnim dvorecku“. Opakované se vyskytuje neprijemnost, nizké sebevédomi a uzavrenost. Kladné
vlastnosti (kromé humoru) se vyskytuji ojedinéle.

U skupiny Rusko a Rusové nejsou vlastnosti ¢astou asociaci. Opakované je uvedena jen arogance a tvrdost,
na druhé strané vsak i pohostinnost a srdecnost venkovského obyvatelstva.

« Piiroda

Je pomérné ¢astou asociaci u skupiny Cesko a Cesi, kde se ¢asto poji s malebnou krajinou, lesy, loukami,
kopci, horami, rybniky, ale i hrady a zdmky a dal$imi pamdtkami.

Rusko pak vyvolava asociace spojené se Sibiri, brizami, tajgou, planémi, divocinou.
« Politika

Na Ceské strané 3x jmenovany Zeman, 2x Babis, k tomu korupce, tunelovdni, Kocourkov, hloupi politici,
politici - loutky. Zaroven se vSak projevuje povédomi o zakotvenosti v Evropé a malé rozloze (Evropa, stied
Evropy, prcek ve sti‘edu Evropy, mald zemé).

Na ruskeé strané 36x jmenovany Putin, agresivni politika, poruSovdni lidskych prdv, nedemokraticky rezim,

,has mnogo'; despotizmus, propaganda, vdlka, zbrané, korupce, absurdistdn. Ve je velké (nejvétsi stdt, ob-
rovskd/velkd zemé).

« Historie
Zde je vidét, jaky vliv miZe mit na utvareny konceptualni a jazykovy obraz svéta aktualni déni, konkrétné
rozsahlé oslavy narozeni Karla IV. v Cesku. Oproti minulému akademickému roku, kdy si v ramci vyuky

pri obdobné asociacni aktivité na Karla IV. nevzpomnél ani jediny student, v tomto semestru byly Karel IV.
a doba s nim spjatd zminény opakované (Karel IV, Karlstejn, ceské korunovacni klenoty, ceské krdlovstvi).

Z ruské historie byl nejcastéji zminovan Sovétsky svaz a jeho atributy (Lenin, komunisté, srp a kladivo),
daleokupace, 2. svétovd vdlka, carské dynastie a z posledni doby anexe Krymu.

¢ Kultura

Je daleko castéji zastoupend v predstavach o Rusku. Nejvice literatura (Puskin, Tolstoj, Dostojevsky) a s ni
spojeny jazyk (rustina, azbuka), ale i divadlo, balet, hudba a film (Mrazik, Mdsa a medvéd).

o Jidlo a piti
Pivu (53x) zde zdatné konkuruje vodka (36x%), knedlikiim (8x) pak bors¢ (5x).
¢ Ostatni
Kromé uvedenych asociaci stoji za zminku jeSté akcentace traveni volného ¢asu v Ceském svété: nej-

Castéji zastoupeny sport hokej (zminén je jesté fotbal) je doprovazen kutilstvim, houbarenim, chatare-
nim/chaluparenim, zahradnicenim a chozenim do hospod. Mezi asociacemi se téZ objevily ty, které souvisi
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s aktualni problematikou migrace, strachem z islamu, hojné priZivovanym nékterymi politiky a médii
(islamofobie, hysterie, hnutf ,Isldm v Cechdch nechceme”).

Rusky svét je pak kromé vitézné vodky jesté hojné zastoupen stereotypy vztahujicimi se k bohatstvi
(zlaté retézy, zlato, zlatd mlddeZ), modé (Adidas, Spicaté boty, podpatky, koZichy) a krdsnym, upravenym
Zendm/sle¢ndm. Casto se zde objevuji asociace, jeZ jsou dany individualnimi zajmy a znalostmi (gopnici,
Romanovci, skupina Leningrad).

Tento minidotaznik si neklade ambice na dikladné sociologicky zpracovany prizkum a je jen prvnim
krokem k mozZnému budoucimu vyzkumu, jehoZ podrobna analyza neni pfedmétem tohoto ¢lanku. Na
ziskanych datech vSak vidime, jak kolektivni i individudlni znalosti a zkuSenosti formuji stereotypy, na
jejichz zakladé vznikaji predsudky, které pak ¢asto ovliviiuji nas pohled na prislusniky jinych kultur (aro-
gantni Rusové ,chlastajici” vodku, ruské Zeny v koZisich na vysokych podpatcich, které nezajimd nic jiného
neZ jejich vzhled). A ac tyto stereotypy nevznikaji bezdiivodné, pii komunikaci s prislusniky jiné kultury
bychom méli byt obezretni, abychom se jimi nenechali prili$ ovlivnit. Nejen jazykové znalosti a dovednosti,
ale i mira zkuSenosti, pochopeni postojli, hodnotového systému cizi kultury, a v neposledni radé i zbaveni
se predsudkd, jsou ptedpokladem pro efektivni komunikaci v multikulturnim prostfedi.
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Comics als didaktisches Medium im
Fremdsprachenunterricht (mit Fokus auf den
Deutschunterricht)

Iveta Machackova

1 Einfiihrung

Bei dem Wort Comic fallen den meisten Rezipienten wohl Donald Duck oder die
Superhelden ein. Der vorliegende Artikel zeigt jedoch die Vielfaltigkeit dieser Gat-
tung auf und prasentiert den Comic als respektiertes Medium. Schwerpunktmaflig
sollen dann das didaktische Potenzial, bzw. das Pro und Contra fiir die Verwen-
dung von Comics im Fremdsprachenunterricht diskutiert werden.

2 Didaktische Relevanz der Comics

Der Comic kann dank seiner Beliebtheit bei den jungen Lesern als Motivations-
forderung dienen. Fiir jene Lernenden, die nicht iiber ausreichende Fremdspra-
chenkenntnisse, bzw. begrenzte sprachliche Kompetenzen verfiigen, um umfang-
reichere Texte in Originalfassung zu lesen, bieten sich Comics als Variante an,
wie man der Leserschaft die jeweilige Fremdsprache auf eine alternative Weise
nahebringen, bzw. das Interesse fiir die Fremdsprache wecken kann. Denn eines
der Kennzeichen dieser kiinstlerischen Gattung ist die Knappheit der Texte, die
den Leser nicht tiberfordern oder ermiiden. In dem Comic verbinden sich selbst-
verstandlich der Text und die Bilder zu einer untrennbaren Einheit. Und damit
kommen wir zu dem zweiten, dieses synkritische Medium pragenden Merkmal -
die zeichnerische Darstellung des dargebotenen Themas. Eigentlich ist die visuelle
Gestaltung beim Comic das erste, was auffillt und wohl primér entscheidet, ob der
Leser nach dem Comic-Buch greift oder nicht. Die Bilder machen es dem Leser
leichter, den Kontext der Comic-Geschichte aufzufassen und unbekannte Worter
zu erschliefien. Das Entziffern des Inhalts erleichtern auch die comicspezifischen
Bildelemente, die eigentlich als kultur- und sprachiibergreifender Code allgemein
verstdndlich sind (Schweifdtropfen fiir Angst- und Spannungssituationen, im Raum
schwebende Ausrufe- und Fragezeichen, Spirale tiber dem Kopf fiir Ohnmacht,
Verstarkung von Aussagen durch Grof3- und Fettdruck, Andeutung der Herkunft
der Personen durch verwendete Schrifttypen - z. B. Arabisch, Fluch-Symbole wie
Blitz und Donner, bewegungsdarstellende Zeichen speed lines). Spezifisch sind
dann die Gerdusch-(Peng)-worter (Onomatopdien).

1 Kagelmann, H. Jirgen (Hrsg.), Comics- Handbuch fiir Eltern, Lehrer, Erzieher, S. 131. Asgard-Verlag,
Bonn 1978.
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Es gab und gibt viele Verdchter, die die Comics als Schund und anspruchslose
Lektiire abtun, deren einziges Ziel es sei, den Leser zu amiisieren. Diese Interpre-
tation ist jedoch bei weitem fehlgeschlagen. Wie bei den sonstigen kiinstlerischen
Gattungen finden sich auch bei den Comics nur mehr oder weniger gelungene
Werke?. Es gibt viele Comic-Biicher, die ernste Themen aufgreifen und erfolgreich
aufarbeiten, und somit der Leserschaft Politik, Geschichte, aktuelle gesellschaftli-
che Probleme u. a. vermitteln. Nennen wir hier beispielsweise den weltbekannten
und hochgeschatzten Comic von Art Spiegelman Maus, in dem sich der Autor mit
dem Holocaust auseinandersetzt. 1992 wurde Spiegelman fiir dieses Werk mit
dem Pulitzer-Preis ausgezeichnet.

Aus padagogischer Sicht sollte das Interesse der Studierenden an diesem Genre
genutzt werden, um durch dieses Medium das Fremdsprachenvermdégen zu stiit-
zen und zu verbessern. McLuhan?® bezeichnet die Comics als kaltes Medium, das
vom Leser ein hohes Mafd an Anstrengung und Beteiligung erfordert, um die In-
formationen zu vervollstdndigen. Kann man sich als Lehrer mehr wiinschen als
interessierte Studenten, die Eigeninitiative ergreifen? Weiter unten werden kon-
krete Beispiele von Comics genannt und eingehend behandelt, die an der Verteidi-
gungsuniversitiat Brno als fakultatives Lehrmaterial im Fremdsprachenunterricht
Verwendung finden kénnen - und zwar sowohl im Hochschulunterricht (z. B. die
Unterrichtsmodule V1 ,Fachsprache” und S1 ,Fachbezogene Prasentation”), als
auch in den STANAG-Kursen fiir die professionellen Soldaten.

2.1 Didaktisch-methodische Ansitze

Dass die padagogische Relevanz der Comics im Unterricht kein neues Thema ist,
bezeugt beispielweise das in den 1970er Jahren in der BRD erschienene Comics-
Handbuch fiir Eltern, Lehrer, Erzieher*. Eine der darin enthaltenen Annotationen
der Bibliographien der Sekundarliteratur zu den Comics weist auf folgende pad-
agogische Aspekte hin: ,Was geredet, gedacht und behandelt wird, mufd aus dem
Mienenspiel der Beteiligten, aus ihren Bewegungen und der Reaktion der Hin-
zukommenden abgelesen werden. Das schult Beobachtungsgabe, Reaktionsvermo-
gen, Selbstkontrolle, Eigen-Erfahrungen“® W. Kempkes® erwahnt sog. educational
comics’, die in den USA mit der Absicht entwickelt worden sind, auf unterhaltsa-

2 platthaus, Andreas: Comics und Manga, Goethe-Institut, Miinchen 2010.

3 Herbert Marshall McLuhan (1911-1980), ein kanadischer Geisteswissenschaftler, Professor fiir engl.
Literatur, Kommunikationstheoretiker. Sein Werk gilt als Grundstein der Medientheorie.

4 Kagelmann, H. Jirgen (Hrsg.): Comics- Handbuch fiir Eltern, Lehrer, Erzieher. Asgard-Verlag, Bonn
1978.

5 Ebd,, S. 129.
6 Kempkes: 1971, zit. in: ebd,, S. 17.

7 Das padagogische Potenzial des Comics bezeugt beispielsweise die 2007 erschienene Graphic No-
vel ,Die Suche” (Anne-Frank Zentrum, Berlin), die von den Autoren gezielt als padagogisches Material
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me Weise Wissen zu vermitteln. Bereits 1949 hatte in den USA ein Grofdversuch
stattgefunden, bei dem 438 Lehrer diese educational comics im Unterricht einge-
setzt haben, wobei unter anderem die folgenden Aufgaben gelost werden sollten:

a) Identifizierung und Interpretation neuer Worter.

b) Schriftliche und miindliche Nacherziahlung des Inhalts.
c) Dialogschreiben fiir textlose Comics.

d) Ubertragung von Prosatexten in dialogisierte Form.

e) Miindliche und schriftliche Vervollstindigung von abgebrochenen Comic-
Geschichten.®

Zu diesen Verfahren der Texterschliefung, bzw. Bild-Text-ErschliefSung ist wohl
nichts einzuwenden. Sie sind auch im heutigen Unterricht ohne weiteres anwend-
bar. In jedem modernen Fremdsprachenbuch finden wir bestimmt mehrere Bei-
spiele fiir die Anwendung der Comic-Prinzipien, bzw. Comic-Texte, die nicht nur
zur Aufheiterung der Lernenden, sondern auch als Ubungsmaterial dienen. Und
jedes Lehrwerk enthalt standardweise als Comic gestaltete Arbeitsblatter zur Wei-
terentwicklung der sprachlichen Fertigkeiten: die Lernenden sollen Bildgeschich-
ten nacherzihlen, Dialoge erfinden und somit den Wortschatz sowie Grammatik
(Zeitformen, Verbmodi usw.) liben.

2.2 Comics als fakultatives Lehrmaterial fiir die STANAG-Priifung

Eines der Ziele des Fremdsprachenunterrichts an der Verteidigungsuniversitit
Brno ist die Vorbereitung der studierenden, bzw. professionellen Soldaten fiir die
STANAG-Priifung, wobei zu den zu priifenden Fertigkeiten Leseverstehen, Sprechen
und Schreiben zdhlen. Im Rahmen dieser Kompetenzen sollen u. a. die Teilfertig-
keiten ,Beschreiben®, ,Erzdhlen”, ,Hypothese dufdern” trainiert werden. In diesem
Teil befassen wir uns mit der konkreten Verwendung der Comics als ergdnzenden

Unterrichtsmaterials beim Uben dieser Kompetenzen.

Im Hinblick auf die Dialogform der Comics bietet sich z. B. das Rollenspiel als
geeignete Ubung zur Verbesserung der Sprechkompetenz. Das Rollenspiel ist dann
nicht nur als ,blof3es” Sprechen in Dialogform einsetzbar, sondern es kann auch
eine weitere Debatte anstofden. Der Comic arbeitet hiufig mit dem vereinfachten
Kontrast das Gute versus das Bdse. In der Diskussion lasst sich dann diese Heran-
gehensweise relativieren: Sehen Sie die Helden als Verkérperung des Bosen x des

geschaffen worden ist und sich mit dem Holocaust auseinandersetzt. Die oben erwéhnte Idee der sog.
educational comics wird also weiter entwickelt und den aktuellen Anforderungen im Unterricht ange-
passt. In: http://www.migration-online.de/data/annefrankzentrum_holocaust_im_comic.pdf (abgerufen
am 14. 9. 2016).

8 Kempkes: 1971, zit. in: Kagelmann, H. Jiirgen (Hrsg.): Comics-Handbuch fiir Eltern, Lehrer, Erzieher,
Band 1,S. 111.
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Guten? Ist im Text eine Hintergrundgeschichte nachvollziehbar, die deren Charak-
ter mitpragt. Welche Eigenschaften sind fiir die Helden kennzeichnend - positiv
x negativ? Welche Figur finden Sie sympathisch x nicht sympathisch und war-
um? Wihlen Sie eine Figur aus und beschreiben Sie ihr Auferes/Eigenschaften.
Schriftliche Fertigkeiten konnen aufier den oben erwihnten Aufgaben mit Hilfe fol-
gender Zugange trainiert werden: anhand der im Text enthaltenen Informationen
einen Brief, einen Tagesdienstplan, eine Meldung, Tagebucheintrage usw. schrei-
ben. Nicht zu kurz kommt auch die sog. visuelle (Bildlese-) Kompetenz®. Der Comic
bietet sich da als didaktisches Medium, das diese in der heutigen Massenmedien-
Gesellschaft praktisch alltaglich gebrauchte und benétigte Kompetenz weiter ent-
wickelt. Mit dem, bzw. an dem Comic kann man lernen, mit der Bilderflut und der
visuellen Uberforderung umzugehen - ein Bild anzuhalten und seine Bedeutung
nachzuvollziehen. Die Bilder kdnnen dann ,comic libergreifend” mit personlichen
Erlebnissen, Erfahrungen und dem Wissen der Leser riickgekoppelt werden und
Anlass zu einer weit gefassten Diskussion geben.

2.3 Wie man mit einem Comic-Text umgehen kann - Tipps und Tricks fiir
den Unterricht

Am Beispiel der Comic-Geschichte Wave and Smile von Arne Jysch'? zeigen wir nun
auf, wie kreativ mit einem Comic-Text im Rahmen des Fremdsprachenunterrichts
gearbeitet, bzw. welche Kompetenzen und wie gelibt werden koénnen.

9 Huber, Hans Dietrich. Visuelle Performativitit. (Quellenangabe: Hans Dietrich Huber, Bettina Locke-
mann, Michael Scheibel: Visuelle Netze. Wissensrdume in der Kunst. Ostfildern-Ruit: Hatje Cantz Verlag
2004, S. 31-38). In: http://www.hgb-leipzig.de/artnine /huber/aufsaetze/performativitaet.html (letzte
Aktualisierung: 18. 12. 2004, abgerufen am 19. 9. 2016).

10 Jysch, Arne: Wave and Smile, S. 80-81, S. 177, Carlsen Verlag, Hamburg 2012.
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Wortschatz: neue Worter, Fachtermini und Spezialausdriicke suchen und erlernen
(Militartechnik, Funkverkehr, Meldungen; Nationalitit der Soldaten und das Land
des Einsatzes anhand der Bilder nachvollziehen — Lindernamen und Sprachen
lernen/wiederholen; Gelandekunde, Eigenschaften). Fertigkeit Sprechen: Rollen-
spiel. Teilfertigkeit Beschreiben: Kampfanzug/Natur/Situation/Personen/Militar-
technik beschreiben;

Teilfertigkeit Erzdhlen: einen Text fiir die leeren Textblasen erfinden, bzw. den
Text in einigen Blasen l6schen und eigene Dialoge erfinden, die dargestellte Ge-
schichte nacherzdhlen; die abgebrochene Geschichte vervollstindigen und poten-
tielles Ende einfiigen. Fertigkeit Schreiben: eine Meldung, einen Brief, Tagebuch-
eintrige schreiben; Dialoge in Prosatext libertragen.

Die obigen Proben eignen sich in sprachlicher Hinsicht primér fiir das Sprachni-
veau STANAG-SLP 2-3. Ein gewisses Potenzial bieten sie jedoch auch fiir die Stufe
STANAG-SLP 1-2: addquate Fachbegriffe auswihlen (beispielsweise der Begriff
,Erkennungsmarke“ — man kann erfragen, welche Informationen die Erkennungs-
marke enthdlt (Name, Vorname, Geburtsdatum, Blutgruppe, Einheit), Teilfertigkeit
Beschreiben (Personenbeschreibung, Kampfanzug-Beschreibung).

Bei einer sorgfiltigen Auswahl unter Bericksichtigung der jeweiligen Sprach-
kenntnisse der Lernenden, bzw. des erstrebten Sprachniveaus lassen sich immer
geeignete und auf die Anforderungen im Unterricht abgestimmte authentische
Texte ausfindig machen.
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3 Militarische Themen als Comic

Reportage und Biografie, in Textliteratur und Film vertraute Genres der Doku-
mentation, finden sich auch im Comic.!! Die dokumentarischen Comics verarbei-
ten historisch zuriickliegende sowie hoch aktuelle Geschehnisse und viele setzen
sich auch mit der militdrischen Thematik auseinander (der zweite Weltkrieg, der
Jugoslawienkrieg, der Nato-Einsatz in Afghanistan, Konflikte im Iran, Palastina
u. v. a.).'? Ein Beispiel hierfiir stellt die oben erwiahnte Graphic Novel von Arne
Jysch Wave and Smile dar, die den Nato-Einsatz der Bundeswehr in Afghanistan
authentisch darstellt. Oder Kriegszeiten von David Schraven und Vincent Burmeis-
ter - ein Reportage-Comic, der den Untertitel ,eine graphische Reportage iliber
Soldaten, Politiker und Opfer in Afghanistan” tragt und ebenfalls die aktuelle Ge-
genwart spiegelt.!® Als letztes Beispiel sei hier das Werk von dem amerikanischen
Comicjournalisten Joe Sacco erwdhnt, der als Erfinder der Comic-Reportage und
ein hochgeschitzter Meister dieses Genres gilt. Michael Brake schreibt in seiner
Rezension iiber Saccos Bosnien - eine Reportage aus dem Bosnienkrieg (deutsch
2010; Safe Area GoraZde 2000): ,“So eindringlich und relevant kann Geschichte ver-
mittelt werden - fiir viele sicherlich ansprechender als die hundertste Guido-Knopp-
Dokumentation.**

Gerade diese Comics bieten sich als geeignetes fakultatives Lehrmaterial im
Fremdsprachenunterricht bei den Studierenden sowie den Lehrgangsteilnehmern
in den STANAG-Kursen an. Die dargestellten Themen, bzw. das Milieu des Militars
sind ihnen nicht fremd. Sie reflektierten ihr Wissen und vielleicht sogar ihre eige-
ne Erfahrung.

4 Abschluss

Im dem vorliegenden Beitrag sollte das Pro und Contra der Comics im Fremd-
sprachenunterricht diskutiert werden. Aus dem Text ergibt sich ein JA fiir die
Verwendung dieses Mediums. Der Comic ist fiir unsere Zielgruppe ein attraktives
synkritisches Medium, das in den letzten Jahren einen erneuten Boom verzeichnet.
Auf dem Buchmarkt gibt es ein reiches Angebot an Comictexten, die thematisch
auf die Anforderungen im Deutschunterricht an der Verteidigungsuniversitat so-

11 Griinewald, Dietrich (Hrsg.): Der dokumentarische Comic - Reportage und Biographie, Ch. A. Bach-
mann Verlag, Essen 2013.

12 Nicht wegzudenken von der Geschichte des Comic ist dessen Verwendung in der militarischen Pro-
paganda, wo dieses Genre eine Mittler-Rolle spielte und nach wie vor spielt. Bekannt sind zum Beispiel
die amerikanischen Comics im 2. Weltkrieg (Captain Amerika). Ein positives Beispiel stellen dann die als
Comic gestalteten Flugblatter in dem Jugoslawien-Krieg dar, die die Bewohner vor Minen warnten.

13 Schraven, David; Burmeister, Vincent: Kriegszeiten - eine graphische Reportage iiber Soldaten, Politi-
ker und Opfer in Afghanistan, Carlsen Verlag, Hamburg 2012.

141 http://www.zeit.de/kultur/literatur/2010-09 /joe-sacco-bosnien (abgerufen am 15. 9. 2016).
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wie in den STANAG-Kursen abgestimmt sind und fakultativ zu den traditionellen
Unterrichtsmethoden eingesetzt werden konnen. Auf eine unterhaltsame Weise
werden den Fremdsprachen-Lernern der Wortschatz und die Grammatik beige-
bracht, bzw. die Fertigkeiten Sprechen, Schreiben, Lesen geiibt.

Aufler dem eindeutig positiven Potenzial dieses Mediums ergeben sich aus des-
sen Verwendung auch Schwierigkeiten. Wie alle authentischen Texte, mit de-
nen im Fremdsprachenunterricht gearbeitet wird, verbergen auch die Comics
die Gefahr einer erschwerten Verstindlichkeit (unbekannter Wortschatz und
neue/schwierige grammatische Strukturen, Fachbegriffe, Umgangssprache). Ande-
rerseits korrespondiert der Einsatz des authentischen Lehrmaterials mit den An-
forderungen, bzw. dem Format der STANAG-Priifung, deren Aufgaben auf authen-
tischen Texten beruhen. Wie bereits oben erwahnt, lassen sich mit gewisser Sorg-
falt immer authentische Materialien finden, die dem jeweiligen Sprachniveau der
Lernenden entsprechen. Oder man kann eventuell die als zu schwierig erachte-
ten Texte vereinfachen/anpassen (Fremdworter eliminieren, bzw. durch bekann-
te Synonymwaorter ersetzen, Syntax einfacher gestalten, schwierige grammatische
Strukturen vereinfachen). Dem Fremdsprachen-Lerner wird es dann leichter fal-
len, den Wortschatz und die grammatischen Strukturen zu erfassen und im Zuge
dessen den Text besser zu verstehen.

Es gibt auch ein Contra ,technischen“ Charakters - die erschwerte Verfiigbarkeit
der Biicher in deutscher Fassung bei den tschechischen Buchhéndlern. Dies ist
jedoch in der heutigen online Zeit kein unlésbares Problem.

Abschliefdend noch ein paar Worter des Beflirworters dieses Mediums Joe Saccos:
»Der Comic ist ein Pop-Medium, nun aber lockt er die Leser in komplexe Themen. Das
ist subversiv - und ein wichtiger Grund, warum ich dem Comic treu bleibe. 1>
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Why do border guards need standardized English?
Iveta Novakova

Abstract: The article outlines the current migration situation in Europe, the appointment of
Slovak border guards into newly created special police foreign unit on the basis of the language
testing system. Setting up a new immigration police unit for border patrols has been facilitat-
ed by demands from Frontex. Within the context of border police officers’ (border guards)
deployment in Frontex missions, the author briefly introduces English for Specific Purposes.
On the basis of international research (Frontex training needs assessment), the author futher
identifies the language content syllabus for special border guards’ training. In general, the
article aims to support the fact that border guards in all concerned Member States need to
enhance their specific English language knowledge, skills and competences.

Key words: border guard, Frontex, irregular migration, English for Specific Purposes, English
languages skills and competences

Introduction

The International Organization for Migration (IOM) reports an estimated 294,450
migrants and refugees have entered Europe by sea in 2016; 3,171 have been dead
or missing and thousands of applications for asylum have been lodged in Mem-
ber States (MS). Although FRAN (Frontex Risk Analysis Network) reports that the
number of detections has been falling! the world has changed dramatically as we
are facing an unprecedented refugee situation with many migrants seeking safety
in Europe?. Frontex (European Union border agency)? promotes, coordinates and
develops European border management by deploying border guards from MS to
so-called migration “hotspots”*. An EU border guard has on average just 12 sec-
onds to decide whether the traveller in front of them is legitimate or not, or to
assess if their documents are genuine. One of the prerequisites of border guards’
deployment at Frontex operations in hotspot areas is the language competence
in English. Knowledge of standardized specific vocabulary is key to EU border
guards’ effective communication when it comes to e.g. risk analysis, border control
technology, profiling, border surveillance or document expertise. These are only

1 After the EU-Turkey statement came into effect and the former Yugoslav Republic of Macedonia applied
stricter border policies at its border with Greece.

2 Quarterly reports are prepared by the Frontex Risk Analysis Unit to provide a regular overview of
irregular migration at the EU’s external borders, based on the irregular migration data exchanged among
MS border-control authorities.

3 The European Agency for the Management of Operational Cooperation at the External Borders of the
Member States of the European Union (Frontex) was established by Council Regulation (EC) 2007/2004.

A ‘hotspot’ is an area at the external border that is confronted with disproportionate migratory pres-
sure. The EU provides operational support here to ensure that arriving migrants are registered and to
avoid that they move on to other MS in an uncontrolled way.
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a few examples of the particular language needs of border guards—their level of
English must be sufficiently high to enable them to work with specialized English,
which they encounter on a daily basis. This situation places very specific demands
on national border authorities as they are res ponsible for selection and training
of national border guards to fit the Frontex profile of a Joint Operation officer.
In Slovakia, the selection of border guards to be deployed in Frontex missions
falls under the purview of the Bureau of Border and Alien Police of the Presid-
ium of the Police Force and the Academy of the Police Force in Bratislava. As
the English language skills of border guards require more than general English
language knowledge, it is a challenge for the Academy instructors to identify the
most suitable candidates. English for Specific Purposes (ESP), in this case, for the
purpose of Schengen border protection, has become a central tutorial issue at the
Academy of the Police Force as pressure from migration has mounted. Specialized
English language courses are organised more frequently in order to ensure that
border guards are well prepared for their mission.

1 Theoretical background

English for specific purposes refers to the teaching and learning of English as
a second or foreign language in which the goal of the learners is to use English
in a particular domain. ESP is a learner-centered approach and specific learners,
their particular linguistic and non-linguistic needs are nucleus of all ESP activi-
ties: needs analysis, material development, teaching process, etc. (Dudley-Evans
and St. John, 1998, p. 43). ESP courses are designed for the learners who want
English for their occupation in a post-academic setting. Graves (2009, p. 12) has
identified an ESP learner as “a person who is an expert in his own field and
who can perform his various duties adequately in his mother tongue”. According
to him, ESP learners are adults who have a strong educational background but
have weaknesses in English. Dudley-Evans and St. John (1998, p. 45) have also
stated that ESP courses are usually designed for adult learners at the tertiary
level or for workplace situations. Although professionals such as auto mechanics,
meteorologists, plumbers, doctors or police officers differ, at first sight they share
a common feature: specific language needs that the teacher must identify. “They
all have to understand specialized vocabulary and documentation, and often use
graphical, diagrammatic and number-based information sources.” (Harding, 2007,
p. 9). They often have to deal with equipment description or cooperate at work
with team members. Harding (2007, p. 8, 9) divides ESP learners into two groups:

1. those who are already working in their specialism or at an advanced stage of
their training;

2. those who are rather young, are at their pre-work and possess narrow knowl-
edge of their profession.
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The first group of ESP learners has a further aim and in the process of learning
they endeavour to achieve something more than simply language knowledge. They
concentrate on manual and practical skills. Often, while studying English, they
performing their job dueties (full-time or part-time), as a result they might be
tired and exhausted attending the ESP lesson. The second group of ESP learners
is a greater challenge to the teacher - that of developer since they did not develop
their interest in the ESP and their specialism. In this group the most important
role is played by motivation.

Mentioning the primary function of ESP course, Graves (2009, p. 13) has declared
that an ESP course prepares a “good ESP learner” who “is not necessarily the one
who comes top in the English class, but rather the one who performs successfully
in concurrent and subsequent English-medium subjects”. These subject-oriented
needs of the specific learners should be the primary focus of ESP and the require-
ments imposed by the institutions may not be allowed to take the position of the
only deciding factor in the preparation of ESP programs (Robinson, 1980, p. 121).
Harding (2007, p. 10, 11) suggests that teacher-developer shall, when developing
an ESP course: consider learners’ needs, be interested in learners’ vocation/job,
try to understand their area, think about the relation between learners’ needs and
the subject, use materials (simulated or real) connected with learners’ topic zone,
let learners deal with the material the way they feel it would be most suitable
for their work, be aware of the learners’ tiredness and approach to the language,
motivate them in variety of ways and fun. Hutchinson-Waters (2008, p. 22) deter-
mine the following factors which should be taken into consideration while design-
ing ESP training: What?—language descriptions, How?—learning theories, Who?
Why? When?—needs analysis what can be summarized in analysis of nature of
particular target and learning situation. These authors emphasise the role of the
syllabus in a learner-centred approach. Syllabus development is interpreted as fol-
lows: level 1 covers the analysis of target and learning situation which is followed
by establishment of general syllabus of topics and tasks and creation of interesting
and enjoyable materials; level 2 covers production of detailed language skills and
syllabus what at the end leads towards check of language and skills content of
materials and making necessary adjustments (Hutchinson-Waters, 2008, p. 93).

Another important aspect which could be mentioned in regards to development
process is the issue of motivation. “Motivation is some kind of internal drive which
pushes someone to do things in order to achieve something” (Harmer, 2003,
p- 51). Dorney (2007, p. 1) points out that “motivation is an abstract, hypothetical
concept that we use to explain why people think and behave as they do”. It is
also the key to achieving success. When we want to do something there is always
a reason that initiates the action. Harmer (2003, p. 276) presents the division of
motivation into extrinsic (from outside) and intrinsic (from inside). Intrinsic mo-
tivation is characteristic of young learners however, it tends to decrease with the
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age (Ur, 2008, p. 276). It comes from inside of the student who likes to learn; gain-
ing knowledge is enjoyable; he wants to feel better himself; moreover, the process
of learning seems to be fruitful and worthwhile to him. Extrinsic motivation is
influenced by the surroundings and caused by external factors. For instance, it
is the desire to communicate with foreigners, to pass a test, get a promotion or
financial profit; to fulfil parents’ wishes, to impress mates, willingness to survive
in foreign country, etc. Harvey (1989, p. 28) commented that internal/external
need is a broad motive which makes certain goal attractive and important for the
individual, and motivation is the impulse which generates the learning activity.
Creating student-friendly material environment is also crucial in arousing motiva-
tion. Moreover, the activities and topics should be adjusted to vocation and learn-
ers’ needs. Dorneyi (2007, p. 63) points out that one of the most demotivating
factors for learners is when they have to learn something that they cannot see the
point of because it has no seeming relevance whatsoever to their lives. Moreover,
students are motivated to learn when they feel that the material is useful and
worth to be learned.

2 Impact of irregular migration onto frontex measures -
(language challenges for Slovakia)

The aim of this chapter is to

e analyse a current migration situation in Europe from the perspective of Fron-
tex missions,

¢ explain why and to what extent Frontex missions require the presence of na-
tional border guards (guest officers),

e introduce a new border intervention unit in Slovakia,

e analyse the data obtained by international research carried out in all MS in
order to identify the language content syllabus for specific language training
of those border guards who are to be deployed in Frontex missions,

¢ emphasise the need for standardized English language knowledge.

2.1 Deployment of Frontex guest officers

According to Fabrice Leggeri, Frontex Executive Director, “Europe is currently fac-
ing a migratory pressure that we have never experienced before” (Frontex, 2016,
p- 7). The lack of internal borders within the Schengen area has transformed the
European Union into a lucrative target for migrants. Global migration cross the
EU’s external borders is increasing so the delicate task of controlling Europe’s
borders while maximizing the ease of bona fide travel has never been more chal-
lenging. This is where Frontex comes in: effective border control is imperative for
the management of migration flows. Frontex promotes, coordinates and develops
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European border management in line with the EU Charter of Fundamental Rights,
applying the concept of Integrated Border Management. The agency was set up
to reinforce and streamline cooperation between national border authorities and
in pursuit of this goal, Frontex has several operational areas which are defined
in the founding Frontex Regulation and a subsequent amendment. These areas of
activity are: Joint Operation, Training, Risk Analysis, Research, Providing a Rapid
Response Capability, Assisting Member States in Joint Return Operations, Infor-
mation Systems and Information Sharing Environment.

In acute crisis situations such as this one, focus of Frontex is set on reactive
measures and efforts to solve the exceptional emergency situation. According to
the latest data, the migration hotspots have shifted constantly from the Canaries
to Italy® and Greece® and experts—national border guards have been deployed
there mostly to support a debriefing team of a host member state. As one of the
local (Greek) coast guard says, “smugglers are clever and highly organised, forever
varying the times and locations of their crossing points, probing coast guard’s
weak points, keeping them guessing” (Frontex, 2016, p. 111). Apprehending these
people is the coast guard’s highest priority though it is very challenging as the
smugglers usually ferry the migrants by speedboat all the way to the European
coast, hurriedly disembark them and rush back. Under international maritime law,
a convention known as SOLAS (Safety of Life at Sea), all vessels are obliged to
take anyone they rescue to a place of safety. The situation for patrolling border
guards is worsen in cases when e.g. smugglers launch a rubber dingy, put one of
the migrants in charge of the outboard, and point it in the direction of Europe.
In these cases, the migrants are often given a knife and instructed to puncture
their own boat as soon they know they have been spotted by the coast guard:
a way of ensuring that when they are rescued, they are logged as the beneficiaries
of a search-and-rescue operation. At the moment all joint rescue operations in
hotspot areas are coordinated by Frontex with the participation of 18 EU MS.
Frontex guest officers (national border guards) operate in a supporting role most-
ly as screeners and debriefers, the support relates to document expertise, bor-
der checks, border control technology and profiling. Guest officers are members
of European Border Guard Teams (EBGT)’ which is composed of border guards
from the EU MS, experts in different areas of border management including air,
land and sea border surveillance, dog handling, identification of false documents
and second line activities such as establishing nationalities of irregular migrants

5 Lampedusa, Pozzalo, Taranto, Trapani.

6 Samos, Lesbos, Chios.

7 EBGTis governed by the Regulation (EC) No 863/2007 of the European Parliament and of the Council of
11 July 2007 establishing a mechanism for the creation of Rapid Border Intervention Teams and amending

Council Regulation (EC) No 2007/2004 as regards that mechanism and regulating the tasks and powers
of guest officers.
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detected at the border. According to Article 7 of the Regulation (EC) 863/2007,
the deployment of guest officers to provide support for a limited period of time
should take place in exceptional and urgent situations. Situations of this kind
would arise where a MS was faced with a mass influx of third-country nationals
attempting to enter its territory illegally which required an immediate response
and where the deployment of a Rapid Border Intervention Team would contribute
to providing an effective response. Article 6 defines tasks and responsibilities of
the members of the teams. Members of the teams shall have the capacity to per-
form all tasks and exercise all powers for border checks or border surveillance in
accordance with Regulation (EC) No 1051/20138. The details for each deployment
is specified in the operational plan of that deployment in accordance with Article
8e of Regulation (EC) No 2007/2004. Member States contribute border guards
to this pool based on the specific expert profiles developed by Frontex. Specific
English language skills are also identified in the profile.

2.2 Border intervention unit in Slovakia

Frontex demands in solving the issue of growing migration facilitated the set-
ting up a new border intervention unit in Slovakia. The Slovak Government ap-
proved the setting up of a 300-strong foreign police unit that will specifically
serve to protect the Schengen Area’s external borders at its special session held
on November 3, 2015. Prime Minister Robert Fico said that “if there’s a need to
mobilise such a unit abroad, we will be capable of providing 300 border guards
and equipment within 24 hours.” The operation of the unit is governed by the
Regulation of the Ministry of Interior of the Slovak Republic on Foreign Police
Unit (no. 40/2016) which came into force on the 14th April 2016. Article 1 states
that the unit shall serve the tasks related to the protection of EU member states’
borders and the third countries’ borders. According to Article 2, a member of the
unit shall, besides others, have a good command of the English language—B2 level
of Common European Framework of Reference for Languages. Article 4 defines
the recruitment conditions—English language examination comes to the front and
is performed by the Academy of the Police Force in Bratislava. The Regulation also
specifies the content and length of special language training for selected border
guards and the details for future deployment based on Frontex requirements, in-
ternational treaties or demands from other states approved by the Slovak govern-
ment.

According to data provided by the Bureau of Border and Alien Police of the Pre-
sidium of the Police Force of the Slovak Republic (National Frontex Point of Con-
tact—NFPOC), 297 border guards have applied for the position in the foreign unit

8 Regulation (EU) No 1051/2013 of the European Parliament and of the Council of 22 October 2013
amending Regulation (EC) No 562/2006 in order to provide for common rules on the temporary reintro-
duction of border control at internal borders in exceptional circumstances.

136



in the 2016°. Since January 2016 the Bureau of Border and Alien Police in coop-
eration with the Academy of the Police Force in Bratislava have organised three
selection procedures where 248 border guards took part at the English language
examination and professional knowledge interview. The results of the English ex-
amination for all three selection procedures turned out to be very positive as only
11 border guards failed. The rest, 237 also succeeded in the knowledge interview
and became members of the unit. Till today, only 40% of them have passed a spe-
cial English language course. The situation is very difficult because these border
guards have to be urgently deployed upon specific border protection requirements
and at the same time they need to pass an English course. To illustrate the current
situation—as of 31st August 2016, foreign unit officers have been deployed to the
missions in Slovenia, Macedonia, Greece and Italym.

Speaking about the English exam, it is made up of four papers developed to test
the general and specific English language skills. It consists of two sections: written
test and speaking. During the test, border guards are asked to perform tasks that
combine more than one skill. The test is further divided into reading, writing
and use of English. Reading shows how they can deal confidently with different
types of specialized text, such as Integrated border management, Fight against
irregular migration, Risk analysis, Travel document analysis, Visa practice, Asylum
procedure etc. In writing section the officers create one piece of writing, such as,
emails, proposals and reports. The officers test their use of English with different
types of exercise that show how well they can control grammar and specialized
vocabulary. The speaking test is taken face to face, with one candidate and two ex-
aminers (English teacher, border guard expert). This creates a more realistic and
reliable measure to check the ability to communicate in border related matters.

2.3 Language training needs assessment

One of the main objectives of this article is to bring in actual research data ob-
tained during the year 2015 in the context of specific language content syllabus
which is perceived obligatory for all language courses provided on European level
for border guards upon their deployment in Frontex missions.

In the year 2015 Frontex carried out the training needs assessment in EU MS,
added by internal assessment workshops with Frontex business units concerned.
In order to develop curricula and training of high quality and impact as well as to
meet the actual needs of stakeholders, Frontex has identified the necessity to im-
plement a standardized methodology for assessing the operational training needs

9 As of 31st August 2016.

10 Greece (Lesbos): 28 border guards, Frontex Joint Operation Poseidon; Italy (Lampedusa, Pozzallo,
Taranto, Trapani): 35 border guards, Frontex Joint Operation Triton; Macedonia: 75 border guards, Joint
patrols IPA II; Slovenia: 20 border guards, Joint patrols at external Schengen border.
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at Frontex level. The study focuses on a set of general and specific objectives in or-
der to identify training needs of the stakeholders involved (Member States—EBGT
pool and non-EU countries). Focus was established to collect information regard-
ing training needs determined in the course of joint operations. The purpose of
the questionnaire was to address the national stakeholders in a structured and
standardized manner by making use of national training coordinators, a network
of MS representatives in training appointed to Frontex. It consisted of a qualitative
part in the form of open questions as well as a quantitative part suitable for statis-
tical analysis. The questionnaire was structured into three subject areas: national
context of training, educational standards, thematic training support.

English language training was examined in both parts of the questionnaire. The
brief results of the study can be summarized as follows: in sections, where MS
were asked to indicate their priorities in the field of border guard training,
a strong emphasis should be put on training related to 1.risk analysis (95%),
2. document expertise (90%), 3. English language training (90%), 4. border con-
trol technology (85%), 5. profiling (80%), 6.laws and policies (75%), 7. search
and rescue (70%) and 8. crisis management (60%).

Referring to the type of potential English language training, the train-the-trainers
activities, courses, multipliers’ workshops and e-learning were considered of high-
est importance. In terms of the English language training content at national level,
all MS underlined the relevance of the Common Core Curriculum—CCC (EU Bor-
der Guard Basic Training). According to an updated version, Chapter 1.8 English
language training states that a border guard shall able to produce, understand and
write work-related phrases and dialogues in English on familiar matters regularly
encountered while they are carrying out their daily tasks. Each border shall be
aware that English language is important for their daily tasks at the border cross-
ing point or border surveillance on air, land or sea borders. The study results
show that the content of the specific English language courses cover the following
areas:

Personal presentation

Border guard’s organization, tasks,
competencies and equipment

Presentation of border guard’s work

Basic border guard’s vocabulary,
general definitions and specific
terms

Cross-border criminality
Asylum procedures

Profiling
Crisis management

Apprehending people, taking into
custody and returns

Giving information
Fundamental rights

Giving orders in force related situa-
tions

Documentation examination




As defined in CCC, upon the accomplishment of the course, a border guard shall be
able to e.g. list entry conditions for third-country nationals based on article 5 of
Schengen Borders Code, types of travel documents, types of means of transport
typical of the land, air and sea border, different vehicle/vessel parts, types of
goods transported in border crossing points, examine travel documents and verify
the authenticity of data, obtain information on a passenger’s purpose of visit and
verify their entry conditions, refuse the entry, issue and hand out standard refusal
norms and inform the person about the procedures, describe wanted or missing
people as well as stolen or seized objects, carry out checks of means of transport
etc.

A border guard is successful if the ratings for the following criteria are met:

¢ Pronunciation: Pronunciation, stress, rhythm, and intonation intelligible to the
border guarding community.

e Structure: Relevant grammatical structures and sentence patterns must be
used creatively and must be well controlled. Errors may occur, particularly in
unusual or unexpected circumstances, but rarely interfere with meaning.

¢ Vocabulary: Sufficient vocabulary range and accuracy to communicate effec-
tively on common, concrete, and work-related topics. Successful paraphrasing
when lacking vocabulary in unusual or unexpected circumstances.

e Fluency: Stretches of language at an appropriate tempo.

e Comprehension: Accurate comprehension on common, concrete, and work
related-topics. When a border guard is confronted with a linguistic or situa-
tional complication or an unexpected turn of events, comprehension may be
slower or require clarification strategies.

 Interactions: Immediate, appropriate, and informative responses. A border
guard deals adequately with apparent misunderstandings by checking, con-
firming, or clarifying.

Conclusion

All the above listed language skills and abilities form the answer to the question
why border guards need standardized English. During their deployment abroad
they are required to communicate a set of professional skills and to perform
particular job-related functions in the field of border protection. Their English
language skills should therefore reflect their native-language knowledge and skills.
The extended migratory pressure has established English language proficiency
requirements for all border guards operating in European Union Border Guard
Teams. These European standards require border guards to be able to commu-
nicate proficiently using special border check related terminology. All deployed
border guards must be proficient in the English language as a general spoken
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medium. Border guards frequently communicate with officers/pilots/navy crews
who speak accented English and must rapidly adapt to perceiving and understand-
ing foreign accented utterances. They are supposed to communicate effectively in
telephone/radiotelephone and in face-to-face situations communicate with accu-
racy and clarity, use appropriate communicative strategies to exchange messages,
recognize and resolve misunderstandings.
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Kreativni lektor znamena kreativni student

Monika Seveckova

Non scholae, sed vitae discimus.

Uvod

Prispévek se vénuje teoreticko-praktickému nastinu vyukovych metod, pouZiva-
nych ve vyuce ruského jazyka jako ciziho na Filozofické fakulté a Ekonomicko-
-spravni fakulté Masarykovy univerzity v Brné (Urovenn B1-B2) a reflektujicich
osobni zkuSenost autorky ve vyuce rustiny béhem poslednich péti let. Akcentova-
ny jsou otazky individualniho a kreativniho pristupu ve vyuce ve vysokoskolském
prostredi, tvoriva invence ze strany lektora i studentd, role rodilych mluvcich na
seminarich a mozZnosti studentskych projektt.

1 Metodologie vyuky ciziho jazyka

Cilem tohoto ¢lanku neni porovnani riznych védeckych pristupd a pojeti predmé-
tu didaktiky cizich jazykd, ale nahlédnuti na metodiky (alternativni i inovativni),
vyuzivané ve vyuce ruského jazyka, které koresponduji s principy moderni peda-
gogiky. Diraz je kladen na aktivitu studentd, vyssi kulturu vzdélavani a zavadéni
vyukovych metod pro rizné situace, které chapeme jako dynamické komponenty
ve vyukovém systému, v némz plni funkci informac¢ni vazby mezi lektorem a stu-

dentem (Manak, Svec, 2003: 13).

1.1 Zpétna vazba od studenti

Na zacatku aktudlniho semestru je studentiim, ktefi si vybrali v rdmci splnéni
minimalni jazykové kompetence jako cizi jazyk ruStinu, pteloZena vstupni anketa
(osobnostni dotaznik), ktera si klade za cil namotivovat studenty a zjistit jejich
potfeby (dominantni rysy studentd, oblasti zajmu pfi studiu ciziho jazyka). Ak-
tivity, metody, techniky a postupy, vyuzivané béhem vyuky, jsou zamérené tak,
aby reagovaly na potfeby tzv. komunikativnich a nekomunikativnich typl studentt
v oblasti akcentu obsahu/formy, prace s chybami, sluchovych/zrakovych vjemd,
indukce/dedukce; zde hraji velkou roli asistenti z fad rodilych mluv¢ich - viz
dale 1.2 (srov. Chodéra, 2006: 53). Z vystupni ankety, provadéné vzdy na konci
aktualniho semestru, vyplyva velka mira nutnosti korelace vyuky a potieb praxe
- vyuziti ciziho jazyka jak v budoucim zaméstnani, tak v pripadé cestovani nebo
studentskych vyménnych stazi. Na zakladé vysledki danych anket jsou priibézné
upravovany sylaby stavajicich kurzi, pripadné zavadény kurzy nové.
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1.2 ZvySovani kompetenci v ramci interkulturni komunikace

Dnes tolik akcentované aspekty interkulturni komunikace maji své misto také
ve vyuce cizich jazykd (srov. BerdiCevskij, Golubeva, 2015: 44-51). Jako vysoce
funkéni se ukazuje zapojeni rodilych mluvéich do vyuky, kdy pfedem urceny asis-
tent bud’ vede sdm ¢ast seminare, nebo, v piipadé, Ze na seminari je vice rodilych
mluvcich, jsou rozdéleni do skupin se studenty a hraji roli mentort. V pripadé pra-
ce ve skupinach s vice rodilymi mluvc¢imi je tvorivy proces lépe rozfazovan (faze
pripravna, latentni, inspiracni, ovéfovaci) a je mozné dat vice prostoru studentim
a respektovat jejich jazykové urovné (srov. LokSova, Loksa, 2001: 17).

Béhem dvousemestralni vyuky usilujeme o trénink vSech turovni interkulturni ko-
munikacni kompetence, tj. kognitivni/korHuTUBHBINH ypoBeHb (znalosti a Kkritic-
ké premysleni o jednotlivych kulturach), afektivni/addekTuBHbili ypoBeHb (Se-
bereflexe ve formé prijeti norem jiné kultury) a behavioralni/koMMyHHUKaTHBHO-
noBeZieHYecKuil ypoBeHb (komunikace v co nejprirozenéjsich situacich, asili byt
partnerem v modelovych situacich); studenti ziskavaji zkusenosti s jinou kulturou
a buduji si interkulturni citlivost (Berdic¢evskij, Golubeva, 2015: 50). Pti popisu
obrazki nebo komentovani videi vyjadtuji, co si o daném jevu mysli, co citi, pra-
cuji v tymech (napt. metodou ,365 - spolecné téma, skupiny po 6, kazdy clen 3
napady, celkem max. 5 minut, srov. Maniak, Svec, 2003: 164-167).

1.3 Kreativni pristupy

Vyuzivani kreativnich pfistupi béhem Kklasickych i aktivizujicich vyukovych me-
tod prindsi nejen oZiveni do jazykové vyuky, zvySeni vnitfni motivace studentd
a rozvoj jejich osobnosti, ale je i pro samotného lektora béhem pfiprav semina-
ri prevenci pred tzv. syndromem vyhoteni (srov. LokSova, LokSa, 2001: 6). Akti-
vizaci studovaného materialu zvysSuje prace s obrazovym materidlem, vyuzivani
mentalnich map i technik tviiréiho psani. Tyto postupy lze vhodné kombinovat
s domdci pripravou i se spontdnnimi zadanimi za dcelem posilovani Fecové i ko-
munikativni kompetence (srov. Chodéra, 2006: 55). Béhem vyuky ruského jazyka
byly vyzkouSeny rizné metody tvirciho vyucCovani, napr. heuristické, didaktické
hry, problémové tulohy, dramatizace aj. (srov. LokSova, Loksa, 2001: 101; Kotrba,
Lacina, 2011: 98-115).

1.3.1 Lexikalné-gramaticka cviceni

Kreativni pristupy lze vyborné vyuzit pti cvicenich, jejichz cilem je formovani ja-
zykové mentality, tedy pochopeni a uchopeni jazykového obrazu svéta, vyuky lin-
gvoredlii (ritudly, zvyky, metafory atd.). Pomoci mentalnich map, trénovani asocia-
tivnich cviceni lze identifikovat mentalitu naroda a prijimat cizi jazyk jako zrcadlo
kultury. Studentiim je nabizena diskusni metoda vyuky na zakladé interpretace
klicovych slov béhem tizené diskuse mezi dvéma skupinami, z nichz kazda haji
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jiny nazor a uci se cestou samostatného objevovani (napt. stereotypy a klicova
slova spojena s Ceskym prostiredim - Jan Hus, stovéZata Praha, lazné atd. a s rus-
kym prostiedim - vlast, Stédrost, briza, kaviar aj.). Pokud pfi takovém cviceni
vychazime z redlné situace (aktuality z kultury, politiky atd.) a studenti vyjadiuji
své postoje k dané situaci a hledaji feSeni, potom pfinasi tato situacni vyukova
metoda ztetelnéjsi propojeni vyuky s praxi.

Pro rozvijeni lexikalnich a gramatickych kategorii ve spojeni s vyukou realii lze
vyuzit slovesa pohybu napt. ve frazeologismech (napt. ugTu B ropy, BbICOKO HECTHU
roJIOBY, JIE3Th B JyIly, BBIHOCUTBH COp M3 u36bI aj.). Cviceni tohoto typu prohlu-
buji jazykovy cit, rozvijeji schopnost odhadovat vyznam neznamych slov, kritické
mysSleni, jazykovou inteligenci a v neposledni fadé interkulturni komunikaci. V pti-
padé, Ze lektor vyuziva ve vyuce slovniky a encyklopedie, mohou takova cviceni
prredstavovat dobrou moznost pro trénink prace s danymi zdroji za ucelem podpo-
ry ucebnich stylti studentl. Ukazuje se, Ze osvojeni dovednosti a zprostiredkovani
védomosti je diileZitou funkci vyukovych metod (srov. Maniak, Svec, 2003: 24).

Diskutabilni miize byt vyuziti prekladu béhem vyuky cizich jazykd. Zastavame
nazor, Ze je tato technika funkéni v téch pripadech, pokud napomaha aktivizovat
slovni zasobu, protoze miZze prinaset rychlejsi vysledky pii osvojovani ciziho ja-
zyka. Pokud budeme nahliZet na tuto otazku jako na moznost prekladat napri¢
jazyky (a kulturami) - nemusi jit tedy vzdy o pieklad cizojazy¢ného textu do rod-
ného jazyka - potom se mohou studenti navzajem obohacovat jednak jazykovymi
znalostmi, jednak zasazovat texty do SirSiho kontextu skrze redlie a lingvokulturo-
logické pozadi za ucCelem propojeni znalosti jazyka a duchovni i materialni kultury.
Pro upevnéni studovaného materidlu mnohdy staci tzv. pracovni preklad nazvi
textd, titulkd v novinach, refrént pisni atd.

1.3.2 Jazykova hra

Vyuziti jazykovych her je vhodnym prostfedkem, jak rozvijet u studentl tvarci
mysleni ve vSech jeho projevech - smyslovém (hra ,Co o¢i nevidi“ - poznavani
predmétli se zavazanyma ocima), usudkovém (hra ,MoZnosti vyuZiti“ - k ¢emu
zvlastnimu Ize pouzit béZzné znamy predmeét), metaforickém (hra ,Asociace naruby”
- vymysleni pribéhli se zadanymi slovy, které spolu zdanlivé nesouviseji), intui-
tivnim (hra ,Jak to dopadlo” - nové dokonceni zndmého pribéhu/pohadky/filmu
z pohledu jiné postavy, neZ ktera ptibéh v origindlnim podani vypravi/ukoncuje),
konvergentnim a divergentnim (hra , Co myslis?“ - nasledna prace s mentalni ma-
pou), srov. Loksova, Loksa, 2001: 22.

1.3.3 Neverbalni sdélovani

Pro trénink neverbalniho sdélovani, jehoZ neznalost zplisobuje mnohdy kompli-
kace pri komunikaci s cizinci, je vhodné zaradit do vyuky nazorné-demonstracni
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nebo dovednostné-praktické metody (prace s obrazky, instruktdZe, napodobovani,
kresleni atd.). Gesta (typicka pro ruské prostredi, odlisSnd od ceského, napt. vy-
jadfovani sympatii) 1ze studovat prostiednictvim ukazek z filma ¢i videoklipl;
pravidla chovdni na vefejnosti (napt na chodbé pred vstupem do restaurace
povazuji Rusové za neslu$né si upravovat uces nebo kravatu) pomoci uryvki
z kreslenych serialQ; frazeologismy (napt. vyjadiovani nalad - kusHymw 20410801j,
nosecums 20s108y) prostirednictvim zjednodusené divadelni improvizace aj. Tato
oblast jazyka, ktera je na pomezi frazeologie a neverbalni sémiotiky, ozivuje vyuku
a prinasi studentiim tolik akcentovanou potiebu prakti¢nosti jazykové vyuky.

2 Rustina jako cizi jazyk
2.1 Cteni

Zadani cteni je bezesporu jednou z klasickych vyukovych metod, nicméné k nému
lze pristupovat novymi zplisoby. Pokud vychazime z faktu, Ze kazdy student ma
své potreby (a navyky) Cteni (hlasité, tiché, rychlé, analytické, kurzorické (orien-
tacni), studijni, s pouzitim excerpce atd.), potom je nutné nabidnout takové ucebni
strategie a aktivné je vyuZivat (srov. Mandk, Svec, 2003: 45), které budou rozvijet
znalosti studentd do té miry, Ze budou schopni v cizim jazyce ¢ist a analyzovat
rizné typy textd (viz dale 2.3 - Portfoliové hodnoceni).

Ve vyuce klademe diiraz na anotaci (aHHoTauus), tedy stru¢nou informaci k po-
vaze textu, tematice a jeho zacileni. Student tak ziska rychly piehled prectenych
textli, miZe mezi nimi hledat souvislosti a miru relevance pro jejich dalsi studium.
Jednim z povinnych ukold pro studenty je sesbirat béhem prvnich tfi tydna se-
mestru databazi textd ze svého oboru (na zakladé osnovy kurzu), v nasledujicich
tydnech semestru s vybranymi texty na seminarich pracujeme, diraz je kladen na
predtextova cviceni i propojeni ¢teni a psani (napt. prevedeni textu do myslenkové
mapy, prepsani v podobé emailu kamaradovi nebo oc¢ima jiné osoby, nez ktera text

vypravi).
2.2 Poslech

Trénink jazykové kompetence poslech neni mezi studenty ptili$ oblibeny, a nabizi
se proto otdzka, pro¢ neni ze strany lektori vice zarazovan do vyuky cizich jazykd
s vyuzitim napf. tzv. predposlechovych cvic¢eni. Na zakladé vyzkumu odborniki
nejen z fad pedagogii se jednoznacné ukazuje, Ze se jedna o jednu z klicovych
kompetenci a v dnesni dobé diky masmédiim (moZnost sledovani televize on-line,
FB, Skype, videokonference aj.) o velice potfebnou jazykovou dovednost. BEhem
poslechovych cviceni se potvrzuje, Ze ,zpisob kédovani informace v dobé uceni

vivs

rozsahle plisobi na jeji pozdéjsi reprodukci” (Sternberg, 2002: 238).
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Studenti se mnohdy obavaji poslechovych cviceni z divodd neziretelné vyslov-
nosti mluvciho (v pripadé autentickych materialti neni vhodné pouZzivat zdroje,
pokud ma mluvci logopedickou vadu nebo pouziva dialekt), rychlého toku fteci
(je vhodné pro studijni potfeby poslechy zpomalit) nebo chybéjicich kontextual-
nich znalosti (tento prip. nedostatek backgroundu je mozné doplnit pravé pomoci
predposlechovych cviceni). Jako funkéni se jevi trénink jak kratkodobé, tak dlou-
hodobé paméti (odkazovani na jiz absolvovana poslechova cviceni napr. v ramci
rozcvicek; referovani k prozitym situacim, presun informaci do dlouhodobé pamé-
ti na zakladé organizovani informaci, napt. prostrednictvim myslenkovych map),
srov. Sternberg, 2002: 208, 238.

Kromé samotnych poslechovych cvi¢eni doporucujeme trénovat se studenty
(napt. v rdmci tzv. jazykovych rozcvicek) foneticka cviceni s dirazem na tu ob-
last, kde mutze kvili chybé ve vyslovnosti dojit k zdméné, neporozumeéni atd. az
smérem Kk interferenci (naptl. 6uth/6bITh; ¢ MKpo# [sykroj]; pozor/mosop atd.).
Béhem samotnych poslechovych cviceni posilujeme rizné techniky s tim, Ze se
jako vhodna jevi jejich prip. kombinace - polovina studentii pracuje s poslechem
technikou ,shadowing” a druha polovina technikou , psani poznadmek” a po splnéni
zadani (napt. oteviené otazky, MCQ) dojde k vyhodnoceni, ktera z technik prinesla
lepsi vysledky a jak Ize zvySovat Uspésnost pri poslechovych cvicenich.

2.3 Portfoliové hodnoceni

V nékterych kurzech ruského jazyka na MU nejsou studenti testovani prostred-
nictvim klasickych pisemnych test(i, ale na zakladé tzv. portfoliového hodnoceni,
tedy skrze dil¢i tkoly, které béhem semestru plni. Zapocet (zkouSku) ziskavaji
po secteni bodového ohodnoceni jednotlivych tkolt (min. 75 % z kazdé hodnoce-
né polozky, tj. mluveni 30 %, psani 25 %, ¢teni 25 %, poslech 20 %). Do polozky
mluveni spadaji aktuality (kontrola na zacatku kazdého seminare) a prezentace
(ve zkouSkovém obdobi), do polozky psani resumé (v délce 1 NS) zvoleného textu
z oboru studenta (v délce 8-10 NS) a pisemny feedback daného resumé studentli
navzajem. V poloZce Cteni je hodnocena prdce se zadanym textem (v délce 15 NS),
v poloZce poslech pisemné shrnuti zvolené predndsky (v délce 5-8 minut). Studenti
plni tkoly priibézné, pracuji s aktualnimi materialy a ,zivym jazykem“ (ne s di-
daktizovanymi texty).

3 Priklady z praxe

Studentlim je na zacatku semestru nabidnuta moznost ucastnit se (jako skupina,
kterou obvykle tvori 8-15 studentii) studentského projektu (,Novinar“, ,Sdileni
videi", ,Tiskovka“). Zajem studentli se na jednotlivych fakultach 1isi (rusky jazyk
jako cizi je Centrem jazykového vzdélavani nabizen na péti fakultdch MU), nicmé-
né prinasi dobré vysledky.
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Studenti na projektu priibézné pracuji béhem semestru a vysledek zpravidla pre-
zentuji ke konci semestru; béhem spolec¢nych prezentaci aktivné trénuji jak poro-
zuméni psanému a mluvenému projevu (verbal comprehension), tak slovni poho-
tovost, spontaneitu (verbal fluency) (srov. Sternberg, 2002: 346). Tento typ cviceni
zohlediiuje styly a strategie uceni, reflektuje jednotlivé typy studentd (vizualni,
auditivni, kinesteticky, srov.Lojova, VIckova, 2011: 48-55). Aktivni zapojeni se
do studentskych projektd je soucasti portfoliového hodnoceni, studenti v téchto
projektech dosahuji co do uspésnosti procentualné vysokych vysledkd.

3.1 Novinar

v

Studentsky projekt ,Novinar“ je urcen predevsim pro studenty filologickych obort
a studentdm Fakulty socidlnich studii a si klade za cil rozvijet jazykové schop-
nosti v akademickém prostiedi. Studenti mapuji diskutovana témata a udalosti na
seminafich ruského jazyka, aktualni politickou situaci v Rusku a Ceské republice,
ale i zajimavé momenty na své domovské fakulté a vytvareji poster obohaceny
fotografiemi, grafy, mapkami, tzv. bublinami s komentari k fotografiim atd. Svij
projekt prezentuji ke konci semestru, ¢imz posiluji i své prezentacni dovednosti.

3.2 Sdileni videi

Diky spolupraci s Jazykovym centrem Univerzity v Helsinkdch probiha studentsky
projekt ,Sdileni a komentovani studentskych videi“ Studenti maji za kol ve dvo-
jicich natocit (napr. na mobilni telefon) kratké video (5-8 minut) v rusting, které
reflektuje jejich studium, Zivot ve mésté, svatky dané zemé atd., a vlozit video na
web, kde probihd naslednd diskuse a komentare ze strany studentd, zapojenych
v tomto projektu (yammer.ru). Kromé debaty nad obsahem videi mohou studen-
ti vkladat k videim i titulky (v rustiné, angli¢tiné€), a zvySovat tak své jazykové
i interkulturni dovednosti. Lektor se diskuse ucastni jako pozorovatel, cilem ne-
ni opravovat prip. jazykové chyby, ale povzbudit studenty k rozvoji mezikulturni
komunikace. Ukazuje se, Ze pokud se studenti mohou navzajem obohacovat (na-
vzajem se timto zplisobem ucit) vné uceben, pristupuji k tomuto tikolu svobodnéji,
nemaji strach z ptipadnych chyb a buduji kromé jazykovych kompetenci také nova
pratelstvi.

3.3 Tiskova konference

Studentska tiskova konference je projektem, ktery neni vazany na konkrétni fakul-
tu; jeho cilem je (na zakladé domaci piipravy) cca hodinova rozprava na predem
dohodnuta témata. Jako vzor je studentlim nabidnuta ukazka televizni debaty se
znamou osobnosti, kterd reaguje na dotazy moderatora a debatuje o aktudlnich
a spolecensky zajimavych tématech. Studenti v rdmci domaci ptipravy pracuji s vi-
deem, rozstrthanym na jednotlivé tematické bloky. Na zakladé témat, studovanych

Informativni ¢lanek / Exploratory Article 147



béhem semestru, jsou pro potieby ,Tiskovky“ studenti rozdéleni na odborniky
(napt. politika, masmédia, uprchlici ekonomické vyhlidky atd.), ostatni jsou v roli
novinari. Ti, kteff budou vystupovat v roli odbornikd, si pripravi glosar se slovni
zasobou ke své odborné oblasti, novinari si pripravi pét otdzek pro kazdou oblast
diskuse. Studenti-novinafi kladou otazky studentiim-odbornikiim, vSe se nataci na
video pro zpétnou vazbu, kterou (v pisemné podobé) jednak poskytuje lektor stu-
dentim, jednak studenti sobé navzajem. Tzv. role-playing game si postupné ziska-
va v Ceském vzdélavacim systému své misto a velmi posiluje autonomii studenti.

Zavér

Kreativni pristupy vyzaduji do jisté miry nové pedagogické mysleni a kombinovani
klasickych vyukovych metod spolu s inovacemi ¢i zavedeni metod aktivizujicich.
Pokud takové vyukové metody reaguji na potieby studentd (ktefi si postupné vy-
tvareji pro né tolik vyznamny vlastni ucebni styl), bezesporu prinaseji vysledky jak
béhem samotného testovani (funkce zprostredkovani védomosti), tak v piipadé, ze
se studenti po dokonceni studia dal setkavaji s cizim jazykem ve svém zaméstnani
(aktiviza¢ni a komunikacni funkce).

Vyuzivani herniho prvku béhem vyuky cizich jazykl povzbuzuje ptirozenou souté-
Zivost, zajem o nové znalosti, aktivizaci feci a jeji spontdnnost a udrzuje védomou
pozornost studentli béhem vyuky. Spravné nacasovani a pouzivani jazykovych,
fecovych i komunikativnich her trénuje a rozsifuje slovni zasobu, uci diskutovat
a hajit sviij nazor, rozviji osobnost student.

Vyucovaci styly lektora jakozto soubor vyukovych metod mohou byt relativné sta-
bilni, nicméné se ukazuje, Ze je vhodné a nutné je zkoumat a ménit. Diky vytva-
feni co nejredlnéjsSich situaci béhem vyuky dochazi k budovani dostate¢né (se-
be)motivace studentt jak ke studiu ciziho jazyka samotného, tak k jeho pouzivani
mimo vysokou Skolu. Pokud jsou studenti ochotni projevit flexibilitu, zvidavost
a fantazii, potom se studium ciziho jazyka muze stat zabavou.

V dobé modernich technologii, globalizace a sociokulturnich zmén se jevi pomérné
zasadnim povzbuzovat ke studiu cizich jazyki, rozvijet interkulturni komunikaci
a poznavat jazykovou mentalitu jinych narodd. A pravé povzbuzovani ke kazdo-
dennimu pouzivani ciziho jazyka a posilovani odborného vzdélavani dokazuje, Ze
se neucime pro skolu, ale pro Zivot.
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Google Docs in language teaching and learning
Stépanka Bilova

Abstract: A shared online environment enabling multiple users to edit documents simultane-
ously, e.g. wikispaces or Google Docs, has become very popular in classes focused on develop-
ing writing skills or in any language classroom. This paper provides an overview of literature
dealing with the use of Google Docs in teaching and then presents tried and tested Google
Docs activities which proved to be effective within university ESP courses not specialized in
writing. The examples are taken from the context of legal English; however, they can be easily
adapted to other professional, academic or general settings. The activities concern mainly in-
class situations and they exploit Google Docs as a tool which facilitates fulfilling learning tasks,
rather than employing Google Docs as the main instrument of enhancing the skills.

Key words: Google Docs, English for Specific Purposes (ESP), legal English, language teaching,
technology

Introduction

Google Docs (officially Google Documents) belong to the group of free services of-
fered by Google Drive (Google, 2016), or this tool can be looked upon as one of the
applications of Google Apps Education Edition which is a suite of communication
and collaboration applications designed for schools and universities (Google Apps
Education Edition, 2016).

Google Docs is an example of cloud software, a word processing tool, which en-
ables multiple users to run the same document concurrently. There is a num-
ber of other similar cloud software, e.g. wikis, iWork, Microsoft Office 365, QUIP,
however, the key advantages of Google Docs is its availability for various devices:
computers and laptops with all operation systems, iPads, iPhone, Android tablets
and phones, being free of charge for all gmail holders and the possibility of simul-
taneous work for a high number of persons. Google Documents can be private,
can be shared either with selected users or with general public, all changes to the
document are saved automatically and it is possible to revert back any previous
version of the document. Those who have no experience with using this tool can
find plenty of online resources, such as articles, ppt presentations or video tuto-
rials. Detailed information on the work with Google Docs, including instructional
videos, can be found e.g. at Google (2016).

Google Docs as an example of Web 2.0 tool allow any Internet user to collabo-
rate and share information online, thus moving them from a passive consumer
to an active producer (Thomson, 2008). When implemented for teaching pur-
poses, Google Docs can, thus, not only facilitate work, but can offer new and
exciting opportunities, e.g. providing immediate feedback, or generating various
types of student-created content. We can think of an unlimited number of ob-
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jectives which could be achieved by using Google Docs for teaching and learning
purposes. Google itself provides tips on using their applications for educational
purposes. The presentation of Stigliz (2016) shows possibilities how to implement
Google Docs and other applications “in meaningful ways in your classrooms to
increase efficiency, collaboration and engagement” and Google Apps Education
Edition (2016) provides a detailed overview of Google Docs features applicable for
enhancing writing skills. Literature identifies several areas where this tool proved
to be successful, collaborative learning and writing being the most common. Pa-
pers on Google Docs can be divided into two kinds: those dealing with research
and those giving practical tips for the classroom. This article presents an overview
of both types.

After reviewing the literature on the use of Google Docs in education, the paper
narrows the focus on English for Specific Purposes (ESP) and presents a series of
tried and tested activities with the use of Google Docs. The examples are taken
from legal English courses; however, they can inspire any other ESP teacher. The
conclusion offers suggestions for instructors who are not familiar with using this
technology in their teaching.

1 Literature review

Google Docs have been used in language teaching and learning since its introduc-
tion in 2006, however, we can find studies evaluating the effectiveness and/or
benefits of implementing this tool in various subjects. Since many results from
other areas may bring pedagogical guidelines applicable in language classes, the
following literature review is not limited only to language teaching. The review
is divided into two parts, the first covers research and the other sharing good
practice without carrying out any scientific studies.

1.1 Research

As Yu-Tzu et al. (2015) point out the research regarding the features of Google
Drive or Google Docs remains limited. By September 2016 Web of Science recog-
nized 61 papers dealing with the topic of Google Docs in the category Education
and Educational Research. Only some of them covered Google Docs as the main
subject of research, others employed this tool as a means to achieve results. The
overview below shows the variety of research and cites the main results.

1.1.1 Google Docs and collaborative learning

Several authors studied various kinds of impact of Google Docs on collaborative
learning by comparing the work of two groups of learners: one group employing
Google Docs, the other using either traditional face-to-face setting, or another
electronic tool. Liu and Lan (2016) examined motivation, vocabulary gain, and
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perceptions of online learning environment in university English classes by adopt-
ing sociocultural and cognitive theories. The statistical analysis of the data proved
that the collaborating Google Docs group had better vocabulary gain, higher levels
of motivational beliefs and self-efficacy and a lower level of test anxiety as well
as more positive perception towards web-based learning. Dawson (2015) report-
ed the results from qualitative and quantitative research in a legal translation
course bringing evidence that using Google Docs enhanced the students’ engage-
ment with the learning material, which led to a deeper level of learning. Ishtaiwa
and Aburezeq (2015) investigated the impact of Google Docs on collaboration in
a variety of assignments in the Instructional Technology course for pre-service
teachers. Their findings revealed that this application promoted student-student
and student-instructor interactions and had the power to improve student-content
and student-interface interactions. Liu et al. (2015) analyzed the negotiated in-
teraction of university students in English classes when collaborating in Google
Docs and the results showed that active collaboration positively affected vocab-
ulary development. Mehlenbacher et al. (2015) were interested in how students
enrolled in technical and scientific communication online courses negotiated their
collaboration in Google Docs and how they learnt. They found out that students
struggled most with adapting their already established collaborative strategies to
a new environment, however, the results suggested that effective collaborative
experiences, if properly executed, could represent competences which go well be-
yond their assignments. Chu and Kennedy (2011) compared the use of MediaWiki
and Google Docs for knowledge management and collaborative learning in the
Information and Management program. The qualitative and quantitative analysis
indicated that the majority of participants found both tools effective and easy to
use. MediaWiki was found more effective, however, many students highlighted the
user-friendly features of Google Docs.

Google Docs have been also employed for collaborative note-taking and concept
mapping which can be considered as specific examples of collaborative learning.
Orndorff (2015) describes research on student note-taking in social science class-
es. His project attempted to fight the key shortcomings of individual note-taking
by collaborative note-taking using Google Docs and the findings indicated that this
type of note-taking had improved student performance, measured by grades and
by external student learning outcomes. Yu-Tzu et al. (2015) studied the effective-
ness of using Google Docs in collaborative concept mapping in a physics course by
comparing it with a paper-and-pencil approach. The results showed that although
the use of Google Docs did not significantly affect achievement, it fostered concept
representation and enhanced attitude toward the subject.
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1.1.2 Google Docs and collaborative writing

The researchers studying outcomes of using Google Docs for collaborative writing
analyzed various features of the process or results. Suwantarathip and Wichadee
(2014) studied differences in students’ writing abilities in the English language
classroom. The results showed that the Google Docs group had a better perfor-
mance than the face-to-face group. Kessler et al. (2012) explored how Google Docs
affect the process of writing in the work of highly-proficient non-native English
speaking students engaged in a collaborative writing project. The study revealed
that students focused more on meaning than on form as they created texts, al-
though grammatical changes made were overall more accurate than inaccurate.
Lin and Yang (2013) explored undergraduates’ experience with and perceptions
of integrating Google Docs and peer e-tutors into an English writing course. This
socio-cultural study revealed that most students showed positive attitudes to-
wards using Google Docs in combination with e-tutors and reflected that Google
Docs provided them with meaningful peer interactions. Zou et al. (2012) studied
the effectiveness of Google Docs in a collaborative writing task for a psychology
course. While they report that there was no significant effect of using Google Docs
as measured by students’ assignment grades, the study showed enriched learning
experience for students.

1.1.3 Shortcomings and challenges related to the student use of Google Docs

The research reports that the most common problem concerns technical difficul-
ties: students can struggle with the use of Google Docs or they may not fully
understand the features of this tool (Zhou et al., 2012, Orndorff, 2015; Ishtaiwa
and Aburezeq, 2015), specifically they report formatting and editing problems
(Chu and Kennedy, 2011; Lin and Yang, 2013). Further, Google Docs as an online
collaboration tool may be subject to certain negative learning experiences, e.g.
students might feel uncomfortable about sharing knowledge, commenting on or
changing the work of others (Liu and Ho, 2014; Suwantarathip and Wichadee,
2014). As far as collaboration in Google Docs as such is concerned, researchers
argue that it is the lack of social skills that comes into play and prevents successful
collaboration (Zhou et al, 2012) and Ishtaiwa and Aburezeq (2015) identified
students’ lack of teamwork skills and the availability of faster and more accessible
communication applications as factors which limit the effective use of Google Docs
for collaboration. Nevertheless, the mentioned shortcomings do not represent the
general picture, as a whole, the research shows that the majority of students view
the collaboration with the use of Google Docs positively.
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1.1.4 Google Docs and instructors’ perspectives

Many of the above mentioned papers include information concerning the perspec-
tives of instructors teaching in the courses which employed Google Docs. They
repeatedly appreciate that Google Docs enable them to monitor student progress
closely and to provide feedback instantly (Chu and Kennedy, 2011; Suwantarathip
and Wichadee, 2014; Kessler et al., 2012). Teachers also consider Google Docs
an effective tool for managing students’ collaborative group projects (Chu and
Kennedy, 2011), for encouraging flexible pedagogical practices, developing stu-
dent autonomous language learning abilities and bringing new writing opportuni-
ties (Kessler et al,, 2012) and for enhancing students’ motivation and involvement
(Liu and Lan, 2016).

The qualitative study of Cahill (2014) examines solely university professors’ per-
ceptions of integrating Google Apps into teaching. The overall results indicate
that the professors perceived using Google Apps beneficial; the key advantages of
using Google Apps for collaboration covered the number of people being able to
work simultaneously, being web-based and meeting virtually without the need to
schedule. The main disadvantages concerned the necessity of instructions when
accessing tools and the fear of losing information or the system going down.

To summarize the results of research, in spite of several shortcomings Google
Docs proved to be a powerful and flexible tool for a (language) classroom and
are generally recommended for facilitating collaborative work of students. Some
authors (Cahill, 2014; Mehlenbacher et al., 2015) perceive work with Google Docs
as a way of preparing students for future careers since both academic and non-
academic environments search for candidates with good communication and col-
laboration skills. It is, however, necessary to emphasize that most students and
teachers are not familiar with Google Docs and although it is quite easy to work
with this tool, it is recommended to provide careful in-class Google Docs instruc-
tions.

1.2 Literature on classroom use and useful online resources

Teachers searching for tips and advice concerning the use of Google Docs in teach-
ing will find the abundance of links on the Internet. This paper will mention
several of them by pointing out why they may be worth reading.

1.2.1 Sharing good practice from the classroom

Kongchan (2013) shows how a university language teacher can make use of
Google Docs; he describes the methodology used and provides practical sugges-
tions for the work. Hedge (2013) provides clear and to-the-point lists of Google
Docs activities and their benefits. Carey (2014) gives an overview of 10 practical
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and useful options which help teachers with their work. Thucker (2012) shares
practical tips why and how to use Google Docs in combination with a little instruc-
tional manual. Applied Educational System Blog (2016) shows benefits of hav-
ing lesson plans as Google documents and provides several useful links to other
resources. Gonzales (2016) describes interesting Google Docs tasks and projects
which support student creativity.

1.2.2 Using Google Docs for managing class work

Firth and Mesureur (2010) present a complex use of Google Drive tools in
university language courses. Not only do they describe the benefits of Google
Docs teaching, they also demonstrate the management of teaching assignments,
homework production and submission, self-assessment and peer-assessment and
course feedback. Slavkov (2015) presents a sample organization template for
a writing course using Google Docs. He provides examples of specific tasks as
well as the management of content in Google Docs and lists the advantages of
this online environment. Marshall (2016) focuses on supplementary tools that
help teachers manage the “multitude of documents” which they create or col-
lect. He recommends two applications: Doctopus, which organizes, manages, and
optimizes student projects made in Google Drive, and Autocrat, which provides
personalized documents for students.

2 Google Docs and English for Specific Purposes (ESP)

In the following the term ESP will be considered in the meaning of Dudley-Evans
and St. John (1998), i.e. encompassing English for Academic Purposes and En-
glish for Occupational Purposes. As Google Docs classroom activities are mainly
connected to writing, this part of the paper recalls the main differences between
ESP and English as a foreign language (EFL) as far as the use of technology and
teaching writing are concerned.

2.1 The use of technology in ESP instructions

Dashtestani and Stojkovic (2015), who explored previous research on the topic of
technology use in ESP, point out that including technology in ESP instruction may
pose more considerable challenges than in EFL instruction because ESP teachers
need to take into account both language and content. The use of technology in ESP
classes must be therefore preceded by knowing the needs of learners and deciding
particular goals to achieve the needs. The technology should be implemented in
such a way as to support these aims.

If we search for the use of Google Docs in ESP teaching, we find out that al-
though informal sharing good practice among ESP teachers clearly indicates that
Google Docs have become popular in the lessons of many of them, there has been
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no research dealing specifically with Google Docs in ESP teaching. Dashtestani
and Stojkovic (2015) thoroughly analyzed 55 empirical studies by means of the
technology typology of Golonka et al. (2014). Neither the typology, nor the re-
searched studies included implementing Google Docs, however, this tool shares
similar features to wikis as both of them are used for collaborative writing. The
results showed that the use of wikis in ESP instructions can improve students’
academic writing skills as well as support collaborative learning and increase stu-
dent participation in the classroom. Similar tendencies have been observed in the
classroom use of Google Docs, however, there is no empirical evidence to prove
such statements.

2.2 ESP and writing

Writing in ESP classes differs from EFL classes in such a way that it is not simple
“writing”; ESP teachers must teach particular kinds of writing which are expected
in that particular academic or professional contexts (Hyland, 2013). Instructors
therefore need to choose tasks according to learners’ needs and according to gen-
res which their profession aims at.

New forms of technology may bring variety into teaching writing, yet, they also
bring new challenges as instructors need to consider not only the nature of tasks,
but also nature technology, e.g. they must ask if the choice of technology reflects
the types of writing being used in the class (Bloch, 2013). An illustrative example
can be Twitter which encourages short forms of more informal language. If we
consider Google Docs, its nature supports collaboration which fits rather well with
goals of many academic and professional positions. On the other hand, Google
Docs can be employed as a means to support learning in general: instant feed-
back to writing may provide more scaffolding when learning particular genres, or
short writing tasks in Google Docs may enable a quick diagnosis of the student
knowledge.

2.3 Tried and tested activities from an ESP classroom

The following examples of tried and tested activities with the use of Google Docs
are taken from a regular ESP course, i.e. not specialized in writing, at the Faculty
Law, however, it is believed that they may inspire other ESP teachers as well. The
examples include neither out-of-class individual writing assignments nor those
instances which employ Google Docs for class management in the sense of Firth
and Mesureur (2010).

2.3.1 Writing tasks made new

Any in-class writing can be done in Google Docs, the task remains the same and it
is the use of technology that makes the difference. It helps the teacher monitor the
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work of the whole class, brings variety into the known tasks and students usually
find it easier to write on the keyboard than on paper.

The task can involve any field specific genres, in legal English classes e.g. a letter
to a client (it may be a follow-up after an interview) or to another party, a mem-
orandum, a case brief. It can be recommended that students write the piece in
groups of three. The teacher prepares, in advance, one shared Google document in
which each group has their space, e.g. one page for one group with the headings
Group 1/2/3/...and the instructions. The teacher shares the link with the class
(e.g. via sending an email) and students can start working. The teacher monitors
student writing as it appears in the document on his/her laptop/mobile device or
the classroom computer and provides various forms of feedback: e.g. immediate
or postponed, written (writing comments into Google Docs, colouring problematic
parts) or oral (to the group, to the whole class). Google Docs environment can
be also successfully used for peer reviewing as students can be easily assigned
another groups’ writing to give feedback.

Writing is sometimes used as a summarizing activity after previous reading,
speaking, or listening tasks. If done in Google Docs, it will help the teacher check
student understanding of the concepts. We can describe a situation from legal
English: students complete listening tasks with a video related to arresting and
appearing in court. The scenes are short but attractive, with an original twist and
students are exposed to useful legal English vocabulary and collocations. After
finishing the video activities, the teacher summarizes the content in the class
to make sure students understood and then groups of three are asked to write
a summary into a prepared Google Doc. Students are required to use new vocab-
ulary: Miranda warning, to waive, obstruction of justice, plead not guilty, bail. The
teacher monitors the work and can identify problems in language, or understand-
ing, e.g. the difference between “to waive his right” and “to waive reading”.

2.3.2 Short writing tasks to introduce a new topic or to revise

The following tasks are very flexible, they can be used e.g. to brainstorm ideas,
introduce a new topic, check understanding, reinforce the knowledge, or revise
the previous topic.

The examples in this paragraph involve various forms of group work. The first
task can be done as a competition: The teacher prepares a Google document with
a text with factual/conceptual mistakes for each group to correct them. In the
second task, the groups change turns and work on more pieces of writing; it is
practical to number the texts, then after 2 minutes of writing, groups move to
a text with the subsequent number: The teacher prepares a Google doc with be-
ginnings of several texts concerning a specific topic and groups take turns to con-
tinue in what is already written, e.g. the beginnings prepared for legal English “Pat
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Smith was charged with murder ..”, “Jane Watson sued her neighbor ..". Instead
of providing the beginning of the text, the teacher can opt for another prompt
to start a text, e.g. pictures. The last example can be named as jigsaw writing:
The teacher prepares a Google doc with one rubric, table, or chart with missing
information to be filled in by all groups; each group is to work on the whole piece
or on a different part, e.g. advantages, disadvantages, or features of different forms
of business (sole trader, partnership, limited company, unlimited company).

A Google Docs writing activity which greatly profits from the fact that the teacher
can promptly react to any difficulties is Dictogloss. This is a type of dictating
activity when the dictation is done in a normal speed; students just note down
key words and then reconstruct the text in groups. It is regarded as a complex
task—Ilearners practice listening, writing and the correct use of vocabulary and
grammar. As an introduction to a new topic in legal English, the teacher can dic-
tate a dictionary entry of “family law”. Dictionary definitions usually include long
and dense sentences; students therefore appreciate working in groups as well as
the teacher’s immediate help.

2.3.3 Vocabulary logs and glossaries

ESP courses involve many technical terms and concepts; the knowledge of spe-
cialized vocabulary is important for learners to become fully-fledged members of
a particular community (Coxhead, 2013). It may be, thus, useful for students to
keep their learning logs or glossaries. Such logs can also become collaborative
work of the whole class. The topics are divided into the class—each group or
pair is responsible for one area. The log is created as a Google Doc during the
course and completed mainly out of the class, the whole class being responsible
for the result. It can include vocabulary, explanation of terms, overviews of the
topics covered in the course. The material is then available to all students, they
can download it and use it in any way they like. Lists of vocabulary and terms
can be also uploaded into other interactive applications (e.g. Memrise, Quizlet) to
generate more practice for students.

2.3.4 Final thoughts on Google Docs in the classroom

What teachers usually appreciate most about Google Docs in the classroom is the
possibility of monitoring students’ writing progress as this provides them with
a useful diagnosis of student knowledge as well as problematic areas. Also, the
majority of students feel comfortable with using the keyboard and they write
longer pieces of text compared to a pen and paper. Although Google Docs are
practical and easy to use, teachers should always be aware of the fact that the
work with Google documents may be limited with the accessibility and the speed
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of the used online technology. If somebody wishes to start with Google Docs for
teaching, it is good to take time and not to be discouraged by any difficulties.

Conclusion

The paper presents a summary of findings from the research dealing with Google
Docs as well as practical tips for the language classroom. Its main aim is to
provide inspiration for those who may not be very familiar with this tool. It is
important to stress that like with any technology in teaching, employing Google
Docs needs to time evolve in such a way that the teacher feels comfortable using
it. Then, if implemented purposefully and based on student needs, technology can
facilitate student learning (Marshall, 2016). If a teacher does not have any experi-
ence with online technologies and wishes to get started with them, it is advisable
to take small steps to explore them and experience their advantages (Thomson,
2008).

Bloch (2013) points out that as far as implementing technology is concerned,
ESP teachers need to be flexible in deciding the kinds of tools they would like
to use depending on the problem they need to address. Teachers can find a vast
amount of information about the use of Google Docs for teaching and learning,
nevertheless, it is the individual teacher’s role and responsibility to integrate this
tool meaningfully into their own lessons.

Our experience as well as the research show that Google Docs can engage stu-
dents, raise motivation, they may bring variety into known activities and they
enable teachers to see student difficulties quite promptly and at the same time
to respond readily. Moreover, instructors find out that Google Docs and similar
technologies are associated not only with social communication, but also with
richer learning experience and opportunities for playfulness (Cheung and Vogel,
2013).
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Encouraging students’ independence and motivation
in a virtual classroom

Hana Katrnakova

Abstract: This paper is devoted to the encouragement of students’ independence and moti-
vation through interactive tasks, which are used in videoconferencing (VC) environment, the
use of information and communication technology (ICT) and social media tools for creating
a community of practice communication within which authentic and meaningful tasks and
activities in multicultural ESP and EAP classes can be carried out. It focuses primarily on
tasks, which work both in an intercultural virtual classroom and a standard, homogeneous
class. Samples of end-of-course feedback reflecting students’ experience, and their personal
and professional feelings of achievement at the end of the course are also included in the text.

Key words: Asynchronous Communication, ESP, EAP, ICT, Motivation, Synchronous Commu-
nication, Videoconferencing

Introduction

The language centres at Masaryk University and Aberystwyth University have
been using videoconferencing (VC) technology for teaching purposes since re-
search carried out within the Invite project (Hradilova et al., 2011)led to the
project team developing a methodology for the effective use of videoconferencing.
It also resulted in, a training course being developed, with a number of tasks as
well as short guides for students and teachers in English, German, French, Spanish
and Czech. All the results, including the methodology handbook, are accessible on
the internet at http://invite.cjvmuni.cz. The project was successfully completed in
2008, and since then, the team has shared their experience with different forms
of running VCs, extending their expertise and the team of teachers they cooperate
with and the Language Centre has established further contacts with other Lan-
guage Centres abroad, e.g. in Finland, Germany and the Netherlands.

VCs allow students to practise and develop a range of skills during synchronous
communication, which is understood as communication occurring synchronously
in real time in a virtual classroom, where students in different places meet and
communicate as if they were in a standard classroom with the help of technology,
which transmits picture and sound with a slight delay. Speaking and listening
skills and soft skills are thus developed in a multicultural and multi-ethnic en-
vironment. As will be illustrated below, throughout the course students improve
their soft skills in a foreign language since they practise negotiation, argumenta-
tion and prepare mock trials. They also prepare group presentations for which
they conduct surveys, develop web pages and improve their teamwork. Since stu-
dent discussions take place in an international environment in which students use
English as a lingua franca, they also more naturally use the language and focus on
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exchange of information, opinions and experience. Additionally, they learn about
other cultures and discover for themselves the peculiarities of communication
with speakers of other languages through English. They quickly grasp the tech-
nical skills needed for successful communication in this forum. The synchronous
communication is supported by asynchronous communication, which may occur
at any time pre- or post-VC; for instance: through closed group discussions on
Facebook, students practise their writing skills (both informal when they share
opinions and information) and formal (when they provide a summary of their
presentations and invite students for their talks).

Creating a relaxed atmosphere and fruitful environment in which student will-
ingness to communicate, co-operate and exchange ideas can be generated and
supported is a challenging task for most ESP and EAP teachers in tertiary level
courses.

There may be a number of reasons why teachers consider using modern ICT
in their classrooms. It may be the fact that students like technology and typi-
cally come to classes with their smart phones, tablets and laptops; they make
widespread use of it for study and private purposes and are usually familiar with
the communication style when using social media tools. It is natural for students
nowadays to be on-line 24/7 and to communicate via Facebook and other social
medial tools, and therefore less face-to-face. In ESP classes, we try to exploit ICT
skills to reach the goals set in courses designed to support the development of all
four language skills through meaningful activities that will be interesting for and
appealing to students.

1 Background

As a teacher of legal English and a teacher trainer since 1995, I have been ob-
serving changes in terms of using technology in the classroom by teachers as well
as students, which gradually brought changes into course materials, the types of
activities set, structure of lessons and their focus. In the Language Centre Section
at the Faculty of Law we have adjusted and modified the whole approach to teach-
ing ESP classes so as to ensure the course uses the best of what technology can
reasonably offer and teachers naturally have to stay up-to-date.

I have had the opportunity to run courses with videoconferencing elements and
thus have observed communities of practice made up of students at the Faculty of
Law, Masaryk University (MU), Aberystwyth University (AU), and the University of
Helsinki (UH). Mutual videoconferencing classes were held as part of English for
Specific purposes (ESP) and English for academic purposes (EAP) courses at the
above-mentioned institutions. There are a large number of differences between
their courses. For instance, students in virtual classrooms do not share the course
syllabus, the number of contact hours is different, the focus varies, students have
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various professional /personal backgrounds and their command of the English lan-
guage varies. However, | strongly believe that there are many advantages of incor-
porating VC into existing courses, as we have explored how students gain knowl-
edge and skills in multicultural communication through VC. Students frequently
mention and discuss the motivating impact of real-life simulations created in VC
classes, how much confidence they have gained and how challenging the course
was for them.

An incorporation of VC does not exclusively mean synchronous communication
as mentioned above (i.e., communication occurring in real time during a class).
There is also strong asynchronous communication support. In reality, it means
that students are practising negotiation and argumentation, discussing case stud-
ies, preparing and delivering presentations, as well as completing mock trials in
their virtual classrooms. All this is supported by reading and writing on different
levels of formality and genres via closed Facebook groups and Wiki, respectively.
This paper includes only some activities, which are closely linked to using ICT in
classes with the VC element. We also use other ICT based activities, e.g. written
tasks on which students collaborate on Google Disc but these will not be covered
here.

This paper also contains extracts obtained from written feedback of Czech stu-
dents over a period of three years in two different courses with a VC element.
56 students provided their feedback on the perceived advantages and disadvan-
tages of using VC in classes for their personal growth, language practice and
professional development, as well as their comments and suggestions for further
adjustments and improvements of the respective courses. I learned much from
students’ feedback as well as from their reactions during VC classes as my stu-
dents expressed their emotions clearly and openly during or immediately after
VCs. In some instances, they stated their opinions informally on Facebook. Later
on, they frequently commented on it in the written feedback, which forms an
important part of the course. It has been a valuable resource and inspiration to
adjust courses, which were to follow in terms of contents, organisation and insight
into students’ worries, doubts and personal achievements.

2 Theoretical framework

It is necessary to place the theoretical methodological framework for this paper
in the context of existing research into second language acquisition, teacher edu-
cation, ESP and EAP. One should consider the following key issues: motivation of
students; the process of teaching and learning; literacy; and multimodal commu-
nication.

There is a wide range of literature on motivating learners and the role of teach-
ers. In fact, motivation is considered to be one of the most important factors for
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success in language learning. Gardner and Lambert (1972) explained four kinds
of motivation; Integrative motivation, which means that if learners posses it, they
want to learn a foreign language in order to integrate with native speakers. They
like communicating with other people and explore different cultures. In instru-
mental motivation, language becomes a tool that enables learners to achieve set
goals, e.g. passing an end-of-course examination in legal English. Intrinsic moti-
vation means that learning comes from within learners. Extrinsic motivation can
be understood as motivation to learn a foreign language because learners will
be rewarded for doing so, e.g. by promotion, pay increase, etc. The research says
(ibid) that although motivation is difficult to define, its attributes can be listed, e.g.
goal-oriented. Motivation impacts the thought processes, feelings and behaviour
of learners and integrative motivation correlates with greater success in language
learning. Hedge (2000:22) mentions research carried out with a group of Japanese
students who were asked to name four major motivations for learning English.
The given list more or less echoes the reasons given by our students in an ESP
class at the beginning of their course. It suggests two kinds of motivation for
learning English and that is the necessity to use the language as an instrument
for achieving other purposes, e.g. doing a job effectively, studying successfully or
wishing to integrate into the activities or culture of another group of people. Gard-
ner and Lambert (1972) called these two integrative and instrumental motivation.
There was further research done in this field a decade later, Gardner and Smythe
(1981) showed in Attitude/Motivation Test Battery (AMTB) four main categories
to consider. “The first is motivation, which involves desire to learn a language. The
second integrativeness, which involves attitudes towards a target language group
and which touches on the affective factor of ethnocentricity. The third involves
attitudes towards the language teacher and the course. The fourth concerns the
measure of anxiety in classroom situations and in using the language. It is now
clear that motivation is a highly complex phenomenon consisting of a number of
variables. It is also clear that the high correlations that studies show between mo-
tivation and successful learning confirm what is indisputable among teachers: that
motivation is of crucial importance in the classroom, whether learners arrive with
it or whether they acquire it through classroom experiences” (Hedge 2000:23).

Dudley-Evans and St. John (1998) stress clear advantages in setting up an ESP
course where students have specific needs. Strevens (1988) summarises them in
four points - focus on the learner’s need, there is no waste of time; it is relevant
to the learner; it is successful in imparting learning and it is more cost-effective
than “General English”. Hutchinson and Waters (1987) mention that there can be
no simple answers to the question: “What motivates my students?” According to
them, it is unfortunate that in the ESP world, a simple answer is expected - with
this usually being relevance to target needs. Arguably, there is more to motivation
than simple relevance to perceived needs. ESP needs to be intrinsically motivating.
Brown (1982) distinguishes between “motivation” and “attitudes” and he identi-
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fies three types of motivation: (1) global motivation, which consists of a general
orientation to the goal of learning a L2, which correlates to Gardner and Lambert’s
sense of “motivation”; (2) situational motivation, which varies according to the
situation in which learning takes place and it is his new concept; (3) task mo-
tivation is the motivation for performing particular learning tasks, which seems
to be the same as Gardner NS Lambert’s “attitudes”. The literature on motivation
suggests that there is no general agreement about what precisely ‘motivation’ or
‘attitudes’ consist of, nor of the relationship between the two (Ellis 1985:117).
However, Johnson (1990:274) mentions in the article on developing teachers’ lan-
guage resources that the interpersonal aspect of classroom discourse is divided
into three modes: control, organisation and motivation explaining the role and
impact of positive motivation from the teacher. It becomes clear that motivation
on both sides, i.e.: that of the teacher as well as learners, is crucial.

When the VC experiment began 14 years ago, inexperienced VC participants tend-
ed to be more formal and their language production was too controlled. This was
partly due to overexcitement, anxiety and tension caused by new technology, an
international environment, and low self-confidence.

Later VC participants started experimenting with various aspects to create pur-
poseful and effective communication. More ease and playfulness in communica-
tion was observed during students’ experimentation, similar to research in other
areas of literary studies (e.g., Coles & Hall, 2001). One can say that playfulness is
related to the cultural characteristics of some nationalities, which was repeatedly
mentioned in student feedback forms.

For the development of the theoretical methodological framework for videocon-
ferencing, we could learn from the digital rhetorics project (Lankshear, Snyder,
& Green, 2000), which created a theoretical approach to literacy and technol-
ogy to identify three technological dimensions (Snyder, 2003). The operational
dimension looks at language and technology. The cultural dimension helps with
understanding how language and technology are used to participate in the cre-
ation and development of social practices. The critical dimension refers to the
need to evaluate available tools (adapted from Snyder, 2003). Snyder described
(2003) how the use of new technologies influence, shape, and transform literary
practices. A meaningful technological learning environment should reflect an au-
thentic context of situated social practice (Lankshear, Snyder, & Green, 2000).

When the videoconferencing experiment began 14 years ago, inexperienced VC
participants tended to be more formal and their language production was too con-
trolled. This was partly due to overexcitement, anxiety, and tension caused by new
technology, an international environment, and low self-confidence. The unfamil-
iarity with the equipment was high and students expected some form of technical
training. Therefore, a Quick VC Guide was prepared (see http://invite.cjv.muni.cz).
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The first parallel was drawn between social formality (Baron, 1998) and the op-
erational dimension (Snyder, 2003).

As noted in Hradilova, Katriidkova, Morgan, and §tépének (2011), an observation
of interactions in the cultural dimension (i.e., looking at participation in authen-
tic forms of social practice and meaning, Snyder, 2003) showed that VC partici-
pants started experimenting with various aspects to create purposeful and effec-
tive communication. More ease and playfulness in communication was observed,
similar to research in other areas of literary studies (e.g., Coles & Hall, 2001). One
can say that playfulness is related to the cultural characteristics of some national-
ities, which was repeatedly mentioned in student feedback forms. For example,
Czech students realised that the Finns took their time and paused before they
answered (prior to a VC, the teacher had explained typical behaviours of Finnish
counterparts, such as the Finnish taking pauses between a question and reply).
Nevertheless, those students who started in a formal manner often moved toward
playfulness and flexibility. As described by Snyder (2003), there is a second par-
allel between social playfulness and the cultural dimension.

The parallels mentioned above require an analytical framework, which should be
viewed as a dynamic cycle. This was first represented through the inclusion of
the critical dimension (ibid). Critical dimension is related to an evaluation of the
uses of technology, language analysis, and characteristics of social communication.
Here, the concept of design by Kress and Van Leeuwen (2001) is useful because
it sees communicators as architectural designers who decide what aspect of other
modes of representation is useful in the creation of a specific aspect of discourse.

3 Methodology
3.1 The Role of Teacher

The role of teacher varies according to the type of syllabus, course and other con-
straints. Robinson (1991) suggests that the quality of the ESP teacher lies in flex-
ibility. Jarvis (1983) encapsulates the overall abilities needed by an ESP teacher
and Kennedy and Bolitho (1984) also made a list of the likely requirements of an
ESP teacher. The key to success in letting students work more independently lies
in extensive preparation outside class. This collaborative work pays off at a later
stage when students control the process and practise skills outside of a traditional
classroom.

The differences between groups in a virtual classroom have to be reflected in the
amount of work performed outside of the VC setting. Teachers choose the tech-
nology and tools to be used for asynchronous communication (i.e. communication
within the virtual class outside of their class time). Initially, the teacher plays the
role of organiser, supporter, provider of resources and facilitator. However, as the
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course progresses, the teacher steps back and lets students play a more active role
in running and controlling the course.

3.2 The Role of Students

Waters and Waters (1995) listed self-awareness to be the first ability of a success-
ful student. Students who register for a VC course may have varied expectations.
Nevertheless, end-of-course feedback continues to illustrate achievements in both
English language improvement and practice of soft skills. Additionally, feedback
often reflects personal challenges as mentioned above. Students are briefly intro-
duced to technical skills, such as how to control a VC unit and tools they will
use for asynchronous communication. In their VC class, students work through
a series of steps (called micro-tasks) in which they build their expertise and skill
set. During this practice, they gain self-confidence and their final production is
much improved from their initial attempts. Students significantly improve their
soft skills, including time management, project work, presentations, discussions,
and argumentation. Throughout this process, students are encouraged to be as
independent as possible in terms of organization of tasks, preparation for next
sessions, suggesting contents of VC classes and the teacher rather plays a role of
a facilitator, supporter, observer and consultant.

3.3 Tools for Asynchronous Communication

In order to minimise discrepancies in syllabi, teachers decide beforehand what
technology and tools will be used for asynchronous communication. Two types
have been tested in our classes at the Faculty of Law: Wiki and closed Facebook
groups. Use of a Wiki seems to be more straightforward and simple for the or-
ganisation of materials, clear division and display of work, archiving of materials,
activities and completed work, as well as for uploading student preparations for
mock trials. Czech students, however, do not like using Wiki very much as they
experienced difficulties related to registration, access, and its use. Although they
are technologically literate, they were unfamiliar with Wiki and required extra
support from their teacher.

Teachers generally give freedom to students in terms of organisation of individ-
ual sessions, preparation of presentations, and strategies for argumentation in
case studies. If necessary, teachers open informal conversations within the closed
Facebook group and students continue in its development. When students need
additional organisation prior to individual sessions, they can create a closed group
within a closed group. In addition, the speaking part of the VC session is enriched
by an element of writing. Students write an outline of their presentation to serve
as an invitation and formal summary.
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3.4 Types of Activities

VC offers unique opportunities to practise naturally occurring language in a mul-
ticultural classroom. Besides practising EAP and ESP, students improve a number
of soft skills: negotiation, argumentation, group presentations, time management,
team management, etc.

Some useful activities can be found below.

3.4.1 BriefIntroduction of VC Participants

In groups of two, participants use flip cameras or smartphones to introduce them-
selves. This is uploaded prior to the first VC session. It makes the first VC more
relaxing, with more natural questions. The same activity can be carried out in the
standard classroom environment when students are asked to meet someone new,
they have not met yet and upon a short interview, they prepare a brief introduc-
tion of their peer.

3.4.2 Using photos to encourage ESP terminology use and speaking

Students are asked to take a photo of a situation before they come to class, which
is used as a starting point for a description using legal terms.

3.4.3 Preparing to Debate

The aim and structure of the preparatory exercise is explained to students; they
then practise how to argue and how to support a teacher-assigned position. By
preparing both views (for and against), they could see the problem in a wider
context. Rather than being a win-lose exercise, students practise giving one argu-
ment at a time, which is often a problem for them. They also learn timing for their
argumentation since they have to express themselves in an allocated time; this
is often a problem for the less experienced students. Students follow a strict set
of guidelines, and allocated times are determined by teachers according to their
experience with English. Students use IT to prepare for the task outside class, so
they frequently use a discussion forum enabling them to see the views of others
in the group. Students are allowed considerable independence in advance. They
are provided with examples of useful language and the rest of the preparation is
their responsibility. They brainstorm the topics for discussion, agree on them, they
make a list of claims and counterclaims, before deciding who defends a particular
view, etc. So besides English, they improve their team cooperation and other soft
skills. The teacher’s role here is to provide general input, facilitate the activity, be
the timekeeper and provide feedback afterwards.
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3.4.4 Brainstorming Topics for Short Presentations and Follow-Up
Discussions

Students in groups are given relatively free choice in shortlisting their presenta-
tion topics. Topics with relevance to their compulsory syllabus are always warmly
welcome. Then they prepare and present an outline of their presentation during
VC and write an invitation to it on a closed Facebook group. After students re-
ceive feedback, they divide the work, allocate team roles, discuss the structure of
the presentation, prepare audience tasks, determine visuals, etc. Students are also
responsible for preparing follow-up discussion, generating questions and writing
a formal abstract. Throughout the whole process of preparation, the teacher’s
role is to stand back and observe, and if necessary, to advise on structuring the
presentation, its timing and work division. Sometimes students create a closed
Facebook group within a closed Facebook group for their presentation group to
discuss various issues and get organized and prepared for their next class. It is
a sign of trust for a teacher to be included in this group. Usually, natural team
leaders become more visible in work division and organization, other students
offer to do the work in which their strong points and likes can be exploited.

3.4.5 Case Studies, Practising Negotiation, and Argumentation

This task uses ready-made cases available in the International Legal English Cer-
tificate (ILEC) textbook, see Krois-Lindner & Translegal (2006). Its case studies
are concise and suggestions are made regarding roles for negotiation and given
tasks. For example, students are asked to identify the legal issues of the case, list
the strengths and weaknesses of the other party of the case, and study and decide
which relevant legal document(s) to use and prepare for negotiation. The tasks
also recommend further skills to develop as the students prepare case studies
using legislature and writing tasks relevant to their syllabus (e.g., writing a letter
of advice, writing a memo, etc.). Students usually use Google Docs or the MU
information system to work on one document as a team.

Students are given absolute freedom as to how much, how well and how in-depth
they prepare. The teacher focuses on giving feedback after the task.

3.4.6 Mock Trial
A mock trial is the most complex activity for a VC class used at the Faculty of Law.

Students choose their roles and sign up at Wiki. Teachers make sure that roles
are evenly and logically distributed (e.g., if there is a prosecution counsel on one
side, the defence counsel should be on the other side of the virtual classroom).

It is necessary to have shared knowledge for this task (e.g., all students should
understand the outline of the mock trial). Therefore, a brief bulleted-item sum-
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mary is distributed. Students prepare for their roles individually through readings
and searching for additional evidence. The role of the teacher is to support the
students, help with the organisation of the mock trial, and assist with any tech-
nical issues as needed (e.g., presenting evidence by data camera, zooming, etc.).
This task creates a language challenge for the students because the mock trial
participants are expected to behave and speak with a certain level of formality.

3.4.7 Academic Skills in English in a Non-Homogeneous Class

It is also possible to embark on a fruitful discussion after presentation to students
majoring in other fields of study, i.e. non-lawyers from different countries. During
preparation of the presentation and any follow up discussion, students practise
writing abstracts collectively for their presentations and throughout the whole
preparation, they have to bear in mind they are preparing a presentation and dis-
cussion for lay people. Although the depth of their presentations cannot be com-
pared with the same task in a homogeneous class, where the level of background
knowledge is higher, there are strong arguments for keeping this asymmetrical
model. This is supported by the students’ end-of-course written feedbacks.

4 Feedback from students

The summary included below is based on in-depth, paper-based feedback running
over the period of six terms, in which students were given only questions and
were asked to express their opinion and feelings on classes with the VC element,
in which more technology than in standard classes was used. They could provide
feedback either in their mother tongue or in English, and they could hand in the
feedback anonymously if they liked.

4.1 Czech students’ feedback summary from VCs focusing on academic
English in a non-homogeneous class

¢ Strengths:
- Natural communication and understanding of different accents
- Improved English

Learning about different cultures

Fun and interesting topics

- Encouraged to communicate

* Weaknesses:
- Time management
- Limited group cooperation
- Limited legalese

¢ Opportunities:
- Practise useful skills for real life
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- Naturally occurring communication
- Accents

¢ Threats:
- Stress that they would not understand different accents
- Shy about talking
- Worried about the level of English

4.2 Czech students’ feedback summary from VCs focusing on legal English

¢ Strengths:
- Excitement about natural communication
- Discussing legal topics
- Learning soft skills
- Increased independence

¢ Weaknesses:
- Lack of experience in law and soft skills (negotiation)
- Lack of preparation for exam

¢ Opportunities:
- Mastering new skills and technology for future career
Naturally occurring communication
Accents
Cultural differences
Legal English practice

¢ Threats:
- Lack of time to prepare for an exam

4.3 Language and intercultural issues

As there is time for neither formal input in intercultural aspects of communication
nor linguistic issues, students in our course learn by doing. Their awareness is
raised by the teacher’s feedback, challenging questions, or the teacher’s explana-
tions pointing out discrepancies or inappropriate behaviours.

5 Conclusion

Since 2004, student experience with the incorporation of VC and student feedback
related to the VC element in their courses proves that technology offers the fol-
lowing benefits: support of student advancement in language development and
appropriate language use in authentic international communication; motivation
of students to be more involved through meaningful activities; enriched student
perceptions of other cultures; and student encouragement to improve soft skills
for later employment. The aforementioned were the most frequently mentioned
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benefits in students’ feedback questionnaires. VC may help future graduates in
successfully joining the job market. On the other hand, it should be clearly pointed
out that VC is not for everybody. There are students who prefer more traditional
ways of studying and thus appreciate the variety offered to them in terms of
approaches and methods used in classes. Those students who enjoy exploiting
technology for their study and work know that the use of technology can enrich
how one studies a foreign language and culture in the 21% century.
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ICT and English teaching
Marioara Patesan, Alina Balagiu and Dana Zechia

Knowledge is the most democratic source of power. The illiterate of the
21% century will not be those who cannot read and write, but those who
cannot learn, unlearn, and relearn.

Alvin Toffer

Abstract: The article aims at highlighting the importance and necessity of adapting teaching
and learning to new tools, concepts and methods. As teachers, our role is not only to provide
our students with knowledge but also to equip them with techniques to be used through-
out their working life. Information and communications technology—or technologies (ICT)
comprising computers, digital television, cell phones and other technological tools that are
in a state of rapid development, transformation and updating do not have a largely accepted
definition as ICT is evolving dramatically and is difficult to keep up with. Nowadays, ICT is
a valuable educational asset for both students and teachers. It brings novelty, involvement,
interaction and interest into the classroom. If used in an appropriate way, it eases both learning
and teaching. We have been talking about knowledge-based organizations for some years now.
It is time to adapt the way we teach and learn, due to the extensive use of technology and the
rapid changes that are taking place around us, including in the academic field. In this study we
wanted to uncover the attitude of both students and teachers towards the use of ICT tools in the
teaching-learning process, their awareness regarding the benefits in students’ improvement of
the linguistic skills as well as revealing the possible causes of non-exposure to information and
communications technologies in class.

Key words: ICT, competences, digital data, internet-based exercises, communication technol-
ogy

Introduction

Nowadays, the teachers’ role is more and more that of guiding the students to
learn and use the knowledge in appropriate situations. Herbert Gerjuoy, psychol-
ogist of the Human Resources Research Organization, got the essence of the learn-
ing process:

“The new education must teach the individual how to classify and reclassify information, how to evaluate
its veracity, how to change categories when necessary, how to move from the concrete to the abstract and
back, how to look at problems from a new direction — how to teach himself. Tomorrow’s illiterate will not
be the man who can’t read; he will be the man who has not learned how to learn.” (Gerjuoy, H. in Alvin
Toffler, 1970, p. 414)

Many students enter higher education with high confidence in their skills, knowl-
edge, learning styles and expectations as well, which do not always concord with
what they actually have to do mainly in their first academic year and thus poor
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performance at university can be explained. Students have access to so much on-
line information that it can be overwhelming, especially if you do not know how to
use it for your benefit. No matter how many hours a teacher spends, particularly
during high school, to teach them how to select the most important and necessary
information and how to use it accordingly, there still are many students who get
lost in many insignificant details or too much irrelevant information whenever
they have to fulfill a certain task. That is why we think that it is the teachers’task
to adapt to the new realities, to change the way we teach and learn, due to the
extensive use of technology and the rapid changes that take place around us,
including within the academic field.

The use of ICT in education is a common phenomenon today that ranges from
teachers’ and students’ search for learning materials to using devices in the teach-
ing or evaluation processes.

When it comes to language teaching and learning the role played by ICT is huge.
Computer Assisted Language Learning (CALL), as a new method of teaching lan-
guages, is widely used, as experts in language learning fully agree that it helps
improve the efficiency and effectiveness of learning and thus the quality of un-
derstanding and mastery of the language studied is improved. Teachers, as well
as educational experts, agree that the computer is a tool that facilitates learning,
but the effectiveness and quality of learning depends on the user.

CALL helps interaction and improves communicative competence, provides au-
thentic material to the teacher or student and enhances language learning. Using
CALL is a way to motivate language learners to take a dynamic role in their learn-
ing instead of acting as passive listeners (Nachova, 2012) Educational technology,
instructional technology or modern technology or simply, information and com-
munication technology (ICT) that is not a tool but study and practice, are terms
used today to define “the study and ethical practice of facilitating learning and
improving performance by creating, using and managing appropriate technologi-
cal processes and resources.” (Januszewski, & Molenda, M., 2008) This is not con-
sidered to be simply a definition, as it indicates both the purpose of educational
technology - to facilitate learning and improve performance — and the ways to do
it: by creating, using and managing.

Teachers select efficient technological processes and resources, assess learners
and evaluate the quality of their students’ performance.

When we refer to the use of modern technology, such as computers, digital tech-
nology, networked digital devices and associated software and courseware with
learning scenarios, worksheets and interactive exercises that facilitate learning
we speak of e-learning, a term closely related to ICT. The utilization of ICT in
education has recently started to be used in language learning. According to Grif-
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fiths (2007) students have to spend time studying, learn from teachers, complete
assignments, revise regularly, and learn from mistakes.

1 Review of Related Literature

The new generation of students realizes the full educational potential of the new
technologies. By forums, blogs, chat, virtual classroom, and online projects they
exchange information; by using the World Wide Web, they obtain information. Ac-
cording to Kent (2004) “ICT in education” ... refers to “information and communi-
cation technology (ICT) such as computers, communications facilities and features
that variously support teaching, learning and a range of activities in education.”

The term Information and Communications Technologies includes technologies in
which the computer plays a central role, i.e. Computer Assisted Language Learning
(CALL), the internet, and variety of generic computer application. (Fitzpatrick &
Davies, 2003; Leakey, 2011)

Experts agree that ICT, if used effectively, increases learners’ motivation, enhances
personal commitment and engagement and improves students independent learn-
ing. Dickinson (1980) considers ICT to be most effective when embedded in the
curriculum, and integrated into units of work, while Becta (2006) suggests that
“English teachers can maximize the impact of ICT in their classrooms by ensuring
that they and their students use ICT as an integral part of lessons, present ideas
dynamically, and use a range of media. ICT should be integrated in such a way as
to require purposeful application and meaningful engagement with the technolo-

gy’

ICT has an interactive and dynamic nature, providing students with opportunities
to direct their learning and to pursue information, or complete tasks, in ways
which meet their own interests and needs. It is not only the students who have
a major role in the use of modern technology, but also the teachers whose dura-
tion of exposure to ICT is crucial in alleviating the skills and anxiety level. As Al-
bion and Ertmer (2002), suggest, stressing the fact that that short term exposure
to technology would be inadequate in equipping teachers with the necessary skills
and knowledge for confident and masterful use of ICT in the classroom Carmen
et al. (2003) believe that integrating ICT tools in teaching can lead to increased
students’ learning competencies and increased opportunities for communication.

On the other hand, Beauchamp et al. (2010) considers that “while ICTs have of-
fered teachers and their classrooms new pathways towards language learning,
they have also given students the liberty to orchestrate resources, thus, move
towards autonomy and be able to devise more dialogic and synergistic approach-
es in the future, transforming their learning whether that is individual or group
work.” ICT has the potential to change personal and social interaction in the class-
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room as well as the role of the teacher, creating new social relations according
to Lankshear and Knobel (2006). We should also mention Anderson (2005) who
referred to the effective models that have been identified to encourage students to
engage with ICTs in the learning process as these provide students with mindtools
or cognitive tools to give them the ability to solve problems creatively.

2 ICT and language learning

In language learning, ICT has an important role being a bridge between students
and teachers that allow direct communication although they are not present in the
same room or place at a certain time. Fitzpatrick and Davies (2002) believe that
language learning program can be created to enable students to learn the lessons
with guidance, instruction, information or further explanation. ICT in language
learning used as a reference-book as computer can store unlimited lessons or
references, which can be accessed anytime, anywhere and accurately.

As long as they have access to internet, television or telephone they can organize
video conferences to communicate. A reciprocal dialogue between members of the
class community can be developed and “may be extended to the school communi-
ty at large through activities such as blogs and wikis” according to Kinzie, (2005).
Teachers can use internet as the medium to give lessons, assignments, or other
information to their students.

In the language learning ITC can help improve the pronunciation and vocabu-
lary, develop the listening and speaking skills, present information in a variety of
forms, search for resources on their own, improve grammar or lexical knowledge
at their own pace by using the internet offer. The World Wide Web presents vari-
ous web pages with the help of HTML and HTTP, with full of links to other docu-
ments or information systems. The user can access more information about a par-
ticular topic by selecting one of the web links. Web pages include text in addition
to multimedia content such as images, video, animation, and sound files. Web in-
dexes and famous search engines such as Google and Yahoo can also help language
students to find the needed information. The language learners and teachers can
access multiple web sources but they should know that the information found
should be verified and not taken for granted. Like any other tool we use during
a process, this technology should be controlled by the users and not the other
way round. The Internet is a global system of interconnected computer networks
that offers a wide range of information about all sorts of topics, which we want to
discuss in the classrooms and at the same time a source of professional knowledge
for teachers The Internet is a tool which offers unprecedented possibilities in the
field of English Language Teaching. But this information should be checked and
used wisely.
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3 The Benefits of ICT in general

According to Welker & Berardino (as cited in McCown, 2010), students identified
the following advantages

¢ The ability to control their own learning process
¢ Learning more about their own self-motivation and self-discipline
¢ Becoming more organized and self-disciplined

e Through the Internet, having volumes of information and study materials avail-
able

¢ The learning was more action-oriented

¢ Developing technical skills and sophistication

As for the language learning ICT is found to be advantageous in several ways as
technology facilitates exposure to authentic language, provides the access to wider
sources of information and varieties of language, gives the opportunity to people
to communicate with the world outside, allows a learner-centered approach, de-
velops learner’s autonomy as ICT help people in get information and communicate
with each other in various ways.

In their book on what skills will be required in the 21st century, Trilling & Fadel
(2009) have outlined three dominant groups of skills students will need to enter
and be successful in this digital age:

e learning and innovation skills,

e digital literacy skills including information literacy, media literacy, and infor-
mation and communication technology (ICT) literacy

e career and life skills.

Technology has not only changed the way students learn, it has also changed
the way teachers teach. According to Evans (2011) it has transformed education
in a manner not seen before as classrooms have become digital environments
with interactive whiteboards that replaced blackboards and chalk with students
now using laptops, tablet computers or personal computers to complete their
assignments as readily as they would a textbook Access to supplementary audio
or video exercises/clips are immediately available. ICT is advantageous in several
ways, as it facilitates exposure to authentic language; provides the access to wider
sources of information and varieties of language; gives the opportunity to people
to communicate with the world outside; allows a learner-centered approach and
develops learner’s autonomy.

When regularly using ICT, students develop better listening skills due to exposure
to authentic audio and video materials, podcasts or pronunciation software.
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An improvement of the language—grammar skills, coherence in producing ideas,
syntax) as well as specific scientific editing/presentation can be achieved by ac-
cessing Internet tests, updated articles, scientific texts and online dictionaries and
encyclopedias.

4 Study

In order to find out if the English teachers and their students are fully aware of
the opportunities of using ICT tools in the teaching—Ilearning process we decided
to study it.

4.1 Participants and instruments

This study was conducted on 54 students enrolled in the undergraduate program
and 72 students attending an advanced English intensive course. At the same
time we asked 15 teachers teaching intensive English courses and 11 teaching
in non intensive English courses to participate in our study. In order to find out
the frequency of ICT use by students and teachers we conducted a survey using
a questionnaire. This study is based on a questionnaire in order to measure the
extend students and teachers use ICT for learning English. For the purpose of
the study we selected two main groups of teachers and students teaching and
learning in non intensive English courses and those in intensive ones. We have
to mention that we noticed some different characteristics of the two groups. The
students involved in intensive courses were graduates of university studies, with
experience in their field of activity, having about 6 classes of English daily plus
1 to 2 hours of physical training per week. The students attending non intensive
English courses are enrolled into undergraduate studies, age between 18 and 20,
with only 2 to 3 hours of English per week, and with many other classes to attend
per week.

The teachers teaching at intensive courses are between 25 and 37 years old with
developed competences in using IT while the average age of teaches at non inten-
sive courses is 51 with low level skills of IT.

Taking into account these differences we wanted to:

 explore the frequency and educational purposes of ICT use among students

e examine students’ perceptions and expectations of ICT use in English language
learning.

e examine the frequency of ICT use in English language teaching
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4.2 Questions asked

The students in both groups were asked to answer the following questions using
a grading scale:

1. How many hours a day do you use ICT on English learning activities? (open answer)

N

How many hours a day do use ICT for general activities (personal communication and
entertainment)? (open answer)

Do you consider the ICT help in improving your English skills?
The use of ICT helped you to improve the speaking skill.

The use of ICT helped you to improve the listening skill.

The use of ICT helped you to improve reading comprehension.
The use of ICT helped you to improve writing skills.

The use of ICT helped you to improve your grammar.

O ©® N Uk w

The use of ICT helped you to enrich your vocabulary

Questions 2 to 8 had to be answered using a scale:

On a scale from 1 to 5 how would you grade it?

To a very small extent To a very large extent
1 2 3 4 5

Each of questions 3 to 9 was followed by this requirement:

Identify a possible cause if your answers range between 1 to 3 on the scale, by encircling one
of the following:

1. No information about on-line resources.

2. Not enough available well equipped facilities.
3. Lack of time.
4

. No immediate improvement.
The questionnaire was answered by 54 students attending intensive courses and
72 attending non intensive courses.

The two groups of teachers (15 teaching in intensive courses and 11 in non-
intensive courses) were asked to answer the following questions by using the
scale mentioned above:

1. How often do you use ICT to improve your teaching?
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2. How often do you use ICT in class?
3. How often do you give students assignments using ICT?

4. How comfortable are you in using ICT in the teaching process?

4.3 Results and interpretation of the results
4.3.1 Results

The first group of intensive courses students had the following answers:

Q1. 14 students - 3 hours; 31 students - 2 hours; 9 students - 1 hour;

Q2. 23 students - 2 hours; 31 students; 1 hour

Q3. To avery small extent 11 students; To a very large extent - 36, In between - 7
Q4. To a very small extent 23 students; To a very large extent - 21, In between - 8
Q5. To a very small extent 17 students; To a very large extent - 31, In between - 6
Q6. To a very small extent 6 students; To a very large extent - 41, In between - 7
Q7. To a very small extent 25 students; To a very large extent - 9, In between - 20
Q8. To a very small extent 5 students; To a very large extent - 45, In between - 4

Q9. To a very small extent 7 students; To a very large extent - 4236, In between - 5
The second group of non intensive courses students had the following answers:

Q1. 11 students - 1 hour;; 61 - less than 1 hour;

Q2. 27 students - 3 hours;; 17 - 2 hours; 23 1 hour 5 - less than 1 hour;

Q3 To a very small extent 26 students; To a very large extent - 17, In between - 29
Q4. To a very small extent 54 students; To a very large extent - 11, In between - 7
Q5. To a very small extent 61 students; To a very large extent - 6, In between - 5
Q6. To avery small extent 21 students; To a very large extent - 41, In between - 10
Q7. To a very small extent 43 students; To a very large extent - 11, In between - 18
Q8. To a very small extent 12 students; To a very large extent - 49, In between - 11

Q9. To a very small extent 7 students; To a very large extent - 62, In between - 3

The identification of a possible cause was not relevant as the result was equally distributed to
all 3 possible causes.

The results of the of the teachers’ answers teaching in intensive courses are as following:

Q1. To avery large extent: 13; To a very small extent 1; in between 1

Q2. To avery large extent: 11; To a very small extent 2; in between 2
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Q3. To avery large extent: 14; To a very small extent 1; in between 0

Q4. To avery large extent: 13; To a very small extent 1; in between 1

The teachers’ answers teaching in non intensive courses are:

Q1. To avery large extent: 5; To a very small extent 6; in between 0

Q2. To avery large extent:2; To a very small extent 7; in between 2

Q3. To avery large extent: 6; To a very small extent 4; in between 1

Q4. To avery large extent: 1; To a very small extent 6; in between 4

4.3.2 Interpretation

a)

b)

Students attending intensive courses spent more time on learning activities
while those in the non intensive courses use technology for non-educational
purposes being obvious that the majority of the non intensive students do not
utilize the ICT tools for the purposes of learning. The use of ICT mainly helped
students enrich the English vocabulary and improve the English grammar for
the majority of the students in both groups. When it comes to the improve-
ment of the other linguistic skills we can notice that there is dissatisfaction
in both groups as well. The higher percentage is seen in the second group
especially in improving the speaking and listening skills via ICT tools. The
intensive course students are more motivated to learn and the educational use
of ICT leads to an increase in the enrichment of the students’ skills as they
become more confident.

On the other hand, the teachers’ results show that the teachers teaching in
intensive courses who are more skilled in using technologies use ICT tools
more often both in improving their teaching and using it in class. If we cor-
roborate the results of the students and teachers we can notice that the teach-
ers’ attitude and skills determine the students use of ICT and the fact that in
the case of teachers of over 40 years old adopting a modern way of teaching
seems more difficult to achieve as they are reluctant to experiment with new
techniques and methods of teaching leads to a non-use of these resources by
their students as well. These teachers prefer using ICT tools in preparing and
planning teaching resources than effectively using them in class. One explana-
tion for this situation might be the fact that although over the years the ICT
infrastructure in the academic environment (computer labs, educational soft-
ware, internet connections, interactive boards, etc.) has not been substantially
developed due to financial restrains and cuts while most teachers have home
access to ICT.

The conclusion we reached after interpreting the results is that there is still a re-
sistance both on the part of students and teachers in using ICT in the language
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teaching/learning process. We also noticed that if in the case of students the age
and experience in their field of activity seem to determine their implication and
use of ICT tools; in the case of teachers it was the other way round. We suggest
that in such cases the teachers that make use of ICT tools in the teaching process
promote it and show the benefits to their colleagues by asking them to participate
in some of their classes to see the difference.

We also suggest that at first the teachers that do not use ICT tools in class
on a regular basis should start with what they are familiar with, websites that
they use to inform themselves by simply making them known to their stu-
dents explaining them that they are useful to improve their English by enhanc-
ing their language skills or grammar or helping them enrich their vocabulary.
Some of the websites that can be recommended are: English Exercises Online at
http://www.smic.be/smic5022/ with over 100 free exercises that cover vocabu-
lary, grammar and reading comprehension. Interactive lessons can be found at
http://eslgo.com/ or you as a teacher can find resources to conduct a lesson
(http://teacherline.pbs.org/teacherline).

Conclusions

In this high tech digital era we have no choice but become more tech aware and
use technology in our own advantage as we spent more and more time in front
of the screens.

As teachers, not only are we responsible to indicate certain valid links but also
to help students select those that help them improve their language skills and
use them in class as well. At the same time the still reluctant teachers in using
these available tools should realize that the use of board and pencil is obsolete
and boring to the new generations of students that have been exposed to these
tools from an early age. It is not an easy task but we should try to use this new
approach in the teaching-learning process. Today’s students are highly familiar
with the ICT tools, the teachers’ task being that of making them use them more in
the learning process than in communication or entertainment activities. Teachers
should strive to have interactive and participatory students in class being aware
of the importance of using innovative ICT tools to grow the value of their teaching
and adapt it to the students’ needs even if they themselves need to learn how to
make use of these tools.
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E-learning vo vyucovani cudzich jazykov o¢ami
Studentov a pedagogov

Jaroslava Stefkova

Abstrakt: V sicasnosti je vyuZivanie elektronickych materidlov coraz ¢astejSie prave kvdli tla-
ku spolocnosti, hoci je potvrdené, Ze v skolskych zariadeniach je tloha ucitela nenahraditelna.
V tomto prispevku sa zaoberame e-learningom v jeho c¢iastkovej podobe, je chapany ako blen-
ded learning. Ucitelia cudzich jazykov na Technickej univerzite vo Zvolene inovuji vyucovaci
proces a obohacuju vyucovaci proces o elektronické materialy. V ¢lanku sa zaoberame posto-
jom Studentov a pedagdgov ku elektronickym vyucovacim materialom. V prispevku uvadzame
aj faktory, ktoré spomaluji implementéciu e-learningu. Prispevok vznikol na zdklade zisten
z projektu KEGA rieSeného na naSom pracovisku.

Klucové slova: blended learning, net generation, pedagog, multimedialne vyucovacie objekty

Uvod

Definicii e-learningu je niekol'ko. Jeho najzauzivanejsi vyklad je vzdelavanie pro-
strednictvom alebo s vyuzitim pocitaca (Svec, 2008, 101). Turek (2010, 411) k me-
novanej definicii vo svojej praci e$te dopliia definicie viacerych autorov, ktori roz-
Siruja povodnu definiciu o komunikaciu medzi Studentmi a pedagdégmi, spatnu
vazbu pre Studentov, riadenie celého procesu ucenia (zadavanie uloh, casovy har-
monogram prace, zber a vyhodnotenie c¢iastkovych testov, zavere¢né hodnotenie,
atd.). Tieto tvrdenia su viac menej zhodné vo vSetkych opisoch a definiciach e-
learningu. (Stefkova, BalaZzova, 2015, s. 106). Tieto tvrdenia st viac-menej zhod-
né vo vSetkych opisoch a definicidch e-learningu. KedZe na nasom pracovisku sa
Cisto e-learningové kurzy neucia, ale IKT s pouzivané vo vyucovani, je potrebné
definovat' aj blended learning, v ktorom sa ,mieSaju“ prezencné, tradi¢né for-
my a metddy vyuky s e-learningom resp. online technolégiami, integracia elek-
tronickych zdrojov a nastrojov do vyuky a ucenia, s cielom plne vyuzit potencial
IKT v synergii s osvedcenymi metddami a prostriedkami tradicnej vyucby. Vesela
(2012 s. 12) ako aj dalsi autori (Cepelova, 2011; Heinze, Procter, 2004) potvrdzujt
takyto spOsob vyucovania.

Tak ako v histérii vyvoj spolo¢nosti bol spojeny s dramatickym rozvojom nejakého
odvetvia, dnes by sa dalo povedat, Ze je velmi tesne prepojeny s informacny-
mi a komunika¢nymi technolégiami Tento vyvojovy trend reflektuje aj Kultirno-
-edukacna grantové agentura. Z grantov udelenych Technickej univerzite vo Zvo-
lene od roku 2008 sa 16 venovalo e-learningu alebo elektronickému vzdelavaniu,
Co predstavuje 30 % a v ramci komisie 2 pre inovativne postupy vo vzdelavani je
to az 58,8 % presnejsie je 10 projektov z 17 (Portal VS).
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Digitalne technolégie vo vyucovani existuju uz vysSe 40 rokov. Skuto¢ny rozvoj
zaznamenali technolégie aZ s nastupom internetu. Uvedenie internetu na sveto-
vy trh sa datuje do roku 1992, ked sa aj byvalé Ceskoslovensko pripojilo do
celosvetovej siete internetu. Vtedy sa internet pouzival na vedeckii komunikaciu,
prevaZzne pocitaCovych pracovisk. PouZivanie internetu znacne urychlil vstup ko-
mercnych subjektov do tejto sféry a masivne zavedenie internetu do domacnosti
v roku 1999-98. (Homa, 2010). Po tomto obdobi sa vyvijali aj grafické prvky
a komunikacné moznosti internetu od Web 1.0, pre ktory bolo typické iba statické
publikovanie informacii az po Web 2.0 z roku 2004 (Zounek, 2012, s. 59), ktory
rozsiril moznosti o komunitnu tvorbu a zdielanie zdrojov, socidlne siete a takisto
o moznost, ked' sa beZny uzivatel stava spolutvorcom obsahu, stava sa bezZné, Ze
ma moznost komentovat, oznacit pocitmi takmer vSetko. Vyvoj internetu idem
milovymi krokmi vpred a tvrdenie, Ze jeden rok na internete je ako sedem ro-
kov v normalnom Zivote sa neustale potvrdzuje. Pokracovanim Web 2.0 je Web
3.0, ktory bude poskytovat individualizované prostredie, vyhladavania, aplikacie
a jeho druhym menom bude ,domov na internete“ (ePodnikanie). TakZe dnesSné
elektronické nastroje prinasaju vela moznosti internetovych programov a apli-
kacii, ktoré Studenti aj ucitelia vyuzivaju v beznom Zivote a niektori aj pri praci
a Studiu.

V tomto ¢lanku sa chceme zaoberat postojom Studentov a pedagégov na Technic-
kej univerzite k elektronickému vzdelavania a vyuzitiu internetu a UISu vo vyuco-
vacom procese. Postoje sme overovali pomocou dotaznikov, ktoré patria ku bez-
nym spdsobom zistovania informacii a postojov respondentov. Nasim cielom bolo
zistit' ako Studenti vnimaji multimedidlne doplnkové materialy, ¢i im to ulahcuje
$tidium, pripadne roziruje vedomostné obzory. Co sa tyka prieskumu u peda-
gbégov, zaujimalo nas ich celkovy postoj k dvom funkcionalitAm UISu, konkrétne
k testovaniu a k tvorbe elektronickych podpdér. Vyskum ich postojov bol zamera-
ny skor na celkové vnimanie tychto funkcionalit a zistenie stavu neZ na detailné
posudenie preferencii.

Internetové aplikacie a programy

Nastroje internetovych programov a aplikacii si rozdelené do piatich skupin (Zou-
nek, Sudicky, 2012, s. 65):

1. Néstroje podporujice spolupracu a komunikaciu - Gmail, Twitter, ICQ, Skype,
UloZ.to, Blogger, MediaWiki, Dokumenty Google

2. Nastroje umoznujtce tvorbu a prezenticiu/publikovanie obsahu - napr. apli-
kacie Jing, Picassa, YouTube, SlideShare, Google Web, Blogger, Prezi

3. Nastroje podporujice administraciu stadia - Google Kalenddr, Doodle, Skupiny
Google
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4. Nastroje podporujuce personalizované ulenie - Google bookmarks, Delicious,
iGoogle, WordPress, Mahara

5. Nastroje umoziiujuce hodnotenie a spatnd vazbu - Dropbox, iAnkety, Poll Eve-
rywhere

Dal$ou kategériou, ktora je zahrnuta v ramci e-learning alebo blended learning, je
tvorba ucebnych objektov (Zounek, Sudicky, 2012, s. 117), ktord by sme mohli
definovat' ako ,digitdlna alebo nedigitdlna entita, ktora méze byt vyuzita alebo
znovu pouZitd v procese ucenia zaloZzenom na digitalnych technolégidch.“ Objekty
mozu byt pouzité ako podpora nazornosti vykladu, motiva¢ny prvok vyucby alebo
zakladny ucebny zdroj. Ucitelia v ramci spoluprace mézu ucebné objekty zdielat,
komentovat, pripadne vytvarat databazu, v rdmci pracoviska, niekol'kych institu-
cii aj na medzinarodnej Grovni. Tato moznost predstavuje vel'ky potencial, kedze
uCebné objekty mdzu byt stcastou multimedidlnych vyucovacich materidlov pre
kurzy vSeobecného cudzieho jazyka ako aj pre predmety odborného cudzieho ja-
zyka.

Dalsiu kategériu predstavuji hry a simulacie, ktoré sa vsak vyuZivaji viac na
urovni zakladnej Skoly alebo simulacie prostredi a situdcii, ktoré su uzko Specia-
lizované a je narocné ich vytvorit, napr. zachrandri, policia. Na Technickej univer-
zite hry a simulacie nie st vyuZivané vo vyucovani cudzieho jazyka.

Spominané mozZnosti on-line alebo off-line elektronickych nastrojov si pedagégom
zname viac, ¢i menej. Napriek tomu nie sui vo vyucovani pouZivané ani casto, ani
vo vel'kom rozsahu. Ich vyuzitie je stale sporadické a nesystémové.

1 Elektronické vzdelavanie na Technickej univerzite vo Zvolene
1.1 Elektronické materialy

Na Technickej univerzite sa je asi najrozsirenejsia tvorba a vyuzitie u¢ebnych ob-
jektov. Uc¢itelia odbornych predmetov vyuzivaju Univerzitny informacny systém na
tvorbu elektronickych podpor a ich distribtciu $tudentom. Dal$i délezity prvok
vo vyuZiti internetu, je fakt, Ze kazda ucebiia ma dostato¢né technické vybavenie
a ma pristupny internet, ktory vyucujicim cudzich jazykov dava moznost ho ak-
tivne vyuzit pocas vyucovania na prehravanie audio alebo video suborov alebo len
obrazovych suborov umiestnenych na internete.

Z tychto dévodov sme sa rozhodli pripravit tlacend ucebnicu doplnenti o multi-
medialny material. Vedeli sme, Ze potrebujeme ucebnicu, ktord by zabezpecovala
materialy s trvalym obsahom, ktoré by spiiiali pre uéitela zdrojovy material a pre
Studenta obsahovy zaklad, ku ktorému sa moéze kedykolvek vratit. Dal$im, rov-
nako ddlezitym, krokom bolo doplnenie papierovych materialov multimedialnymi
aktivitami z viacerych dovodov. Vizudlny material nahrddza vecné materialne po-
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mocky. Multimedidlne zaznamy predstavuja autenticky jazyk, Co je pri Studiu ja-
zyka nesmierne dodlezité. Hovorené slovo, ¢i hovorime o videonahravkach (hlavne)
alebo audio nahravkach, pochadza z réznych jazykovych proveniencii a Studenti
mozu sledovat jazykové Specifika (prizvuk, intonaciu, odborné pomenovania) spo-
jeny s danym regiénom a taktiez odliSnu lexiku pre americku a britskd angli¢tinu.
Vided su pouzivané ako dopliiujici materidl obsahujuici, bud zdkladni odbornu
lexiku alebo dopliujucu lexiku, ukazku profesijnych postupov, zvyklosti typickych
pre konkrétne krajiny, alebo slizZia na odlahCenie mentalnej zataze Studentov po
dlhSej praci s papierovymi materialmi, pripadne po praci s tazS§imi lohami. Videa
taktieZ dodavajui materiadl s redliami z autentického prostredia. Spojenie obrazu
aj zvuku poskytuje aj z didaktického hladiska lepSi vyucovaci materidl, pretoZe
rozvija jazykové uvedomenie a ulahCuje proces zapamatavania si. Pouzitie video-
zaznamov jednoznacne dominuje v porovnani s audio zaznamami. Zhodujeme sa
s Dedkovou (2015), Ze ¢isto audiozaznamy su na tstupe. Specifické odborné audio
nahravky su relativne nedostupné a pre pedagoégov je zlozité ich svojpomocne
vyrobit. Praktické vyuzitie videf ma vela variant, od posluchovych tloh, zachytenie
odbornych vyrazov, dopliianie roznych druhov informécii, reprodukciu po¢utého
a tak dalej. Vyuzitie multimédii vo vyucovacom procese spojené je spojené s novou
pedagogickou zrucnostou pre ucitelov cudzich jazykov, kde by do ivahy mali brat
do tvahy viaceré faktory (na¢asovanie videa, dizka videa, lexikalna zataZ, mozné
vyplyvajuice vzdelavacie aktivity atd’), o ktorych je pomerne malo literatury.

V inZinierskom odbore odboru ProtipoZiarna ochrana boli vytvorené Styri klu-
Cové elektronické podpory. PoCas semestra boli vytvorené 4 elektronické podpo-
ry a umiestnené na univerzitnom informacnom systéme. Elektronické opory boli
vytvorené v ramci Univerzitného informacného systému a jeho funkcionality E-
-podpory. Studenti sa k nemu mézu k podpore dostat’ na zaklade autorizaéného
prihlasenia sa do systému a potom cez Styri podpolozky. VSetky Styri podpory
obsahovali video zdznam s hovorenym textom prelinkovanym z YouTube v réznom
Style: napr. komentar k praci hasicov s lesnymi poziarmi, popis a rozdelenie zlo-
zZiek horenia a virtualne predstavenie foriem protipoZiarnych izolacii. Kazda opora
mala uvedenu slovnu zasobu, otdzky so spravnymi odpovedami. Opory nevyuzivali
moznosti informa¢ného systému, ako je vkladanie hypertextov, obrazkov, kvizo-
vych otazok, testov, ktoré UIS obsahuje ku tvorbe opory. Celd opora bola vytvore-
na ako doplnkovy material, relativne nenarocny na Studijny Cas a intenzitu studia.
Jej otvorenie bolo na baze dobrovolnosti a zaujmu, nebolo podmienené Ziadnym
hodnotenim alebo ocenenim od vyucujtceho.

Dalsia forma vyuZitia pocitacovej techniky a individualnych schopnosti $tudentov
na TU sd najcastejSie PowerPoint prezenticie v ramci projektového vyucovania,
pripadne semestralnych prac, pricom neoddelitelnou stcastou je vyhladavanie
zdrojov na internete a praca so internetovymi slovnikmi a preklada¢mi. S takouto
formou vyuzitia IKT sa Studenti stretavaju v kazdom predmete odborného jazy-
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ka, ¢i na bakalarskej alebo inZinierskej trovni. Sucastou vyucovacieho procesu
je aj tvoriva zlozka takych zadani, kde Studenti si autondmne urcuju tempo, cas
a vysledny dizajn prace. Takyto spésob prace posobi na Studentov motivujico.
(Stefkovd, Balazova, 2015, s. 107)

1.2 Studenti

Na zaciatok sa nam nukaja otdzky: pozname svojich Studentov; vieme aké su ich
ucebné Styly, predchddzajice skisenosti s jazykom; pozndme technolégie a elek-
tronické nastroje, ktoré maju a pouzivaju; aké internetové hry sa hraju; ako vy-
uzivaju zdroje, ktoré na internete si. Skisme sa pozriet, ¢o o sucasnych Studen-
toch ,vedia“ vyskumnici. Mladd generacia dokaze rieSit niekol’kych tloh naraz,
rychle prechddzat z jedného problému do druhého, preferuji obrazové a zvu-
kové materidly, lebo maji vyvinuté priestorové a vizuilne vnimanie, preferuju
Cinnosti oproti pasivnemu uceniu, rychle sa orientuju a vyhladavaju informacie.
Vstup informacnych technolégii do Zivota mladych I'udi prinasa aj isté nevyhody:
kratkodobé sustredenie, nedostatok reflexie, nekriticky pristup ku kvalite zdro-
jov, neschopnost zhodnotit dostupné informacie (Stradiotova, 2013). Pre kvalitné
zvladdnutie uskutocnenia vyucovacieho procesu je potrebné poznat ludi, v Zivote
ktorych mame uskuto¢nit zmenu pomocou vzdelavania v konkrétnom predmete.
Pricom vzdelavaci proces moze byt obohacujuci pre obe strany a prinasat nové
zistenia aj na strane ucitelov.

1.3 Pedagoégovia

Zounek, Sudicky ((2012, s. 16) sa o ucastnikoch vzdelavania zmienuju s ohladom
na digitalne technoldgie. Tvrdia, Ze sa nezmenili len v nepatrnych aspektoch, ale
jedna sa o zasadnd zmenu. Vidia dve skupiny ludi - digitalnych domorodcov -
narodenych po 1982, nazyvanych aj ,net generation“ a digitalnych imigrantov
narodenych pred 1982. Rozdiel medzi nimi je ako rozdiel vo vnimani kultdiry
,domorodcami“ a ,imigrantami® Imigranti nikdy nedosiahnu stav ovladania a ,po-
hody“ ako domorodci. Zounek, Sudicky (2012, s. 29) povazuju za najddlezitejSie
faktory v implementacii resp. neimplementacii IKT do vyucovacieho procesu pre
pedagégov absenciu Studijného predmetu vyuzitia IKT vo vyucovacom procese,
pripadne predoslé osobné skusenosti pedagéga s IKT (hlavne negativne) a tiez
nerovnako rychly rozvoj pocitacovej gramotnosti ucitela a vyvoja technoldgii. Na
uspesné zavedenie e-learningu v akejkolvek jeho podobe je potrebné mat ucitelov,
ktori pouZzivaju technolégie v praxi ako rutinnu zaleZzitost a poznaju ich moznosti
ako pedagogického nastroja vo vyucovani. Absenciu predchadzajiceho $peciali-
zovaného vzdelavania je mozné nahradit dalSim vzdelavanim a seba rozvojom.
Napriek tomu, Ze problematika e-learningu je v pedagogickej praxi formalne aj
ekonomicky podporovana uz dlhsi cas, je az udivujuce, aky je vzdelavaci systém
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nepruzny, pretoze vyuzitie IKT vo vyuCovacom procese eSte nie je Standardne
zahrnuté do budtcej pripravy ucitelov.

2 Dotaznikové vyskumy

0d roku 2014 nase pracovisko, teda Ustav cudzich jazykov, riesi projekt KEGA
€.013TU Z-4/2014 - Zavedenie elektronického vzdelavania cudzich jazykov na
zaklade multimedialnych vyucbovych materidlov na Technickej univerzite vo Zvo-
lene, ktorého ciele boli vytvorenie multimedidlnych materidlov, a zavedenie elek-
tronického testovania a vzdelavania do beZnej vyucby v ramci skvalitiiovania vy-
ucovania pedagogickej prace vébec. V tomto ¢lanku by sme radi prezentovali ¢ias-
tkové vysledky z dvoch prieskumov, ktoré odrazaja realitu elektronického vzdela-
vania na TU vo Zvolene.

2.1 Studentsky prieskum

Cielovou skupinou prvého prieskumu boli studenti, ktori boli vyucovani s vyuzi-
tim multimedidlnych materidlov, a ktori mali spristupnené Styri multimedidlne
podpory ako prvi. Na tomto prieskume by sme radi zdéraznili dva aspekty. Prvy
aspekt sa tyka vyucovacieho procesu, kde sa multimedialne objekty resp. vyuzi-
tie internetu stalo beZnou stéastou vyucovacieho procesu. Studenti v tejto ¢as-
ti prieskumu boli tvoreni z dvoch skupin Studentov: obe skupiny st Studentami
odboru Protipoziarnej ochrany. Jedna skupina boli Studenti bakalarskeho stupna
Odborna komunikacia I v poc¢te 37, ktoru tvorili vo vacsine Studenti vo veku 19
a 21 rokov a ktorych jazykové znalosti zo strednych $kél boli v rdmci normalnej
distribucie Gaussovej krivky. Druhud skupinu tvorili Studenti inZinierskeho stupna
Protipoziarnej ochrany, predmet Odborna komunikacia Il v pocte 38. Tato skupina
bola tvorena Studentami viac vyzretymi, Co sa tyka systému Studia a blizsie ku re-
alnej situacii o vybere zamestnania. Co sa tyka jazykového vzdelavania, predmetu
Odborna komunikacia II predchadzal predmet Akademicka komunikacia v 3 hodi-
novej dotacii za tyzden. Obe skupiny mali tyZdennt hodinovt dotaciu na odborny
cudzi jazyk 3 vyucovacie hodiny (2 hod 15 min) a rovnakého vyucujiceho, ¢o zna-
mena, Ze obom skupindm bol poskytnuty rovnaky styl vyucovania. Druhy aspekt
sa tyka vyuzitia UIS na uloZenie a tvorbu multimedidlnych Studijnych materialov,
ktori Studenti mohli vyuZit prvy krat v rdmci ich vysokoskolského Studia. Tieto
vysledky boli spracované len na zdklade udajov dostupnych v UIS na Technickej
univerzite vo Zvolene.

Z hladiska pouzitia multimedialnych aktivit vo vyucovacom procese mdézZeme po-
vedat, Ze rozhodne obohacuju proces vyucby a na zaklade odpovedi Studentov
v dotazniku. (Tab. 1) Pocavanie a sledovanie videi sa umiestnilo na tretom mieste
za prekladmi zo slovenského jazyka do anglictiny a za ¢itanim, ktoré zostava do-
minantnou zrucnostou, ¢o sa tyka osvojovania si odbornych jazykovych znalosti.
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Je potrebné podotknut, Ze tabul'ka zobrazuje odpovede na zdklade subjektivnych
pocitov Studentov a nie objektivnej analyzy jazykovych kompetentnosti.

Tab. 1: Podiely odpovedi na otdzku o aktivitdch, ktoré boli signifikantné pre osvojenie si jazyka

Ktoré aktivity mali najviac¢si vplyv na Vase jazykové
osvojovanie. Vyberte 3.
¢itanie anglickych textov [ 41 27.9%
preklad SJ - AJ I 34| 23.1%
pocuvanie a sledovanie video zaznamov | 23] 15.6%
jazykové aktivity v rimci prace s textami | | 25| 17%
obrazové doplnenie textov 1 7| 4.8%
doméce tlohy I 3 2%
semestralna praca | 11| 7.5%
Iné I 3 2%

Dalsia tabulka uvadza odpovede na otazku o preferenciach $tudentov, ¢o sa tyka
doplnenia cviceni, ktoré by Studenti uvitali vo vacsej miere. Tu mozeme vidiet, Ze
Studenti stale uprednostiiuju komunikaciu, nasledne pracu s video a audio ma-
teridlom a zotrvavaju aj na prekladovych cvic¢eniach. Prekvapivo k teoretickym
predpokladom, vysledky dotazniku priniesli umiestnenie samostatnych prac, ako
su prezenticie, zhrnutia alebo aj vyhladavania informacii, na konci preferencii,
dokonca za jazykovymi testami.

Tab. 2: Podiely odpovedi na otdzku o doplnkovych vyucovacich aktivitdch

Aké aktivity by ste doplnili ? M6Zete vybrat’ 5 moZnosti.
prekladové cvicenia 26| 15%
praca s video a audio materialom 27| 15.6%
gramatické aktivity 20| 11.6%
testy na slovicka 19] 11%
testy na znalosti 13| 7.5%
konverzacné cvi¢enia 33| 19.1%
pripadové Studie 8| 4.6%
samostatna tvoriva praca napr. prezentacie 13| 7.5%
samostatné spracovanie materialov napr. zhrnutj 6| 3.5%
samostatné vyhl'adavanie informacii 7 4%
Iné 1] 0.6%

K vysledkom tohto dotazniku by sme eSte pripojili niekol'ko citacii od Studen-
tov na tému: ,NajlepSie na kurze bolo..." Studenti viac krat uvadzali tvrdenie, %e
prezentovanie semestralnych prac, pozeranie a vysvetlovanie si pojmov pomocou
videa z internetu, dokonca sa im pacili prekladové cvicenia, niekol’ko pochvalnych
vyjadreni o praci pedagéga. Odkazovanie na pracu pedagéga uvadzame aj z toho
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dovodu, Ze pre Studentov je osobna interakcia medzi nimi a ucitelom stale dole-
zitd a mnoho krat je to motivacny faktor na ucenie sa predmetu. Dalej uvadzame
citacie na otazku ,Najviac sa mi na kurze pacilo...“ z vysledkov dotazniku:

e ,Zaciatocnd konverzdcia na zaciatku hodiny zamerand na obsah uciva minulej ho-
diny. Najviac som sa naucil, ked’som bol niiteny samostatne rozprdvat' a premyslat.”

e Rozmanitost vyucovania, nielen prdca s textom, ale aj internet a vela inych.

e Ked sme pozerali videa na youtube ohladom americkych hasicov ich cvicenf a tak
dalej, ziskali sme nové poznatky a rozsirilo ndm to vedomosti, lebo nds by to asi ani
nenapadlo si nieco také pozriet.

Na opacnu otazku ,Najviac sa mi na kurze nepacilo..“ Studenti uvadzali opako-
vane diZku 3 vyuc¢ovacie hodiny (2hod 15 min), ktora ovplyviiuje ich ststrede-
nie a spdsobuje unavu. Medzi dalS$imi tvrdeniami sa viac krat objavilo tvrdenie,
Ze sledovanie dlhych a malo zrozumitelnych videi je pre nich naro¢né. Niekol'ko
hlasov zaznelo aj na tému rozneho stupiia ovladania anglictiny v jednej skupine,
Co stazuje pokrok a spracovanie témy. Na dokreslenie rozmanitosti uvadzam tieto
konkrétne odpovede:

e ,Rézna tiroveri jednotlivcov v jazyku v jednej skupine. Vysvetlovanie zdkladov jazyka
menej zdatnym zbytocne uberalo Cas... MoZno by bolo fajn rozdelit’ studentov na
zaciatku na dve skupiny podla nejakého testu vedomosti, nie podla zatriedenia do
Studijnych skupin.”

e Ucime sa pomerne pokrocilé veci a texty, pritom mdlokto vie tie zdkladné (tykajiice
sa anglictiny)

e Striktnost'v terminoldgii

Na zaver tejto sekcie by sme uviedli zistenie z dotazniku o tom, ako Studenti
vnimaju vyuzitie multimedialnych aktivit a internetu vo vyucovani v dnesnej tech-
nologicky orientovanej dobe, ked Studenti st o krok vpred vo vyuzivani techno-
16gii pre ucitelmi. Studenti vnimajt internet a jeho zdroje ako nevyhnutni stcast
vyucovacieho procesu (66,7 %) alebo ako doplnkovd formu vyucovania 29,4 % a
Ziadny ju nevidi ako jedind formu vyucovania. Toto zistenie len potvrdzuje pred-
poklad, Ze elektronické zdroje maji a budd mat pevné miesto vo vyucovani, ta-
kisto ako vyucujuci je nevylucitelny z vyucovacieho procesu.

V nasledujicej sekcii by sme sa chceli venovat analyze pouZzivania elektronic-
kej podpory vytvorenej pre Studentov inZinierskeho stupiia ProtipoZiarnej ochra-
ny (38 Studentov). Pre tuto skupinu Studentov boli vytvorené Styri elektronic-
ké podpory. Elektronické podpory boli rézneho charakteru, napriklad: rozhovory
s hasi¢mi lesnych poziarov v Amerike (22 min), prednaska o zdrojoch zapalenia
(5 min), opis ochrannych protipoziarnych naterov ocelovych konstrukcii (6 min)
a prednaska o hodnoteni ochrany v stavebnych konstrukcidch (10 min). Posledné
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dve opory boli sicastou otazok k ustnej skuske. Pocet pristupov pocas semestra
a skuskového obdobia bol (3-1-0-3) z celkového poctu opravnenych uzivatelov 38,
Co predstavuje 7,8 %. Vzhladom na to, Ze opora vznikla ako prva opora v Studij-
nom odbore, teda ani Studenti ani vyucujuci eSte nemaju redlnu skdsenost s ich
vyuzivanim, odhadujeme, Ze to by mohli byt dévody malého zaujmu o podporu.
Dal$im dévodom méze byt relativna komplikovanost’ pristupu k opore. Z hladiska
dorucenia elektronickej opory by bolo snad jednoduchsie zaslat' Studentom link
a cviCenia vo forme skupinového mailu, ktory UIS umoziuje.

2.2 Prieskum v radoch pedagégov

Preskum bol realizovany formou dotazniku s 10 otizkami, ktoré sa tykali tes-
tovania, tvorby elektronickych podpér a celkového vyuzitia UlSu v pedagogickej
praci a bol poslany pedagogickym pracovnikom na TU. Na dotaznik odpovedalo 50
respondentov, ¢o je relativne nizky pocet, a preto jeho zavery nemdéZeme zovse-
obeciiovat. Napriek tomu nam davaju predstavu o postojoch pedagégov k vyuzitiu
existujuceho elektronického softéru s moznostami, ktoré systém ma.

Priemerny respondent ma 47,4 rokov a je muz. Tento vek jasne naznacuje, Ze
respondenti patria do skupiny takzvanych pocitacovych imigrantov. Pedagogicki
zamestnanci (hoci nem6zeme zovSeobecnit) na Technickej univerzite vyuzivaji
UIS na administraciu znamok na 90,06 %, druhé miesto v poradi dosiahla komu-
nikicia so Studentami (3,2 %) a elektronicka podpora a testovanie sa umiestnili
iba s 2,3 a 1,7 %. Rozdiel je priepastny. Natiska sa nam otazka, na ¢o ma UIS tol'ko
funkcionalit, ked’ ich vyuZziva extrémne nizke percento moznych uZivatelov.

Na zaklade odpovedi na otazky tykajice sa testovania mdéZeme povedat, Ze 3 z 10
naSich respondentov priemerne vyuZzivaju UIS na testovanie v rozsahu 27,71 %.
Vzhladom na nepriaznivy pomer vyuzivania testovacej funkcionality uvadzame ich
vyhody, tak, ako ich vidia ti, ktori ich pouzivaju. (Tab. 3) Spomedzi zapornych
dovodov vyberame tie najCastejSie sa opakujice. Medzi objektivne namietky, ktoré
spominaju fakt, Ze format testovania nie je vhodny na testovanie grafickych zadani,
alebo zadani, kde sa hodnoti aj postup, dalej Ze priprava testu a elektronickych
opor je komplikovana a zo zaciatku Casovo narocna, alebo Ze UIS ma zastarany
format, vzhlad a ovladacie prostredie. Niekol'’ko odpovedi vyjadrilo absenciu infor-
macii alebo Skoleni. Subjektivne dovody reprezentujd namietky typu ,nechcem byt
otrokom pocitaca’; ,vyucba md spoclivat’' v priamej interakcii Studenta s ucitelom. Inak
nds mézu zrusit’ a Studentov nech ucia pocitace,” ,tvorba testu v elektronickej podobe
enormne zataZuje tvorcov dlhou pripravou’, ¢i ,,uprednostiiujem skusanie z oc¢i do oc¢L.”
Ako prekvapujici dojem z dotazniku sa javi to, Ze pedagoégovia vidia v pocitaci
konkurenciu a nie vypomoc s rutinnymi pracami. Na zaklade reakcii respondentov,
vidime absenciu osoby, ktord by bola zodpovedna za rieSenie praktickych problé-
mov pri pouzivani UISu a za motivaciu pracovnikov systém zacat vyuzivat.
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Tab. 3: Podiely odpovedi k otdzke o vyhoddch testovania cez UIS

Vyberte 3 hlavné vyhody testovania cez UIS.
Setri ¢as pri opravovani 24| 24.2%
ponuka Siroké spektrum otdzok 6] 6.1%
prepojenie s UIS na celkové hodnotenie 4 4%
prepojenie s UIS ohl'adne miestnosti, terminov, 4 4%
Setri Cas pri tvorbe testu 5 51%
umoziuje tla¢ viacerych variant testu 6] 6.1%
vytvaranie databaz testovacich otdzok 13[ 13.1%
rdzne varianty testu pri testovani 12| 12.1%
moznost’ pre Studentov pisat’ test z domu 3 3%
moznost’ upravovat’ skore jednotlivych testov 4 4%
moznost’ pripojit’ obrazovy alebo zvukovy zizng 1 1%

K otazkam tykajucich sa vyuzivania funkcionality na tvorbu e-podpdr sa vyjadrili
4 respondenti z 50 (8 %), ktor{ ich vyuZivaju. Napriek nizkemu poctu by sme
uviedli ich hlavné pripomienky. Ako hlavné tazkosti respondenti uviedli kompli-
kované zadavanie e-podpory pre Studentov, ¢asovo naro¢na tvorba podpory, ¢o
pravdepodobne suvisi s komplikovanym vkladanim obrazkov a pdf stiborov.

Zaujimavy je postoj vSetkych respondentov, ktori sa vyjadrovali k existencii tejto
funkcionality. Z nasho pohladu je pozitivne, Ze tych, ktori sa chci dozvediet viac,
je takmer jedna Stvrtina (22,4 %), a Ze mame aspon 8,2 % respondentov, ktor{
tito mozZnost vyuzivaju. ZaraZajlce je zistenie, Ze mame 47 % respondentov, ktory
funkcionalitu poznaju, ale nevyuzivaju.

Na zaver by sme radi uviedli odpovede na zavere¢nu otazku, ktora mala vSeobecny
charakter a zistovala nazory respondentov na e-learning. V sticasnej technologic-
ky priznacnej dobe, kde spolo¢nost podporuje a zdoéraziiuje vyuZzivanie elektro-
nickych médii vo vzdelavani nés udivila distribiicia ndzorov na tuto otazku. Pre
34,7 % je to zrucnost, ktori sa musia eSte doucit, pre 32,7 % je mozZnost dat
Studentom viac, pre 28,6 % je moderny termin, ale prazdny; a nikto (0 %) v tejto
zrucnosti nevidi vyhodu oproti kolegom. Tu je zrejmé, Ze mnoho respondentov
vnima e-learning ako politickd zaleZitost, ktora nie je ,readlnd“ v ich kazdodennej
praci.

Zaver

Na zédklade zisteni z dotaznikovych prieskumov moZeme konStatovat, Ze multime-
didlne technolégie maju vo vyucbe svoje pevné miesto. KedZe Studenti ocenuju
a vidia potencial vo vyuziti multimedialnych objektov, ucitelia by sa mali zamerat
na rozvijanie svojich pocitacovych zrucnosti. Z hladiska koncepcie Studijnych ma-
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teridlov je potrebné sa zamerat na tradicné jazykové aktivity (Citanie a preklad),
ale je potrebné ich doplnit rovnakym mnoZzstvom konverzaénych aktivit. Studenti
maju stale tendenciu opierat sa o papierové sStudijné materidly a resp. o mate-
ridly poskytnuté pocas vyucCovania. Vyuzitie doplnkovych elektronickych aktivit
je velmi nizke z réznych dovodov, ktoré by bolo potrebné skiimat v budicnosti
podrobnejsie.

V ramci existujucich softvérov je potrebné venovat energiu vzdelavaniu sa so stra-
ny samotnych vyucujicich, aj zo strany organizacii, ktoré by skupine ,starsich“
(narodenych pred 1982) pedagégom pomohli prekonat bariéru vo vyuZzivani elek-
tronickych zdrojov vo vyucovacom procese, a tak skvalitnit' vzdelavanie, ktoré po-
skytuju. Stale je vel'ké percento (cca 30 %) pedagégov, ktori chct pracovat na po-
Citacovej kompetentnosti, pricom ich vzdelavanie by malo byt adresné a vysledky
merané, ¢im by sa predislo formalnym Skoleniam a formalnym vysledkom trans-
feru pocitacovej zrucnosti do vyucovacieho procesu. KedZe pedagoégovia vyuzivaju
elektronické testovanie pomocou UISu vo vicSej miere, je potrebné tejto zrucnosti
¢i po metodologickej ¢i technologickej stranke venovat ndleZitii pozornost.
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Interactive technologies in foreign language teaching
BoZena DZuganova and Anna Barnau

Abstract: When teaching a foreign language, it is important to engage as many senses as
possible. Joining visual perception of medical concepts facilitates faster acquisition of medical
terms. Good language skills are the basis for acquiring knowledge in a variety of medical
areas students cover while studying at the faculty and later deepen knowledge of in their
practice. English language skills may be developed through e-learning programs and Internet
language courses, watching short instructive videos and video lectures, simultaneous reading
and listening to interesting topics, solving language quizzes and memorizing new vocabulary
by means of flash cards etc. In our review paper, we intend to look at typical problems of
listening comprehension and suggest some activities to improve listening comprehension and
pronunciation using interactive technologies.

Key words: Listening, Internet, Video, Worksheet, Medical English

Introduction

In the 1960s there was a revolution in language teaching. Until then, spoken
language was considered to be a poor relative of the written language (Brown,
1991). In the 90s the attention of linguists and teachers began to focus on the
spoken form of the language and the communicative approach found its way into
foreign language teaching. In Slovakia after the year 1990, the British Council
organized specialized language courses for Slovak teachers of English to make
them acquainted with new methods of teaching. Since then, attention to language
teaching at all types of schools has increased. At all secondary schools, students
are obliged to sit for a final school exam in one foreign language. It is expected
that students will come to universities with excellent language knowledge and
skills and universities will provide only specialized language education.

The key competences in the field of language teaching and learning are: reading
and listening comprehension, speaking and writing. Speaking and writing influ-
ence the field of active language production - they are productive communication
skills. Listening and reading have an impact on the area perception - they are
receptive communication skills (Horiidkova, 2011). With the advent of commu-
nicative language teaching and the focus on proficiency, the learning and teaching
of listening started to receive more attention.

In teaching a foreign language, these skills are practised with different emphasis
and extent. Most attention is logically devoted to reading comprehension (peo-
ple mostly read in a foreign language), less to communication and writing and
maybe the least to listening comprehension. Here we can state that the effort to
teach students to communicate in a foreign language from the first English lesson
results in insufficient mastery of English grammar and pronunciation. Therefore,
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a phenomenon persists that even good students do not understand a native speak-
er, and are afraid of speaking with a foreigner and try to avoid such a situation.
This is because listening is not yet fully integrated into the curriculum and more
attention should be paid to it in language teaching.

Listening plays a vital role in daily life. People listen for different purposes such
as entertainment, academic purposes or obtaining necessary information. As for
foreign language learning, listening is of paramount importance since it provides
the language input (Rost, 1994).

In addition, without listening skills, no communication can be achieved (Cross,
1998). Language learners, especially those who learn English as a foreign language
in a non-native setting, may find it difficult to acquire good listening skills. Lis-
tening plays an important role in second language instruction for several reasons
(Rost, 1994). If students cannot hear well, they find it difficult to communicate or
could even fail a listening examination for instance. In fact, students often adopt
the wrong approach when listening and this leads to poor results. It should be
noted that the learners’ perception of their listening problems and strategies can
affect their comprehension both positively and negatively (Wenden, 1986). Thus,
in order to help students improve their listening skills, it is necessary to find out
the listening problems which cause difficulties for them.

1 Whatis listening comprehension?

Listening comprehension is the ability to listen effectively to spoken discourse
in a foreign language, to understand it and gain necessary information from it.
The aim of listening comprehension is to understand the main idea or ideas ex-
pressed in the spoken language, to capture substantial or detailed information
said about a particular topic or situation, estimate the significance of unknown
words and grammar structures, understand the attitude, opinion, intention and
mood of a speaker and recognize the communicative function of the discourse.

Listening is the ability to identify and understand what others are saying. This
involves understanding a speaker’s accent or pronunciation, his grammar and his
vocabulary, and grasping his meaning. An able listener is capable of doing these
four things simultaneously (Yagang, 1993).

The problems of listening comprehension arise from the following four factors: the
message, the speaker, the listener and the physical setting (Yagang, 1993). If the mes-
sage is overloaded with unknown vocabulary, arises from a background unfamiliar
to the student, is uninteresting and too long, it leads the students disconnected,
discouraged and bored by what they are hearing. “In ordinary conversation re-
dundant utterances may take the form of repetitions, false starts, re-phrasings,
self-corrections, elaborations, etc. This redundancy is a natural feature of speech
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and may be either a help or a hindrance, depending on the student’s level of
knowledge” (Kozlovska, 2014). The content of such a message is usually not well
organized.

The speaking speed of the speaker, his pronunciation, sound connections, into-
nation and accent contribute substantially to listening problems. On the side of
the listener, it is difficulty in concentration and lack of sociocultural, factual, and
contextual knowledge of the target language that can present obstacles in listening
comprehension. By physical or environmental setting, we understand all the dis-
turbing factors (background tunes, voices and noises) heard during the listening
activity, or unclear sounds resulting from poor-quality equipment, which can also
interfere with the listener’s comprehension.

Listening can be understood in two ways: 1. as passive listening to a speech in
a foreign language on television, a lecture at an international congress, a lecture
at school abroad etc., in which the listener does not interrupt the monologue or
dialogue or has no chance to intervene, and 2. as a component of communication
(dialogue) when alternately one person is talking and the other is listening. Most
spoken language that we listen to is informal and spontaneous speech that is
produced by speakers during a dialogue/interview. Oral presentation is usually
divided into shorter sections, in which the speakers take their turns (Ur, 1997).

Every study conducted into language skills acquisition has shown that when we
communicate we gain 45% of language competence from listening, 30% from
speaking, 15% from reading and 10% from writing. With the highest percentage
of involvement in the exchange of information in effective communication, listen-
ing has to be considered a language forerunner (Renukadevi, 2014).

Listening is perceived by learners to be much more difficult than the other lan-
guage sKkills, as it includes all the interrelated subskills such as receiving, under-
standing, remembering, evaluating, and responding.

2 Problems with listening comprehension

According to Gillian Brown (1991) insufficient attention is paid to teaching pro-
nunciation at schools, because the teachers themselves do not have sufficient
knowledge of foreign language phonetics. Phonetics has ceased to be taught as
consistently as it was in the past. Today, there is no such emphasis on teaching of
pronunciation, which in turn causes problems with listening. What is not in the
student’s mother tongue, and what the student does not learn to pronounce cor-
rectly from the very beginning, s/he is unable to recognize in the spoken language
(Galvan, 2010). Or vice versa, in a foreign language there are different phones
(sounds) and the student has a problem not only to capture them but also to
pronounce them. Therefore, Slovak students have no problem to understand their
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classmates speaking English but do if they are with a native Briton or American.
Or as Yagang (2014) says, learners tend to be accustomed to their teacher’s accent
or to the standard variety of British or American English and they find it hard to
understand speakers with other accents. This phenomenon is caused by the rela-
tively small experience of our students with different varieties of English, where
the largest differences are mainly in pronunciation, rhythm and intonation.

Gillian Brown (1991) sees another problem in the teacher’s tendency to pro-
nounce each word of a sentence slowly and distinctly in order to provide students
enough time to recognize individual words in the sentence. In real life, native
speakers speak much more quickly. If recordings of native speakers are not used
in foreign language teaching from the very beginning, then a “degenerate” and
slow form of the foreign language is taught. Many recordings are recorded in
a slow version, in the tempo we use when we speak with hearing impaired elderly
people or with small children.

When listening, we should not try to catch every word. A common mistake is
that the student focuses too much on the pronunciation of the words and the
content of what is said in the recording escapes him. Our attention fluctuates; we
usually perceive less than 100 percent of spoken or heard, the rest we can either
deduce on the basis of previous experience, or ignore. During communication, the
speaker does not concentrate on the way sentences are formed, but first of all on
the content. The listener tries to catch the content of speech instead of individual
words. When communicating, the speaker usually says more than necessary for
mediation of information. In informal speech, for example, grammar principles
are not strictly observed, endings can be skipped, words contracted, sentences
unfinished, etc.

Each language has its own characteristic rhythm and one of the most difficult
areas in mastering the spoken form of a foreign language is its rhythm and in-
tonation. When dealing with the phonetic side of the language, it is important to
learn to feel the rhythm of the given language. The rhythm of English language
is, for example, based on the contrast of stressed and unstressed phonemes. The
stressed ones are the carriers of meaning; it is therefore necessary to teach stu-
dents to focus on them during listening. Unstressed phonemes are mostly auxil-
iary grammar components, prepositions, articles. Rhythm goes hand in hand with
articulation, facial expressions, hand gestures, head nodding, etc.

A huge deficiency in learning foreign languages, and thus in listening comprehen-
sion, may partly be due to the fact that Slovak television broadcasts only dubbed
films. Students rarely come into contact with foreigners and are dependent on
the language mediated through recordings. Students usually devote more time
to reading than to listening, and so lack exposure to different kinds of listening
materials. Lack of recordings for topics from different areas of medicine has forced
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us to search the Internet to find appropriate materials which we can adapt in-
to listening activities. Our students need not only to communicate with English
speaking people but they have to be well prepared for listening to whole lectures
in a foreign language. Many of our students take part in Erasmus programs and
they have to be able to continue in their study abroad.

3 Listening comprehension materials available on-line
3.1 Searching for suitable materials/activities

On the Internet there are a number of e-learning programs, online courses and
video lectures. Many renowned educational institutions offer thousands of video
lectures by world famous scholars. The length of video lectures varies from sev-
eral minutes up to several hours. Some lectures are done in a power-point form;
others are just pure recordings of a certain lecture and lecturer. We have tried
to find a suitable medical English e-learning program that we can use in teaching
English or offer as additional material for education of both undergraduate as well
as graduate students.

3.2 Results of the Internet surfing

Searching the Internet for suitable materials is a very time-consuming activity. It
takes a long time to click and go through the Internet offers provided by various
educational institutions and centres in order to find a suitable one. Often among
free e-learning programs or online courses, payment of a fee is required. It is
assumed that anyone interested in following the mentioned online course knows
the English language at a C1-level, i.e. close to that of a native speaker.

We spent several days searching for an appropriate medical English course. The
courses which we found did not correspond to our ideas, however. They were
appropriate for doctors to improve above all their medical knowledge but were
not suitable for first-year students.

Thanks to personal contact, we got chance to test one e-learning medical English
course programme for doctors which was made in a similar way as a textbook.
Instead of writing answers into a student’s book, we could choose correct answers
by clicking on an appropriate letter, transferring the right answers into an ap-
propriate field, or typing them. The advantage of such a course was immediate
submission of correct answers, evaluation of learner’s progress, assessment of
minutes/hours spent on individual activities and the fact that no other devices
were needed for listening to the recordings etc. The disadvantage was that we
could not print any part of the material. It could only be stored in a course file and
re-used any time via a login. The course was limited by the number of hours the
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learner has to pay for. The programme was made for self-study, not for classroom
teaching.

4 Strategies for improvement of listening comprehension

What students do before listening partially has impacts on their comprehension
of the listened text. Proper training of listening comprehension has its method-
ological framework:

Firstly, students have to become familiar with the task or topic during the socalled
warm-up activity, which is then followed by the first uninterrupted, continuous
listening to a recording. Students usually capture 30-60% of the utterance during
the first listening and obtain a complete picture of the recorded situation. They
fill in the assignment during the second listening. In the case of a more difficult
task, the students are only capable of comprehending the entire text during their
third listening.

Listening should be followed by other activities related to listening such as
checking for understanding in the form of completed tasks, answers, discussion
etc. Listening is a time consuming activity and cannot be hurried. None of its parts
can be neglected. Otherwise, hostility to listening activities will appear in students.

As already mentioned above, in listening comprehension a good listener will not
listen to all the words of the listening task. They may skip any part of it and just
focus on the information they need for their answer. In contrast to this, students
with listening problems admit to listening to texts word by word. Listening word
by word or listening for details, as they think, is very important to get the main
ideas. Once they try to comprehend every single word, however, there is little
chance for them to discover the key words which give them clues to understand
the listened text.

Intensifying of listening tasks. We begin to practice listening with simple tasks
such as: yes/no questions, filling in information into a worksheet, true/false state-
ments, gap-fill exercises in the listened text, sequencing of time arrangement of
the information, sequencing of the content, rearrangement of strips with the lis-
tened text into the correct order, multiple-choice exercises, guided note-taking,
etc.

To achieve an improvement in listening comprehension requires perhaps more
time than reading comprehension practice. It also requires practicing active lis-
tening at home. Students seem to spend very little time practicing listening at
home. Without a lot of practice, students cannot achieve improvement or good
results in listening comprehension. Self-study is a very important way to succeed
in listening. In order to improve, students can listen to songs, tapes, discs, videos
of the Faculty syllabus, news in English, etc. However, much practice would show
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no results if the students cannot infer the strategies from each listening task.
A good outcome will only appear if students realize and adopt strategies through
their practice.

5 Internet helps to improve listening comprehension

Since we use our own textbook, we try to find suitable material for listening and
create some listening activities for each unit. Listening is a skill that the students
have to acquire gradually. In order not to make students afraid of listening from
the beginning of medical English study and to teach correct pronunciation of
medical terms, it is important to include reading while listening into the teach-
ing/learning process. Joining visual perception of the text with its sonic “picture”
facilitates faster acquisition of the topic. On the Internet there are many web pages
with medical topics, e.g. www.webmd.com that enable such learning. The domain
webmd.com offers popular scientific articles written in an appropriate language
for the general public. Although the texts are digitally read, for many students they
offer something new and interesting which they like to listen to. The advantage of
reading with simultaneous listening is that it's not necessary to look for pronun-
ciation of unknown words and students fix their correct pronunciation from the
listening. Another time, the listener can hide the text and it becomes an ordinary
listening activity.

We have very good experience with the implementation of short videos into prac-
tice of listening comprehension, where three skills are involved in one activity,
i.e. reading, listening and video watching. On YouTube, we have found a short
video for every topic of our Medical English textbook. Some videos are designed
for teaching and are methodologically well done. The Tutorvista.com domain has
put several short advertisement videos on the Internet. They offer teaching of
medical English under supervision of their tutors. The text of the video can be
seen in captures, there is a worksheet, which is filled in during watching and the
entire topic is summarized at the end of video.

The Nucleus Medical Media and Medical Education Videos domains offer a lot of
short teaching videos on individual medical topics recorded either in a British or
American accent. A disadvantage is that the teacher has to prepare a worksheet
or post-listening exercises. Sometimes the transcript of the video can be found on
the Internet.

Short Medical English videos by Virginia Allum are suitable for practicing doctor-
patient communication. Virginia is an expert on medical communication. She
made short films and made them available free of charge on YouTube.
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The domain quizlet.com offers an interesting way of learning new anatomical
terms by means of flash cards. Joining acoustic and visual perception of medical
terms facilitates faster acquisition of the medical terminology.

Conclusion

In our paper, we have discussed the importance of listening comprehension in
the communicative approach to language teaching. We have briefly explained what
listening means and what the main problems with listening comprehension are. In
order to improve the listening comprehension of our students, we searched the In-
ternet for suitable materials and activities. Further, we have presented strategies
for improvement of listening comprehension and ways to implant these strategies
into the teaching/learning process. The intention of this paper was to describe our
opinion of the importance of listening comprehension, to show our procedure in
listening practice and to share some Internet domains suitable for medical English
teaching.

To conclude our paper, we may quote the words of Renukadevi (2014) “Listening
awakens awareness of the language as it is a receptive skill that first develops
in a human being. Learning to listen to the target language improves language
ability. The sound, rhythm, intonation, and stress of the language can only be
perfectly adapted through listening. To understand the nuances in a particular
language, one must be able to listen. As we get to understand spoken language by
listening it is easier to improve the other skills and gain confidence. Other than
being the primary form of communication, listening helps the language learner
to understand the beauty of the language. Especially in terms of communicative
language teaching it is said that the basis for communicative competence is lis-
tening as it provides the aural input and enables learners to interact in spoken
communication and hence language learning largely depends on listening. Thus
listening forms the concrete basis for the complete language proficiency”.

References
BROWN, G. (1991). Listening to Spoken English. Longman. ISBN 0-582-0529701
CrROOM HELM CROSS, D. (1998). Teach English. Oxford University Press. ISBN 978-019-4421713.

GALVAN, F. (2010). Por qué a los esparioles se nos da mal el inglés. [online]. [19. 07. 2010]
http://www.elpais.com/articulo/opinion/espanoles/nos/da/mal/ingles/elpepuopi/
20100719elpepiopi_11/Tes.

HORNAKOVA, A. (2011). Ako komunikovat'v cudzich jazykoch tispesne a efektivne. Pre$ovska univerzita. ISBN
978-80-555-0377-6

KozLovska, A. (2011). Listening in the Foreign Language Classroom: Problems and Solutions. 2014. [online].
http://www dspace.uabs.edu.ua/.../Listening.

RENUKADEV], D. (2014). The Role of Listening in Language Acquisition; The Challenges & Strategies in
Teaching Listening. In: International Journal of Education and Information Studies, 4(1), 59-63. ISSN
2277-3169

206



RosT, M. (1990). Listening in language learning. London: Longman. ISBN 10: 0582016509

UR, P. (1997). A Course in Language Teaching. Practice and theory. Cambridge University Press. ISBN 0521-
44994-4

WENDEN, A. L. (1986). What do second language learners know about their language learning? A second
look at retrospective account. Applied Linguistics, 7(2), 186-205.

YAGANG, F. (1993). Listening: Problems and Solutions. [online]. http://www.valrc.org/courses/esolbasics/
lesson5/docs/Listening.pdf

Authors

PhDr. BoZzena DZuganova, PhD., e-mail: dzuganova@jfmed.uniba.sk, Jessenius Faculty of Medicine in
Martin, Comenius University in Bratislava, Slovakia

The author is a teacher of English and German for Medical Purposes. Her research work is focused on the
field of terminology, history of medical terminology, didactics, and multimedia usage in ESP teaching.

Anna Barnau, e-mail: barnau@jfmed.uniba.sk, Jessenius Faculty of Medicine in Martin, Comenius Univer-
sity in Bratislava, Slovakia

The author is a Faculty member teaching English and German for medical purposes. Her research focuses
on communication skills, applied linguistics, didactics, and implementation of audio-visual materials in
LSP teaching.

Empiricka studie / Empirical Study 207



eeeeeee



Preklad jako kulturni transpozice (s preklady proz
Juana Ramona Jiméneze a Kenjiho Miyazawy)

Ivana Mrozkova

Monografie Preklad jako kulturni transpozice (s preklady préz Juana Raména Jimé-
neze a Kenjiho Miyazawy) autorli Bozeny Bednatikové, Kristiny Dokulilové a Petra
Kabelky se vénuje tématu uméleckého prekladu, a to jak v roviné praktické, tak
CasteCné i v roviné teoretické. Vychazi z predpokladu, Ze preklad kromé prostého
prevodu textu z jednoho jazyka do druhého zprostredkovava rovnéz pohled na
estetiku, historii a celkové realie jiné kultury a prekladatel ma rtizné moznosti,
jak tyto prvky, pro pochopeni uméleckého dila velmi dilezité, pievést do ,svého“
jazyka. V monografii jsou zminovany dva zakladni postupy, ponechani cizich prvka
v textu nebo jejich (Castecné) prevedeni na ekvivalenty z jazyka a kultury cilového
jazyka (napt. jazyk, kterym se vyjadruji déti, v Jiménezové préze).

Zakladem monografie je komentovany pteklad prozaickych dél dvou autorl ze
zemépisné od sebe pomérné vzdalenych oblasti - Spanélského (andaluského) no-
sitele Nobelovy ceny za literaturu Juana Ramoéna Jiméneze a japonského, u nas
pomérné malo znamého autora Kenjiho Miyazawy; celd monografie pak slouzi
jako pripadova studie na téma moznosti kulturni transpozice a je soucasti Sirsi-
ho projektu Katedry bohemistiky Filozofické fakulty Univerzity Palackého (hlavni
fesitel Vladimir Poldch) Bohemistika dnes: Prekracovdni geografickych, jazykovych
a interpretacnich hranic, mapujiciho rizné moznosti pohledu na funkci jazyka.

Po tvodni ¢&asti, kterd vysvétluje cile projektu, je v monografii zafazeno predsta-
veni Spanélského autora Juana Ramoéna Jiméneze a komentovanému piekladu jeho
andaluské elegie Stiibrdk a jd vcetné prekladatelské poznamky, dalsi ¢ast je pak
vénovana piedstaveni japonského spisovatele Kenjiho Miyazawy, jeho zarazeni do
kontextu japonské literatury, problematice pfekladu japonského jazyka do CesStiny
a v neposledni fadé komentovanym prekladiim dvou Miyazawovych povidek Noc
na galaktické Zeleznici a Havraniim zaslibend medvédice.

Preklad prézy Stribrdk ajd (Plateroyyo) zpracovala Kristina Dokulilova. Jde o velmi
erudovany pieklad, ktery je doplnén rozsahlym poznamkovym aparatem. Velmi
cenné je srovnani s prvnim prekladem do ceského jazyka, ktery piipravil v roce
1946 FrantiSek Nechvatal a ktery byl vydan az v roce 1961. Tento preklad byl neu-
plny, vypustény byly kapitoly podle tehdejSich nazort ideové nevhodné a kulturné
nesrozumitelné; jde tedy o prvni kompletni verzi této prozy.

Prekladatelka rovnéz peclivé zpracovala vysvétlivky a poznamky, které poskytuji
cenné informace tykajici se Spanélskych (andaluskych) realii, samého autora, kon-
textu jeho Zivota, dila a doby, a také vysvétleni, pro¢ byly pouzity nékteré ptekla-
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dové varianty, pfipadné srovnani uzitych variant s variantami pouzitymi v prvnim
prekladu do cestiny. Z hlediska komfortu ctenard jsou v prekladu velmi dilezi-
té podrobné zpracované intertextové odkazy, které rovnéz usnadnuji porozumeéni
textu.

Celkové jde o velmi prinosnou publikaci jak po strdnce uméleckého prekladu, tak
i z hlediska lingvistického, kdy jsou do textu zarazeny vysvétlivky a komentare
k jednotlivym prekladiim, které jsou velmi cenné pro dalsi badatele, ale i pro
pouceného ctenare.
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