Vazené kolegyné, vazeni kolegové, milé Ctenarky, mili ctenari,

otevirate stranky prvniho ¢isla ¢asopisu CASALC Review za rok 2021. V tomto roce,
ale i v roce predchozim celili ucitelé jazykt na vysokych Skoldch dosud nepozna-
nym vyzvam. Témér ze dne na den museli ziskat nové technické zrucnosti a osvojit
si nové metody prace, jeZ jim pomohly pokracovat v procesu vzdélavani za podmi-
nek, kdy se Skoly z diivodu protiepidemickych opatieni uzaviely a jediné spojeni
mezi Skolou a studenty zajiStoval internet a komunikace pres obrazovku pocitace.

Prvni rubrika naseho ¢isla ndzorné reflektuje tuto situaci a ukazuje konkrétni vy-
sledky prace v novych podminkach jak na zakladé nékterych dotaznikovych Setie-
ni v prostredi univerzity tfettho véku nebo mezi studenty Matematicko-fyzikalni
fakulty Univerzity Karlovy, tak na prikladu konkrétné realizovanych kurzi, v nichz
se béhem praxe vyuky anglického jazyka online naskytla prilezitost rozvijet u stu-
dujicich jejich autonomii, posilit zamérenost na studenta a dosahnout urcité leh-
kosti ¢i neformalnosti u¢ebniho procesu, jez prospéla obéma stranam - studentim
i vyucujicim.

Cislo 1/2021 nabidlo prostor k publikovani u¢astnikiim XIV. mezinarodni konfe-
rence organizace CercleS Language Centres at a Crossroads: Open Directions for New
Generations of Learners, jez probéhla v zari 2020 v Centru jazykového vzdélavani
na Masarykové univerzité v Brné. Jednani konference probihalo v sedmi sekcich:
1) Metodologie vzdélavani a ICT; 2) Studenti a jejich prostredi, interakce, tlohy
a strategie; 3) ,Plurilingualismus” pro akademické a profesni tucely; 4) Hodnoceni
a alternativni formy hodnoceni; 5) Personalni zabezpeceni a jeho rozvoj; 6) Po-
litické souvislosti vyuky jazykd; 7) Preklad a terminologie v univerzitnich sou-
vislostech. Ctenati ¢isla mohou posoudit, nakolik zaméfeni takto pojmenovanych
sekci reflektovalo realitu jazykového vysokoSkolského vzdélavani a promitlo se do
stranek naseho Casopisu.

Rubrika Korpus v jazykové vyuce predstavuje jeden z ohlasti brnénské konference.
Nabiz{ podnétnou moznost porovnani vyuziti korpusu anglického jazyka, s vyu-
Zitim jeho britské varianty (British National Corpus), pro vyuku anglic¢tiny jako
jazyka ciziho s dlrazem na jazyk odborny - anglictinu pro obchod a ekonomii
a anglictinu pro matematiky.

V rubrice Metody ndcviku jazykovych dovednostiCtenaii naleznouinspirativni pii-
spévky vénované uloze rtiznych typi zpétné vazby v rozvijeni syntaktické kom-
plexnosti v pisemnych projevech studentt, ale i pfi ¢asové omezené vyuce man-
darinStiny. Seznami se s moZnostmi vyuziti interdisciplinarné pojaté vyuky aka-
demickych jazykovych dovednosti (soft skills) jako mozného reSeni situace, kdy
humanitné vzdélany ucitel jazykdi musi zvladnout vyuku odborného jazyka pro
studenty s Sirokou $kdlou odbornosti. Praktickym navodem se miiZe stat seznam




aktivit k osvojovani slovni zasoby a rozvijeni jazykovych dovednosti u studentl
s pocatecni omezenou znalosti jazyka, v daném pripadé jazyka némeckého.

Zavérelna tematicka rubrika reflektuje problematiku vysokoskolského studia z po-
hledu moznych pristupti ke studiu u studentd ¢eskych vysokych skol a také v kon-
textu situaci, problémi a interakci, které vznikaji u ¢eskych studentli a studentek,
kteri studovali ve francouzsky mluvicich zemich a jez by se po dikladné analyze
mohly promitnout do piipravy studujicich na vyjezd do zahranici.

Navzdory slozitym podminkam, v nichZ probihala vyuka cizich jazyka na vysokych
Skolach v pravé uplynulém obdobi a v nichZ pracovala redakéni rada Casopisu
CASALC Review, se podarilo zavrsit nékolikaleté usili a na$ ¢asopis byl zarazen do
databaze ERIH PLUS.

Prejeme zajimavé a inspirativni ¢teni.

Milu$a Bubenikovd a Sdrka Kadlecovd
editorky
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University of the Third Age Older Adult English
Language Courses During the Pandemic of COVID-19

Iva Koutska

Abstract: The pandemic of COVID-19 created unexpected challenge to the whole educational
system and reintroduced the topic of distance learning and its importance. The society reacted
to epidemiological restrictions in social contacts by transferring the education into the virtual
space but older adult English language learners in general benefit from social contacts and are
usually limited in digital skills.

The article analyses the situation in the Czech Universities of the Third Age (U3A) and their
English language courses between March 2020 and July 2020. The text is based on literary re-
view and questionnaires to the U3A organisers, and leads to the conclusion that the university
of the third age older adult English language learners were left only with limited opportunities
of their English language development at that time.

Key words: university of the third age older adult English language learner, distance learning,
pandemic, COVID-19

Introduction

English as a second/foreign language (ESL/EFL) learning start moved closer to
the birth to very early childhood despite the heated debate whether such shift is
necessary to mastering English language successfully or not. The Critical Period
Hypothesis by Penfield and Roberts (1960), reviewed by Lenneberg (1960) (both
in Howatt and Widdowson, 2004) defined as “sharp decline in learning outcome
with age” by Chiswick (in Chiswick and Miller, 2008) has not been proved or
disproved.

Different life stages in connection to English language learning (ELL) are, however,
researched not to the same extent. Especially some age groups are constantly left
out or researched only marginally. The group which “suffers” from this lack of
interest most, is the group of older adult English language learners. The problem
lays in many aspects, one of them being the fact that older adults in many cases do
not want to be labelled as old/older, do not see themselves as a separate group
and therefore do not create the (necessary) pressure on experts to follow their
needs specifically. Geragogy as a discipline of older adult education is still young
in comparison to other areas of education research. English language methodology
research combined with geragogy research does not exist, or is extremely scarce.

The pandemic of COVID-19 in 2020 brought new topics to the society and health
care but also to education research, especially the topic of distance learning - its
tools, effectivity, accessibility, and its necessity in the crisis periods. In general,
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distance learning is connected with digital literacy and that is the critical point for
many older adults. Moreover, one of the huge benefits of learning in older adult-
hood is maintaining social contact, staying a part of a community, being socially
active.

Research Methodology

The following text maps the Czech Universities of the Third Age (U3A) older adult
English language courses during the pandemic of COVID-19, i.e. in the period
between March 11th and ca June 2020, the period when schools (including uni-
versities) were closed down for face-to-face learning due to the epidemiological
restrictions.

In the theoretical part the demographic situation of the world’s population will
be shown graphically in order to describe in numbers and in its importance the
age group of older adults. Secondly, the older adult English language learner and
the university of the third age older adult English language learner as specific
target groups will be described, i.e. geragogy research findings will be combined
with English language teaching (ELT) methodology findings for the specific type
of older adult education which are the universities of the third age. Thirdly, the
distance learning tools will be discussed.

The theory will be supported by empirical research among Czech U3As and their
English language courses in which the answers to two questionnaires combined
with interviews results and internet search will be reflected.

The research question asked is: Were the university of the third age older adult
English language learners left out from English language learning at the Czech U3As
during the pandemic of COVID-19?

Research Results

The demographics

The problem in specifying how numerous the group of older adult learners, older
adult English language learners, or the university of the third age older adult
English language learners is, lays firstly in unclear and diverse definition of being
old, and in case of the U3As in varied entrance age. Some U3As accept people
50+. Not saying that 50+ means old but indicating how many people worldwide
are discussed about, the following chart is depicted.

Data taken from the World Health Organisation (2019) show that in 2020 the
prospects are 1, 833, 370 people over 50 out of 7, 794, 799, i.e. slightly over 24%
of the world’s population will be over 50 in 2020.
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Fig. 1: Population in five-years age groups. Source: WHO (World Health Organisation), 2019

The target group - older adult English language learners

The number of potential older adult English language learners is even harder to
define than the total numbers of older adults.

The other problem is that older adult foreign language learning/teaching and
older adult English language learning/teaching is represented only scarcely in ex-
perts’ literature. In Koutska (2015) the following texts are suggested: Gruneberg
and Pascoe (1996), Hubenthal (2004), Joiner (1981), Kormos and Csizér (2008),
Kiirten et al. (2012), Mackey and Sachs (2012), Marinova-Todd et al. (2000), or
Ondrakova et al. (2012).

Other suggested texts can be Andrew (2012), Gabry$-Barker (2017), Gémez
(2016), Mayo and Lecumberri (2003), Muoz (2006), Murad (2009), Neigert
(2019), Singleton and Lengyel (1995), Singleton and Ryan (2004), or Thornton
(1992).

As Serak (2009) in Koutska (2020) says: “The main characteristic of the age group
is that there are big differences among its individual members ... performance level
and efficiency does get lower with age but these processes are highly individual. The
efficiency normally cannot “vanish” completely. The deterioration is not irreversible,
cognitive capacities can be trained and deterioration can be stopped or postponed, or
an individual can improve their cognitive abilities.”

Ondrakova et al. (2012) in Koutska (2015) (in English adapted by Koutska, 2020)
sum up the specific aspects of foreign language learning as in Tab 1.

Looking more closely at specific aspects of foreign language learning, including
English language learning at older adulthood, especially at the target group of the
university of the third age older adult English language learners, the summary in
Tab. 2 was done by Koutska (2015, 2020).
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Tab. 1: Specific aspects of learning in older adulthood

area example

performance older adults need more time to fulfil a certain task but they tend to fulfil this task
well

thinking older adults use different parts of brain for learning a foreign language, they can
have a higher ability to use abstraction and logical thinking; it takes longer to
process information

concentration concentration is relatively easily distracted by excessive stimuli because older

(span) adults cannot filter these; they can have problems also with dividing and
transferring concentration; the ability to concentrate, alertness and vigilance can
be (does not have to be) lowered

memory ageing has a negative impact on most memory functions; long-term memory and

its function is relatively stable but the speed of information coming to mind is
lowered, there are changes in short-term memory and therefore also in processing
new learning content

ability to learn

there is no difference between younger and older people in their ability to learn,
however, the reaction time is longer by older adults

spatial spatial orientation can get worse as well

orientation

learning older adults can master new learning strategies, but they tend to use such

strategy strategies that lead to “the only correct answer” and that subsequently leads to
mistakes and stress as opposed to younger generations whose mistakes are
usually caused by inaccurate estimate

motor skills the speed of motor skill is lowered with age as well as the decision speed

vocabulary vocabulary level stays relatively stable (most of the time)

motivation the interior motivation is more involved in learning with age (children are more

easily externally motivated)

Source: Ondrakova et al. (2012) in Koutska (2015), English translation by Koutska (2020)

A similar chart can be drawn for language skills, see again Author (2015) - Tab.

Study
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Tab. 2: Summary of chosen positive and negative factors in foreign language learning, including English
language learning by older adults, especially the U3A participants — language system

aspect advantages disadvantages

all elements | life long experience and long mental, health and social situation
of alanguage | experience with learning

system

possibility of having longer contact
with the target language

negative interference (negative
influence and use of the mother
tongue)

previous linguistic experience

deep routed grammar-translation
method, or a habit to use/to be
taught by indirect methods and
drill activities, translation activities
and extensive homework

the possibility to use dictionaries
or reference books (knowledge of
“how to use the reference books”)

a high number of exercise types
known (if digitally literate they can
use also online exercises for
homework)

negative perception of one’s own
abilities, especially the ability to
learn, to remember; negative self-
evaluation and self-perception

pronunciation

global change of the importance of
the “correct” pronunciation
towards intelligibility

articulatory organs are set and this
can cause (in)ability to articulate
foreign language phonemes

speech disorders (inborn disorders,
gained problems after e.g. a stroke,
a vocal cords surgery, etc.)

pathological ear (term by Zajicova,
2002) — the learner hears the
foreign language through his/her
mother tongue and interprets
phonetic nuances on the basis of
mother tongue rules

orthography

the ability to match graphic,
orthographic and phonematic
features with phonetic
orthography grows with age

graphic, orthographic and
phonematic features of the target
language do not correspond with
the mother tongue (especially with
English where spelling is not
phonetic)

ability (and habit) to use printed
materials

(to be continued)
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Tab. 2: (continued)

that enables better context
vocabulary learning

grammar abstract thinking ability (especially | tendency to require “correct”
when the task is staged into knowledge and use of grammar
smaller consecutive steps)
possibility to use such grammar negative perception of grammar —
structures that are already known | seen as a potential for mistakes and
to the older adult language learner | stress factor (block while practice
from previous learning experience | and production of grammar
or that are similar in the mother structure)
tongue extremely negative perception of
one’s own ability to learn grammar
(especially due to memory problems
and deterioration)
diagnosed but more often
undiagnosed disorders (such as
dysorthography) — current problems
falsely attributed to age
vocabulary content knowledge of many topics | too strict requirement for a literal

translation, knowledge of every
single vocabulary item

better possibility to grasp concepts
due to life long experience

vocabulary comes to mind slower
and worse and therefore it is more
difficult to revise the learnt

negative perception of the ability to
learn new vocabulary (especially
due to declared memory problems
and deterioration)

fear of “unknown and ignorance” —
worse ability to use compensation
techniques

problems to grasp different
concepts (concepts that differ in the
target language and culture and the
mother tongue language and
culture)

Source: Author (2015), English translation by the author in Author (2020).
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Tab. 3: Summary of chosen positive and negative factors in foreign language learning, including English
language learning by older adults, especially the U3A participants — language skills

aspect advantages disadvantages
all language | life long experience physical, mental and social situation
skills - . - — -
previous linguistic experience negative interference (negative use
the ability to anticipate the content of the mother tongue)
(to build presumptions)
easier semantic analysis and
comprehension (due to extensive
content knowledge)
positive transfer (positive use of
the mother tongue)
listening the possibility to use devices like hearing quality deterioration
hearing-aid hearing impairment
lower ability to register foreign
language phonemes
lower ability to distinguish foreign
language phonemes (especially
minimal pairs)
noise, worse acoustics and other
disturbance can greatly influence
the listening process
pathological ear (see Zajicova, 2002)
— filter based on the mother tongue
according to which the learner hears
and interprets the phonemes of the
target language
speaking strong motivation for oral articulatory organs are set for the
production mother tongue for a long time
inability to articulate or having life
long speech disorders and problems
like stammering, mumbling,
speaking with a lisp, suffer from
rhoticism; the speech disorders and
problems can be caused also by
health problems like a stroke, etc.
lower quality (and strength) of voice,
phonation problems or respiratory
problems
(to be continued)
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Tab. 3: (continued)

reading individual working pace eyesight problems and disorders
the possibility to use dictionaries insufficient lighting (too much light,
and reference books (knowledge of | too low light, uneven lighting)
“how to use the reference books”)
reading literacy gained through life | the necessity to adjust texts
long experience (learnt reading graphically (bigger letters, clearer
strategies) layout and design)
advantage in learning languages diagnosed and often undiagnosed
with the same or similar letters dyslexia (general public knowledge
about dyslexia was low in the past
and people were often labelled as
“stupid”)
the ability to use devices or aids identification problems with foreign
like glasses, magnifiers, etc. language graphemes (and
subsequently lower ability to recall
the graphemes)
detailed reading (literal translation,
declared necessity to know every
single word)
problems with languages with a
different type of system of writing
writing individual working pace eyesight problems and disorders
the possibility to use dictionaries insufficient lighting (too much light,
and reference books (knowledge of | to low light, uneven lighting)
“how to use the reference books”)
the possibility to use methods of diagnosed and often undiagnosed
their own choice (to compare, to dysgraphia (general public
consider, to judge, to choose and knowledge about dysgraphia was
to use methods that old adult low in the past and people were
learners know/are used to work often labelled as “stupid”, specific
with) educational needs were not
reflected)
problems with languages with a
different type of system of writing

Source: Koutskd (2015), English translation in Koutska (2020).
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As said above many characteristics of the groups of older adult learners, older
adult English language learners, respectively the university of the third age older
adult English language learners are not valid for all its members, and the same
applies for digital literacy.

The distance learning and older adult English language learners

Digital literacy is e.g. in Buckingham (2015) defined as “a minimal set of skills that
will enable the user to operate effectively with software tools, or in performing basic
information retrieval tasks”.

Williams (in Buckingham, 2015) proved that “over half of the sample of adults was
found to be at “entry level or below” (that is, not yet at Level 1) in terms of practical
skills ... Level 1 defined as understanding of common ICT terminology; the ability to
use basic features of software tools such as word-processors and spreadsheets; and
the ability to save data, copy and paste, manage files, and standardise formats within
documents.” Study done by Livingstone (ibid) stressed that “adults’ ability to use
search engines for basic information retrieval, for example, is distinctly limited”.

But as Martinez-Alcala (in Martinez-Alcala et al.,, 2018) emphasize “as information
and services are becoming more and more decentralized and they are often available
in the cloud, an increasing number of older adults are expected to use Internet-based
services.”

Which is exactly what happened during the lockdown of schools due to the epi-
demiological restrictions caused by the pandemic of the coronavirus SARS-CoV-2.
Learning moved to a virtual space because no contacts were allowed and there
was a general expectation that this shift will be easy. The reality was different.
Large groups of population were suddenly out of the schooling system due to
many barriers (no computer, not enough computers - people on home office, no
internet connection, not enough strong/fast internet connection, no/low digital
skills, etc.).

The problems with distance learning for older adults, including older adult English
language learners and the university of the third age older adult English language
learners, are the same: (no/inappropriate) technology equipment (hardware, soft-
ware, internet connection) and (lack of) digital literacy. Datta (in Datta et al,
2019) compared digital (i)literacy of India and Norway and identified the follow-
ing problems for “bridging the digital divide” (term used by Datta et al., 2019,
expressing digital literacy X digital illiteracy gap) and these are “I) absence or
lack of affordable smartphones and Internet access, 2) difficulty in navigating browser-
based user interfaces, 3) inability to penetrate complex authentication processes and
secure access to information, and 4) lack of locally relevant content and services in local
languages’.
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On the other hand, with the technology tools everywhere older adults get highly
motivated to use them and to learn how to use them, see e.g. Gonzalez et al.
(2015) who say: “contrary to popular belief, older people respond positively to using
computers, leading to favourable changes in their interests and confidence due to the
recognition of these technologies as beneficial tools.”

Martinez-Alcald (in Martinez-Alcala et al., 2018) define the main reasons for pro-
moting digital literacy at the older adulthood as “Promoting autonomy: older adults
must be the protagonists of their own learning, and fostering social inclusion: the
knowledge acquired should offer older adults the possibility of expanding communica-
tion channels through the web with their relatives and friends, either close or distant’”.

To sum up, the advantages of distance learning and ICT (Information and Com-
munication Technology) use at the older adulthood are e.g. in Agudo-Prado et al.
(2012) as follows: “Both in normal aging and in exceptional cases, ICT allow us to
design cognitive training programs relating language, attention, memory and reason-
ing, and specific programs for speech therapy. ICT enable interactivity and feedback,
offer security to the users due to their consistency, and many possibilities for expansion
through their versatility, allowing users to enjoy a wide variety of visual and auditory
stimuli” Juncos, Pereiro and Facal (2006), see ibid, add “that in the normal aging
process access to computers and the Internet can contribute to the development of new
social links, new windows on to the world and new tools of communication and activities
of cognitive stimulation; it can also permit access to culture and permanent education
and involvement in activities of social cooperation.”

The summary done for the disadvantages of distance learning at older adulthood,
the disadvantages can be grouped according to the following factors: (lack of high
quality) technology equipment, digital (i)literacy, social contact loss, time, motiva-
tion loss, high demand on autonomy, or need for family support and help.

Some other barriers and limits can be found. These, however, should not be the
reason not to move older adult education (including older adult English language
courses, respectively the university of the third age older adult English language
courses) to a virtual space, especially when some unpredicted situation occurs
as it happened with the pandemic of the coronavirus SARS-CoV-2, spreading of
COVID-19 and connected epidemiological restrictions in social contacts that lead
to lockdown of schools.

Empirical research

The case study of the Czech U3As was chosen to illustrate whether the older
adults were/were not left behind the English language learning opportunities dur-
ing the time of schools/universities closure.
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To find out whether the English language courses at the Czech U3As were
organised despite the pandemic or not, in what form and with what evalua-
tion and feedback from the participants a questionnaire was distributed on-
line. The questions were either open questions, multiple-choice questions with
one possible answer, or multiple-choice questions with several possible answers.
(see https://my.survio.com/]J705L706G4Q8K2N3H0V9/designer). Another ques-
tionnaire (with open questions only) was set up by the Association of the Univer-
sities of the third age. The following data combine both questionnaires, interviews
and internet search.

English language courses at the Czech U3As

Firstly, it is necessary to say that some U3As organise their courses under one
department (one entry) and some by various departments/faculties/institutes/
branches (several entries for one university). If public universities as a whole
are counted, then 25 universities form the respondents. If individual entries are
counted that 92 “institutions” form the respondents, out of which 19 answered the
first questionnaire and 39 the AU3A (Association of the Universities of the third
age) questionnaire. The rest of data comes from interviews and internet search
(see resources for websites).

Secondly, out of 92 “institutions” only 5 do not organise courses specifically for
older adults (U3A courses). Most of the “institutions” organise U3A courses, but
only a small percentage organises English language courses. Out of 92 in total only
18 offer English language courses, so the number of researched U3As is relatively
low.

The main positive aspects of participating in the U3As courses (English language
courses included) published in Koutskd (2015) which resulted from a question-
naire answered by 394 representatives were as in Tab. 4:

All statements above are valid for face-to-face as well as for distance teach-
ing/learning but the extent is debatable (the advantages and disadvantages of
distance learning for older adults discussed above).

English language courses at the Czech U3As during the pandemic

During lockdown of universities, i.e. during the period between March 11 and ca
July 2020 when no face-to-face teaching was possible, 21 “institutions” out of 92
organised at least partially some U3A courses.

The English language courses were at least partially organised only by 2 of the
above mentioned 18 “institutions” that organise English Language courses under
normal circumstances. (For some the data is not known.)
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Tab. 4: Positive aspects of participating in courses of U3As

) 9 0 o J

statement NA! | TAZ a"‘(a(;a)ge 0-49 | 50-54 | 55-59 | 60-74 | 75-89

years | years years years years
meaningful spending a4 349 1,36 1,42 1,44 1,23 1,22 1,33
of leisure time
possibility to meet 51 342 1,61 1,53 1,40 1,50 1,68 1,78
new people (gain
new contacts/friends)
effective tool of 53 340 1,81 1,87 1,76 1,70 1,56 1,56
further (life long)
learning

possibility not to lose 51 342 1,68 1,70 1,56 1,60 1,53 1,89
contact with current
events/world
convenient routine 54 339 2,18 2,21 2,00 2,00 1,87 3,00
I _ no answer; % — total number of answers
Source: Koutska (2015), English translation by the author

100 87 92 > 92 87
80 66
60
40 . 18 21 16 18
28 (| [ | 2
U3A course English langauge U3A U3A course during English langauge U3A
course lockdown course during lockdown

W YES NO IN TOTAL

Fig. 2: Organisation of U3A courses (including English language courses) during lockdown
Source: questionnaires, interviews, internet search

The majority either shifted the courses to the winter term, tried to consult individ-
ually via e-mail, posted some materials on-line, or other, but did not organise any
distance learning/virtual university of the third age. Because only two institutions
declared that they did indeed shift their English language courses to a virtual
space, to comment on the form would be irrelevant in global.

Conclusions

Older adults, older adult learners, older adult English language learners and the
university of the third age older adult English language learners are very numer-
ous and yet very heterogeneous groups. Some characteristics are valid for the
majority of older adults, but some are individual.
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To find characteristics that influence English language learning at older adulthood
we need to look at general developmental areas such as brain capacity (including
memory skills), concentration, motor skills and so on. We need to characterise our
learners’ health situation, socio-economic situation, as well as their experience
with learning, language learning and English language learning, their limits and
barriers as well as their strengths in the ability to learn language system and
language skills.

The universities of the third age represent only one possible organiser of educa-
tion in older adulthood, one possible organiser of older adult English language
courses. The specifics that apply to the U3As participants can but do not have to
apply to the other adult education providers (English language courses included).

U3As had to assess older adults’ digital skills very quickly during the lockdown.
The advantages and disadvantages of older adult distance learning, and older
adult English language distance learning had to be weighed. As without adequate
digital literacy level, the shift to online (distance) learning would be unthinkable.
However, the situation around the pandemic of COVID-19 and subsequent epi-
demiological restrictions was unpredictable and showed the society how unpre-
pared we are to react quickly, with quality and comprehensively, not forgetting
anyone in the process, and therefore the U3As mostly did not offer any English in
that “new normal”.

Suggestions for solution
There are several areas of suggestions:

The suggestion number one is simple: do not be afraid of limits connected to
distance learning in older adulthood, use life long experience and strong inner
motivation as a driving force for the university of the third age English language
courses. The pandemic is taking longer than anyone expected, and the time should
not go wasted.

The suggestion number two is more complex: use the interindividual variability
and heterogeneity of the older adult English language learners to your benefit,
do the needs analysis and ask about their feelings, experience, online learning
difficulties and pleasures. You can be “surprised” by their digital literacy having
facebooks, instagrams, twitters, communicating now everyday due to social con-
tact restrictions via WhatsApp, Messanger, etc. Why not “leading” an U3A English
language course in a WhatsApp group instead of via Google Meet, Zoom, Discord
or whatever other platform you find out your older adult learners are not familiar
with?
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The suggestion number three is the most complex as the suggestion goes towards
older adults, older adult learners, older adult English language learners and the
university of the third age older adult English language learners themselves. The
groups need to see the potential in separating themselves. Only if the group is con-
stituted, the specifics can be researched and appropriate solutions can be found.
The U3As are the providers of older adult English language learning, now with the
pandemic still on without any other possibility of the course organisation than
in an online mode. The U3As do their best to adapt to the situation. However,
it is necessary that the university of the third age older adult English language
learners stand out and “fight” for their right to continue in their English language
learning development. The group needs to voice their wishes and be ready to
overcome barriers that any (language) learning and any distance (language) learn-
ing regardless the age bring.
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Distancni vyuka - krok vpred nebo krok vzad?
Distance learning - a step forward or a step backwards?
Zuzana Horka

Abstrakt: Prechod na distan¢ni vyuku znovu oteviel otazku metodiky vyuky cizich jazykd.
Zimni semestr 2020/21 probéhl cely on-line, coZ se stalo vyzvou zejména pro studenty prvnich
ro¢nikd, kterf museli zvlidnout piechod na zcela jinou formu studia, aniZ by se mohli osobné
seznamit s vysokoskolskym prostfedim. Vedeni Matematicko-fyzikalni fakulty se vzhledem
k situaci na jaire 2020 rozhodlo prijmout vSechny zajemce o studium bez ptijimacich zkousek,
coZ do prvniho ro¢niku privedlo ceské i zahrani¢ni studenty se znacnymi rozdily ve znalos-
ti anglictiny. Situace byla nova i pro vyucujici, ktefi prisli o moznost na tradi¢nim uvodnim
soustiedéni predat studentiim informace a doporucit jim tiroveil kurzu anglictiny podle jejich
znalosti.

Clanek shrnuje zku$enosti z prvniho semestru vyu¢ovaného pouze distanéni formou. Rozbo-
rem anonymniho dotazniku studentd kurzt prvniho ro¢niku Anglicky jazyk pro mirné pokrocilé
(priblizné A2/B1 podle CEFR) a Anglicky jazyk pro stiredné pokrocilé (priblizné B2/C1 podle
CEFR) se snazi vyhodnotit pouzivané aktivity a navrhnout zlepSeni pro pripadnou on-line
vyuku v dal$ich semestrech.

Kli¢ova slova: distanéni vyuka, anglicky jazyk, e-learning, 1. ro¢nik VS, dotaznik
Abstract:

The transition to distance learning has reopened the question of foreign language teaching
methodology. Winter semester 2020/21 took place entirely on-line, which became a challenge
especially for first-year students, who had to adapt to a completely different form of study
without being able to get acquainted with the university environment in person.

Due to the situation in spring 2020, the management of the Faculty of Mathematics and Physics
decided to accept all those interested in studying without the entrance exam, which brought
to the first year both Czech and foreign students with significant differences in their knowl-
edge of English. The situation was also new for teachers, who lost the opportunity to pass on
information to students at the traditional introductory orientation.

The article summarizes the experience from the first semester taught only in the form of dis-
tance learning. By analyzing an anonymous questionnaire of first-year students of two courses
English for Intermediate Students (approximately A2 / B1 according to CEFR) and English
for Intermediate Students (approximately B2 / C1 according to CEFR) it tries to evaluate the
activities used and suggest improvements for possible on-line teaching in future semesters.

Key words: distance learning, English, e-learning, freshmen, survey
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Zptsob vyuky anglictiny jako ciziho jazyka je v odbornych i laickych kruzich ¢asto
diskutovanym tématem a vyviji se spolu se socialnim i technologickym vyvojem
spolecnosti. Pfechod na distan¢ni formu vyuky ptived] tuto otazku znovu do po-
prredi zajmu studentd i uciteld.

S vyudovanim angli¢ting mam celoZivotni zkuSenosti jako studentka zakladni
i stfedni Skoly s rozsifenou vyukou anglictiny, posluchacka Filozofické fakulty Uni-
verzity Karlovy, ale hlavné jako vyucujici anglictiny jako ciziho jazyka na Katedie
jazykové pripravy Matematicko-fyzikalni fakulty Univerzity Karlovy, kde plisobim
od roku 1993.

Pfesto mé nahly prechod na distan¢ni formu vyuky, ktery si na jare 2020 vyZzadala
epidemicka situace, zastihl, da se TFici, iplné nepripravenou. Kdyz se v zari ukaza-
lo, Ze distan¢ni vyuka neziistane pouze na urovni kratkodobé improvizace a bylo
nanejvys pravdépodobné, Ze cely semestr probéhne distancné, bylo mi jasné, ze
prizpusobit vedeni kurzu témto podminkdm pro mne bude tiplné novou vyzvou.

Tou nejvétsi vyzvou byla vyuka studentli prvniho ro¢niku. Vzhledem k situaci byli
prijati vSichni, ktefi projevili o studium na fakulté zajem. Studenti, kteri ,piicha-
zeli“ z raznych mist Ceské republiky, z Béloruska, LotySska, Ruska, Slovenska,
Ukrajiny a dal$ich zemi. Studenti s rliznym zazemim, ktefi se stali posluchaci
Matematicko-fyzikalni fakulty, ale Skolu, spoluzaky, ucitele a mnohdy ani Prahu
nikdy nevidéli.

Nastésti je prostredi Matematicko-fyzikalni fakulty prostiedim velmi motivujicim.
Studenti jsou piipraveni tvrdé pracovat a vedeni fakulty ponechava v ramci dopo-
rucenych nastroji vyucujicim volnost ve volbé, jakym zplisobem budou studenty
oslovovat. Jak tedy zaujmout studenty, ktefi se obvykle pohybuji v n dimenzich
prostiednictvim maximalné dvou, na které nas on-line vyuka omezila?

V zimnim semestru akademického roku 2020/2021 jsem vedla dva predméty pro
studenty prvniho ro¢niku: tfi paralelky predmétu Anglicky jazyk pro stiedné pokro-
Cilé a jednu paralelku predmétu Anglicky jazyk pro mirné pokrocilé.

Pro vyuku jsem po urcitém vahani zvolila kombinaci on-line setkavani prostred-
nictvim Zoomu a vyuZiti nastroje Moodle UK. Na Zoomu jsem se snaZila aktiv-
né zapojit do vyuky vSechny prihlasené studenty, spolecné jsme opravovali chy-
by, které v tkolech zadanych v Moodlu udélali, a prezentovala jsem jim novou
gramatiku a slovni zasobu, nejcastéji pomoci sdileni prezentace v Power Pointu.
V Moodlu méli studenti moZnost se k prezentaci nové latky znovu vratit a pro-
stfednictvim nastroju ,ukol“ a ,test“ si probirané jevy procvicit. Pozadavkem na
uspésné absolvovani celého kurzu bylo splnéni vSech tikoltl a testl, celkem asi 30
zadani v pribéhu semestru.
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Z pohledu ucitele jsem byla s timto nastavenim celkem spokojena a v druhé polo-
viné semestru jsem netrpélivé ocekavala odpovédi na dotaznik, o jehoz vyplnéni
jsem studenty anonymné pozadala. Méla jsem pocit, Ze mi starost a usili o tech-
nické zvladnuti vyuky ztizily se studenty kontakt a obavala jsem se, Ze jsem na
rozdil od prezenc¢ni vyuky nedokazala piesné rozeznat jejich reakce a Ze jsem jim
touto vzdalenou formou nepredala informace v dostate¢né mifre.

Prvnim potésujicim zjisténim byl pocet odpovédi, ktery jsem na zadany dotaznik
ziskala. U pfedmétu Anglicky jazyk pro mirné pokrocilé odpovédélo 9 z celkového
poctu 15 studentl a u predmétu Anglicky jazyk pro stiedné pokrocilé odpovédélo
40 ze zapsanych 50 studentl. Tento vysoky pocet studentskych reakci myslim
dokazuje, Ze se studenti citili rovnopravnymi spolutvirci vyuky.

Novou vyzvu predstavovalo nastaveni vhodného tempa synchronni vyuky pies
Zoom. Zdalo se mi, Ze prepinani mikrofonli a ob¢asna nesoustiedénost nékterych
studentd tempo komunikace oproti prezen¢ni vyuce zna¢né zpomali, a méla jsem
obavy, aby tempo nebylo pomalé aZ prili§ a studenti se nenudili. Nastésti jsou
posluchaci MFF technicky velmi zdatni, sva zarizeni dokonale ovladaji a vaznéjsi
problémy s pripojenim vzdy hravé vyresili. Z graft je vidét, Ze prevazna vétSina
studentl obou kurzli byla s tempem vyuky spokojena.

Komunikace pres Zoom byla kurz Anglicky jazyk pro mirné pokrocilé

9 odpovédi

@ prilis rychla
@ piilis pomala
tempo mi vyhovovalo

Dal$im lehce kontroverznim tématem bylo pripojeni kamer. Studentiim jsem je-
jich pouzivani sice doporucila, ale nepoZadovala jej povinné; jako vyucujici jsem
méla kameru ptipojenou vZdy po celou dobu naSich setkani. Musim podotknout,
ze vidét pri vyuce svij vlastni oblicej bylo dalSim zajimavym prvkem distan¢ni
vyuky.

V nékterych paralelkach méli studenti zapnutou kameru vsichni, v nékterych sotva

polovina. Pri¢in byla celd rada, ¢asto méli studenti potiZe s pripojenim, ¢asto vSak
priznavali rtzné, nékdy az komické dlivody jako pritomnost pobihajicich rodin-
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Komunikace pfes Zoom byla kurz Anglicky jazyk pro stredné pokrocilé
40 odpovédi

@ prilis rychla

@ prilis pomala
tempo mi vyhovovalo

@ nemohu moc soudit, &asto mam
problémy s pfipojenim

@ pomérné pomala

/!

nych prislusnikd, pritomnost pritelkyn v pokoji, stav svych pyZzam a podobné. Oce-
novali vsak, ze vyucujici kameru pouziva a Ze maji moznost vidét své spoluzaky.

Pouziti kamer kurz Anglicky jazyk pro mirné pokrocilé

9 odpovedi

mé nuti [épe se soustredit na vyuku

jsem rdd/a, ze swé spoluzaky vidim

nechci, abych byl/a pfi vyuce vidét, protoze jsem plachy/placha
nechci, abych byl/a pri vyuce vidét, protoze se zirovei vénuji i jiné cinnosti
mi pusobi technické potize

jsem rad/a, ze vyucujici pouziva kameru

byl/a bych radéji, kdyby méla vyuéujici kameru vypnutou

obcas mam problémy s pripojenim internetu, tak ji mam vyplou,
ale kdyz to jde, tak si ji zapnu, nuti mé to vice se soustredit na vyuku

0 1 2 3 4 5

Pripojeni videa podle mého nazoru priznivé ovliviiuje on-line vyuku, soustiredé-
nost studentt i jejich vzajemny kontakt. V pristim semestru se budu snazit poza-
davky nastavit tak, aby méli vSichni studenti kameru zapnutou. Komunikace s né-
kym, o kom viibec nevim, jak vypad4, byla pro mne nova a nezvykla. Z odpovédi
studentd je vSak vidét, Ze jim v pripojeni kamer casto brani technické divody.
V takovém pripadé je samoziejmé lepsi se vyuky zucastnit alespont néjakym do-
stupnym zptisobem.

Prace ve dvojicich a ve skupinach je ve vyuce angliCtiny Casto zarazovanou aktivi-
tou. Profituji z ni zejména pokrocilejsi studenti a ve vétSich skupinach je oblibenou
Cinnosti na procviceni konverzace. V on-line vyuce je mozné tyto aktivity vyuzit
v ramci takzvanych ,breakout rooms“. Pfiznam se, Ze tuto metodu vyuzivam i pti
prezencni vyuce pouze okrajové a s ohledem na ¢asové moznosti a pripadné tech-
nické problémy jsem ji do on-line vyuky nezaradila. VétSina studentd méla vsak
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Pouziti kamer kurz Anglicky jazyk pro stredné pokrocilé
39 odpovedi
mé nuti lépe se soustiedit na vyuku -
jsem rad/a, ze své spoluziky vidim -

nechci, abych byl/a pfi vyuce vidét, protoze jsem plachy/placha
nechci, abych byl/a pfi vyuce vidét, protoze se zaroven vénuji i jiné ¢innosti
mi pusobi technické potize
jsem rad/a, ze vyucujici pouzivd kameru
byl/a bych radéji, kdyby méla vyuéujici kameru vypnutou
jsem plachd, ale pri této hodiné mi zapnutd kamera vyhovuje
hodina je vice

osobn¢ nemdm s kamerami pri vyuce problém
(vic se soustiedim na online hodinu, nemédm tendenci odbihat)

s ,breakout rooms"“ zkuSenosti z jinych predméti a chtéla jsem zjistit, zda jim
prace v malych skupinach nechybi.

Pral/a bych si vyuzivat breakout rooms kurz Anglicky jazyk pro mirné pokrocilé
9 odpovédi

® Ano
@ Ne
Nevadi mi to
@ Nemyslim, Ze to je nevyhnutné.
@ Je mito jedno

Z odpoveédi studenti je vidét, Zze vétSina z nich praci ve skupinach nepostradala,
v letnim semestru se ji ale budu snazit v pokrocilejSich skupinach zaradit.

Dalsi otdzka se tykala materiald, které jsem pouZivala jak pti synchronni vyuce
pres Zoom, tak v prostiedi Moodlu.

Studenti kurzu pro mirné pokrocilé se shodli na uZite¢nosti, vhodnosti a odpovi-
dajici drovni vyuzitych materiali. U pokrocilejSich studenti se diky vétsSimu poctu
respondentli objevily reakce jak na priliSnou jednoduchost, tak na priliSnou ob-
tiznost materiald. V kurzu této urovné pokrocilosti neni ani pri prezencni vyuce
jednoduché nastavit idealni obtiZznost. V ramci kazdé skupiny, ve které je obvykle
15 az 17 studentd, je pomérné velky rozdil mezi témi nejpokrocilejsimi a nejméné
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PFalla bych si vyuzivat breakout rooms kurz Anglicky jazyk pro stfedné pokrocilé

39 odpovédi

@ Ano
@ Ne

to mi je asi tak néjak jedno

@ Pokud vyuéujici najde zplisob,
/ jak dobie vyuzit breakout rooms, budu je rad pouzivat
A @ Mam zkuenosti s vyuzitim BR,

aviak vZdy to &inilo ¢asové prodlevy (pomalé naéitani, vypadky atp.)
@ Na promysleni n&jakych cviteni by to bylo fajn,
ale spie by jsme se zdrZovali pfesunem atp.

@ skor nie
® Nevimcotoje
@ Je mi to jedno.

Materialy ve vyuce mi pfipadaly kurz Anglicky jazyk pro mirné pokrocilé
9 odpovédi
uziteéne
na odpovidajici jazykové urovni
pfili$ jednoduché
pfilis obtizZné
vhodné

nevhodne

pokrocilymi. Pomér uvedenych odpovédi ale ukazuje, Ze i v tomto distanénim kur-
zu pro stfedné pokrocilé byla pro vétSinu ucastnikl droven obtiZnosti nastavena
spravné. Studenty pridana odpovéd ,jsou super” mi dodala motivaci k priprave
obdobnych materialt i do budoucna.

Moodle pro mne predstavoval tplné novou vyzvu. Dosud jsem ho pro podporu
prezencnich kurzl nevyuzivala, ale ¢im vice jsem se s nastrojem seznamovala, tim
vice jsem oceiovala jeho moznosti. Nenahraditelna je prehlednost zadavani tkola
i jejich archivace. Pracovala jsem zejména s rezimy ,ukol“ a ,test, kde vyucujici
pfedem zadava spravné odpovédi. Drobnou nevyhodou je, Ze se program chova ja-
ko robot a vSechny odchylky od nastavené odpovédi vyhodnocuje jako nespravné.
Staci napriklad pouzZiti Ceské klavesnice pti zadani apostrofu, pridat tecku za vétou
a podobné, coz bylo pro nékteré studenty ponékud matouci. Diky svému zaméreni
to vSak velmi rychle pochopili a k témto odchylkdm dochazelo jen zridka. Obrov-
skou vyhodou automatického opravovani je, Ze program sam odpovédi vyhodnotil,
a tim mi pti velkém poctu studentli znacné usSettil ¢as. VSechny vytvorené tlohy
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Materialy ve vyuce mi pfipadaly kurz Anglicky jazyk pro stiedné pokrocilé

39 odpovédi

uziteéne

na odpovidajici jazykové urovni
prili§ jednoduché

pfilis obtizné

vhodne

nevhodné

Jsou super

navic budu moci pouZit v dalSich kurzech a dokonce je i jednoduse sdilet se svymi
kolegy.

V Moodlu méli studenti moznost vratit se k prezentacim a materialiim pouzitym
pfi synchronni vyuce. Prostfednictvim Moodlu jsem také pracovala s poslecho-
vymi ukoly. Z grafii je vidét, Ze vétSina studentd povaZovala zadani za uZzitecna
a zabavna, pouze malé procento z nich je povazovalo za nudné nebo je nechtélo
vibec.

kurz Anglicky jazyk pro mirné pokrocilé
Informace, ukoly a testy v Moodlu pro mne byly Iz ANGHERY Jazyr pro mirne pokrociie

9 odpovédi

uZiteéne
zabavné a zajimavé
nudne
pFilis lehkeé
prilis tézkeé
piilis Casové narotneé
nesrozumitelng
chtél/a bych jich vic
chtélfa bych jich méné
termin odevzdani byl pfili§ kratky
nejradéji bych je nemél/a vubec
Mnohdy kvili chybé&, kterou pri vypinéni udélam,
si test opakuju cely znovu a tim padem se mi to vice vryje do paméti. 5 4 6 8
Staéi mi, kdyz si udélam ta cviceni na slovni zasobu a nemam potrebu
si poté slovicka opakovat znovu, pamatuji si je.
Takze je to zabavnéjsi ugeni nejen sloviek ‘D

V dalsi otazce posuzovali studenti, v ¢em se zlepSili. Potésilo mé hodnoceni méné
pokrocilych studentd, ktefi se shodli na tom, Ze se alespon trochu zlepsili ve vSech
jazykovych dovednostech; u pokrocilejSich studenti mé nepiekvapilo, ze nejlep-
$1 zlepSeni zaznamenali v gramatice a slovni zdsobé a hodnoceni ,viibec ne“ se
objevilo zejména u ¢teni a psani. V pFistim semestru se u pokrodilejSich kurzi
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. kurz Anglicky jazyk pro stiedné pokrocilé
Informace, Ukoly a testy v Moodlu pro mne byly L NBICRY Jasyk pro stredne pokroctie

40 odpovédi

uzitecne

zabavné a zajimave

nudne

prilis lehke

prili§ tézke

pfilis &asové naroéné

nesrozumitelne

chtél/a bych jich vic

chtél/a bych jich méné

termin odevzdani byl pfilis kratky

nejradéji bych je nemél/a vibec

jsem za né rada

nékdy jsem tfeba nevédél zda pouzivat zkracené tvary nebo ne
vie akorat

Pre mfia tilohy neboli velmi tazké (tak akurat) a vidy sa dali v priebehu tyZdiia vypracovat|
viceméné mi vyhovovaly kromé pfifazovacich testtl
tykajicich se teoretického pouZiti gramatiky

nudné, nékdy mi vadi, Ze v Ukolech co mame doplfiovat psani,
Moodle vidi jen tu moZnost,

kterou prednastavi uéitel, pritom téch mozZnostié je casto vic

(at' uz z pohledu toho, Ze tam jde skutecné dopinit 0 10 20 30

. vicero véci s podobnym vyznamem,
nebo staci to napsat v jiné formé, napf. zkracené)

a v zavislosti na velikosti skupin budu snazit zarazovat kratké eseje, aby se méli
studenti moznost zlepSovat i v této jazykové dovednosti.

V nasleduijicich kategoriich jsem se zlepsil/a kurz Anglicky jazyk pro mirné pokrocilé

I hodne MM vochu M mocne M vibecne

INERER

plynulost miuveného projevu poslech aramatika slovni zasoba presnost vyjadiovant Gteni vyslovnost psani pravopis

V nésledujicich kategoriich jsem se zlepsilla kurz Anglicky jazyk pro stfedné pokrocilé

W hocné M trochu M mocne [ vibec ne

plynulost miuveného projevu posiech gramatika slovni zasoba presnost vyjadiovant eteni vyslovnost psani pravopis

V nékolika otevirenych otazkach se studenti vyjadrovali k tomu, co se jim na cvice-
ni libilo ¢i nelibilo a co jim chybélo. Kladné hodnotili moji snahu vSechny zapojit
do vyuky, pravidelnost vyuky a vraceni se k dkoliim, které vypracovavali pies
Moodle. Ocenila jsem i komentaie typu , Utikd to celkem rychle:)“, které, jak doufam,
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sdélovaly, Ze se studenti pri vyuce prili§ nenudi. Nékterym studentim chybélo
psani delSich eseji, které do vyuky v nasledujicim semestru urcité zaradim.

V otazkach tykajicich se vystupovani vyucujici mne velice potésily komentare ja-
ko ,bylo mi na hodindch dobre’, ,hodiny mé bavily“; radost jsem méla i z Cetnych

komentari, které zminovaly vedeni vyuky se smyslem pro humor, protoze jsem
meéla strach, Ze pravé humor se v on-line vyuce miize velmi snadno ztratit.

V ramci dotazniku hodnotili studenti také cviceni jako celek. Pfedem nastavené
moznosti byly ¢tyfi: dobré, spiSe dobré, spiSe Spatné a Spatné. Tak jako u vSech
otazek i tady méli studenti moZnost pridat své vlastni odpovédi.

Cvigeni mi celkové pfipada kurz Anglicky jazyk pro mirné pokrocilé
9 odpovédi

@ dobre

@ spise dobré
spise $patné

@ 3patné

Cviceni mi celkové pripada kurz Anglicky jazyk pro stiedné pokrocilé
40 odpovedi

@ dobré
@ spise dobré
spise $patné
@ spatné
@ velmi dobré
@ ani dobré ani $patné

&

Z odpovédi vyplyva, Ze byli studenti s cvicenim spokojeni, Zddna odpovéd neozna-
cila cviceni jako Spatné ani spiSe Spatné. Mne potésila zejména studenty pridana
odpovéd ,velmi dobré”.

Z volnych odpovédi hodnoticich cviceni jako celek bych rdda na zavér vybrala
jednu, kterd mi potvrdila, Ze i pfi distanéni formé vyuky se studenti mohou v ang-
lictiné zlepSovat, zaroven vsak poukazuje i na skute¢nost, Ze prezencni vzdélavani
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pro né ziistava stile tou atraktivnéjsi a Gcinnéjsi formou: ,Mdm pocit, Ze jsem se
toho hodné naucil, ale zdroveri jsem Idtkou nebyl prehlcen, coZ velmi oceriuji hlavné
v této dobé, kdy je vzdéldvdni dost obtizné.”

Je tedy distanc¢ni vyuka krokem vpied nebo krokem vzad? Pro mne piedstavovala
rozhodné velky a vzrusujici vylet daleko za hranice komfortni zény.

Autorka

Mgr. Zuzana Hoika, e-mail: zhorka@mbox.troja.mff.cuni.cz, vystudovala obor ucitelstvi anglictiny a cesti-
ny na Filozofické fakulté Univerzity Karlovy. Je ¢lenkou Katedry jazykové piipravy Matematicko-fyzikalni
fakulty Univerzity Karlovy, kde zastava funkci zastupkyné vedouci. Je garantem vyuky anglictiny pro stu-
denty doktorského studia a vénuje se vyuce obecného i odborného jazyka studentl prvniho a druhého
ro¢niku.
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Online Learning: An Enthusiastic Approach
Aleksandra Holubowicz

Abstract: The text identifies the opportunities that online interaction sessions provide. The
author does not enumerate the general advantages of distant learning that occurs via the
internet, but she introduces the strategies she finds superior to the conventional face-to-face
mode, as evident in her teaching practice. These refer to certain technicalities that enable com-
pletion of certain tasks more effectively than in the real classroom as well as to the possibility
of creating a more egalitarian relationship between the teacher and the students.

Key words: Learner’s autonomy, online learning, learner-centeredness, Attention Deficit Dis-
order

The difficulties that all the stakeholders in education face due to the e-learning
mode are many and thus they have become a recurrent motif of our daily com-
plaints, which, in the Central/Eastern Europe account for a source to rely on while
trying to perform the phatic function of communication. We are able to enumerate
technical glitches that spoil what was to be an excellent lesson or how lack of
human contact affects the performance of all involved, not to mention background
noises due to raucous dormitory roommates or our neighbors implementing a ma-
jor reconstruction of their apartment at the time that exactly coincides with our
teaching/learning schedule. On the other hand, after initial skepticism of going
online full-time [ recognize a number of benefits of working from home. I do
not mean only the fact that such a mode offers a relief to introverts, but certain
unquestionable advantages of e-learning emerge. Ample literature on the issue
discusses the positive sides of both online and blended-learning, but the goal
of the article is to focus on those aspects that can be perceived as introducing
a substantial improvement to the quality of language lessons as compared to the
in-class mode as manifested in my teaching practice. These encompass strictly
didactic components and the psychological impact: the former include semantic
content, particular tools applied while using a given method or approach and the
effects, whereas the latter refer to the nature of relationships between the teacher
and the student as well as within the peer group.

The approach I normally assume aims to achieve the highest possible degree of
learner-centredness. It involves an eclectic collage of various methods and tech-
niques depending on the target group. Since all my courses, including General
English and those whose purpose is to prep students for the internal B2 exam at
Charles University, are predicated upon boosting speaking skills, my professional
experience demonstrates that in order to engage students in a genuinely inter-
esting conversation it is worth adhering to one of the major principles underly-
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ing Community Language Learning - “making language acquisition meaningful on
a personal and intellectual level” (Lentzner, 1979, p. 103). To achieve that I rely
on authentic materials, at all proficiency levels I teach varying from A2 to C2.

I have also recently realized that what I understood by emphasizing the devel-
opment of speaking skills I actually enable students to practice interaction and
mediation, as identified in the recent research on language learning/teaching. Kris
Peeters in his presentation The Place and Importance of Mediation in Language
Learning and Teaching outlines the general methodology

- ,a double aim and a paradigm shift action-oriented approach: learners as so-
cial agents with agency in the learning process (learner engagement and au-
tonomy)

- plurilingual, pluricultural competence: developing learner’s plurilingual reper-
toire communicative activities / strategies to perform purposeful communica-
tive tasks Reception (reading, listening), Production (writing, speaking), Inter-
action,

- Mediation 'can do’-descriptors: needs-based, (self-)assessment on communica-
tive criteria, increases learner reflection and motivation“ (Peeters, 2020)

The aforementioned objectives can well be achieved in the online mode during in-
teractive sessions, sometimes more effectively than while working in person. This
particularly refers to promoting learners’ autonomy, not only due to the necessity
to adapt the cognitive process to the lock-down related restrictions. Even though
many class members complain about lack of face-to-face contact, in fact, a greater
degree of personalization is possible for various reasons (e.g. the necessity of mail
correspondence, undivided attention in the breakout rooms, a smaller number of
students in a group). Perhaps these factors lead to enhancing students’ participa-
tion in shaping the content of the course, which allows for a greater degree of
personalization: it can be tailored to the needs of the specific group.

Additionally, it boosts production, interaction and mediation skills, often times
more successfully than in the off-line mode I hypothesize that the increased will-
ingness to choose authentic materials or suggesting topics for discussion results
from the technological tools applied to support learner-centered approach in dis-
tance learning. Inasmuch as a variety of so-called “fun” activities including playing
hangman on the internet might serve to supplement the learning process with
some groups, I usually stick to simple applications such as google docs. I resort to
these not only in distance learning: in general, shared documents enable amass-
ing vocabulary that students actually need while talking. Naturally, they are en-
couraged to run their own vocabulary lists, but one document accessible to all
group members lends itself to registering the material covered and thus a sense
of progress even though most of the time is dedicated “only to talking”: with
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a co-created file, the Ss are offered tangible proof of what their learning process
embraces.

The usual speaking procedure involves providing students with stimulating ma-
terials (usually beforehand in the case of texts/videos to process before the
beginning of the class) and follow-up questions. I assume the role of the
coach/facilitator and thus I overhear what they discuss in their groups and offer
the necessary vocabulary either translation to English, correction of a phrase used
by the Ss or a synonym in order to assist in students’ enrichment of active vocab-
ulary. In class such a practice requires hovering over students with a notebook,
taking notes in hand and later transferring these to the board and the shared
document so that we can all keep track of the vocabulary/structures that have
been covered.

The Teacher’s (T) task proves much easier while working online, especially with
applications that enable dividing students to breakout rooms (including zoom).
While students (Ss) are discussing the questions that are provided, T is able to
record much more mistakes and offer the necessary vocabulary than in class, in
which case, a number of expressions are lost due to the quality of handwriting
while jotting down the information under the pressure of time. Thus, while stu-
dents are completing their oral tasks, I can record their sentences containing mis-
takes in our shared document, and a relevant grammar exercise is created on the
spot. Students can be asked to improve the utterances either during the interac-
tive session or as homework. Except for common misuse of grammar points, I jot
down repetitions or colloquial expressions, which allows for encouraging them to
work on their style. For instance, they are motivated to search for synonyms to
replace the basic words such as “big”, “get” or “go” as well as eliminating use of
simple intensifiers (including “very, very”) in academic contexts.

Another obstacle while meeting in person is noise in the classroom generated
by parallel discussions in groups, which exists as a distractor to some Ss and Ts
alike. On the one hand, in a successful class lively communication occurs, which,
if the participants are involved, is rarely a quiet one. On the other, however, those
who manifest hypersensitivity, including individuals with ADD (Attention Deficit
Disorder), will find a noisy classroom chaotic and exhausting. As Terry Matlen
observes in her boook The Queen of Distraction “many women with ADHD live
with extreme sensitivity to sight, sound, smell, taste, and touch. This high level of
sensitivity to stimuli can be overwhelming for them in a number of situations that
are humdrum for other people.” (Matlen, p. 130) Matlen focuses on women in her
book, which offers a mix of theory instrumental in comprehending the mechanics
of ADD/ADHD as well as practical tips addressed to women with the aforemen-
tioned conditions on how to function without a constant sense of inadequacy. Yet,
hypersensitivity in various genders produces similar outcomes.
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Communication by mail, a nightmare in many respects, due to its quantity, enables
students to engage in genuine and useful tasks of making arrangements in English.
As a non-native speaker of Czech in the Czech Republic, I resort to English. I do
respond to their mail in Czech/Slovak in English, though, but it is up to them
to choose the language they want to use for our correspondence. Nonetheless,
[ advocate communicating in English, even when the teacher speaks the native
language of the student(s), for to some of them it might be the only opportunity to
practice the skill. Additionally, under distant learning feedback is provided usually
in a written form. There is no reason why this practice should not continue while
coming back to the in-class mode, yet for the lack of time that does not usually
occur in my practice. In the case of the face-to-face classes I usually praise and
critically evaluate students’ work orally.

Last but not least, the online sessions help create a more egalitarian atmosphere,
starting with the layout. In the university classrooms at my disposal there are
rooms with tables arranged in a semi-circle, but I am also required to teach
in places arranged in a traditional way with desks in rows. In both cases the
teacher’s place is in the front, remote from the other seats, and also it often is
a chair of higher quality than the remaining ones. Even in the former, more mod-
ern distribution, the physical distance perpetuates the psychological separation
and clearly illustrates different roles: the space is designed in such a way that Ss
and T confront each other. On zoom, notwithstanding, all the actors are granted
the same space, design and “comfort” on the screen. Furthermore, addressing
each other by first name is rendered easier due to these showing under the pic-
ture/video of each person present. Thanks to the latter introducing the convention
of calling people by their first name, common in the English speaking culture,
proves an easier task: Ss see the teacher’s first name throughout the year, devoid
of any titles preceding it, and thus many seem to grow more confident when it
comes to approaching them.

In conclusion, online learning does present certain benefits that supersede the
sessions when we meet in person. However, it seems that the majority of stu-
dents express the wish they could join the classes at the university, as usual. On
the other hand, they do not necessarily miss the actual learning in a particular
class, but interaction with peers and the scholarly ambience that the university
as an institution emanates. Nonetheless, I strongly believe that preserving certain
elements of the online mode would prove constructive. Therefore, I would advo-
cate a substantial increase in the number of blended-learning courses to cater for
the needs of various learning styles, personal preferences, difficulties, including
attention deficit and character traits.
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Conference SKkills in Remote Learning
Eva Coupkova, Daniela Dlabolova

Abstract: Practising conference skills improves students’ language competence for their fu-
ture careers and increases their motivation to study a foreign language. The project of a “mock
scientific conference” developed at the Language Centre at the Faculty of Science of Masaryk
University can be seen as an instance of project-based learning. In the first section of our paper,
we discuss individual tasks and activities designed for the students at a postgraduate level,
including practice in delivering expert talks, writing abstracts and bionotes, organizing the
event and performing various roles, such as chairing sessions and leading discussions. The
second chapter is devoted to the adaptation of the originally in-class course to the remote-
learning environment. It outlines the modifications needed for achieving a successful online
communication and the cooperation of students and establishing a meaningful social interac-
tion. Suggestions for an efficient use of interactive online tools, applications and platforms are
given that can be employed in enhancing the writing and speaking skills of students.

Key words: remote learning, conference simulation, project-based learning, interactive tools,
student-autonomy

Introduction

“These are the times that try men'’s souls,” wrote Thomas Paine in December 1776
in his pamphlet The Crisis, referring to the issues of the American Revolution. Now,
at the beginning of 2021, the COVID-19 stricken world faces a situation that, again,
affects all the strata of our societies, including teachers and students. The evolu-
tion of the present crisis has brought about the need to refine our educational
activities, tried and tested methodologies, and usual ways of communicating. We
strive to adapt to the new environment of online learning.

Conference skills have been for a long time included in the standard language
courses for undergraduate (Bachelor) and postgraduate (Master) students at the
Faculty of Science of Masaryk University in Brno. Both the teachers and students
see conference skills and resulting conference simulations as an integral part of
the education of young scientists. The students feel the need to be able to publicly
present the results of their academic and research work and participate at scien-
tific conferences successfully. A great proportion of Master students at the Faculty
of Science plan to embark on a career if not directly in primary or secondary
research, then at least in institutions conducting surveys, providing data analy-
ses, or developing new materials, approaches and solutions to problems affecting
regional or national infrastructure, environment and industry. In various stages
of their work, they will be expected to attend or even organize conferences or
professional meetings of various kinds and present, discuss, defend or challenge
the papers or proposals of themselves or their colleagues. We as language teach-
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ers believe that effective learning should be based on authentic situations that
expand the students’ dispositions to spontaneous behaviour and creative thinking.
Therefore, the methodology of conference simulations strives to build on life-like
situations and equip the students with the strategies they will find useful in their
future careers.

In the first section of our paper, we discuss conference simulations as an instance
of project-based learning (PBL), which means working for a longer period of time
on finding a solution to a given (real) problem or becoming prepared to perform
an action aimed at fulfilling some (real) task (Parker et al., 2013). The specific
stages and tasks are outlined that were integrated into the project and discussed
in an earlier article (Dlabolova et al.,, 2020). All the activities are tailored to the
needs of all disciplines taught at our faculty, i.e. physics, mathematics, chemistry,
life sciences, geology, and geography. The project was designed mainly for in-
class instruction but includes both face-to face and online activities, which proved
very convenient during the transformation to its remote format. Therefore, in the
second part, we show how we adapted the activities and tasks to the online en-
vironments, which platforms and tools were used and found useful, and which
benefits and drawbacks we encountered in the course of the development of the
online format of the project.

In-class procedure with some online interactive tools

We have planned conference simulations as a whole-term project. At the begin-
ning of the term, students brainstorm what conference skills comprise. Most of
them immediately suggest a paper or poster presentation as an obvious example.
However, there are many more tasks to arrange or roles to adopt, not only from
the perspective of a paper presenter, but also related to the event organization.
During the early discussions about the project, students find out that there are
pre-, during and post- arrangements to be made, depending on whether a person
is a conference attendee or a conference organizer, or assumes both of these roles.
Collectively, they compile role tables that include all the possible tasks. This can
be organized as an in-class activity or (and) assigned as homework, so that the
students may be engaged in continuous synchronous and asynchronous commu-
nication, which supports their collaboration. A useful platform for sharing ideas
related to conference organization is, for example, a google.docs table, which is
easy to work with for all the students and the teacher.

All the students in the group are expected to act as both conference attendees
and organizers. Therefore, the first stages of the project work are devoted to the
preparation of paper presentations. We discuss the usual features of an academic
presentation, such as relevant content, structure, body language, design of visuals,
establishing the contact with the audience, handling questions and reactions to
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them. The most challenging problem for the students is how to prepare a subject-
specific talk that contains expert knowledge but, at the same time, is understand-
able and rewarding for other students. Quite often our students decide to present
the topic of their research project or Bachelor’s or Master’s theses, which is highly
advisable, because then they present their own work or that of their research
team, which makes their talk original and authentic. On the other hand, that poses
many problems, as they tend to go into much detail and use specialized terminol-
ogy and concepts which other students might find difficult to understand. This
well-illustrates the relevance of audience awareness as an important skill that
successful presenters should possess.

When the students try to think about suitable topics and logical structure of their
presentations, they also compile abstracts of papers and bionotes. We use au-
thentic sample abstracts and bionotes from real scientific conferences and analyse
their content, form and language, in order to motivate the students and provide
useful scaffolding models. Students write the first draft of their abstracts and
bionotes and upload them into the so called “Homework Vault”, which is a very
useful application of our Information System. The great advantage of using the
university Information System is the fact that the students are already familiar
with the opportunities it offers from their previous studies and possess a working
knowledge of tools incorporated in it. “Homework Vault” enables students to open
the files of their fellow students and make suggestions for improvements; there-
fore, all the students can see comments and amendments made by all their peers
in the group and learn from them. Then, the students prepare the final drafts of
their abstracts and bionotes, which are, again, double peer-reviewed and uploaded
into a shared online document, such as google.docs. It is a useful platform for
the conference organizers using which they may easily collect all the abstract and
bionotes needed for the conference programme.

This is closely related to conference organization. It starts with the creation of
a call for papers, which is a team and largely autonomous work without much
teacher intervention. Again, to make it as authentic as possible, students search
the Internet for examples from calls for papers (i.e. Calls for Abstracts, Calls for
Proposals...) from areas related to their specializations to see which items are
included in these documents. They discuss their content, such as the name of the
event, date and venue, objectives, deadlines, or procedure of submitting abstracts
and bionotes. The actual call for papers compilation is carried out using an online
document, which all the students can access and edit. Students like this activity,
especially the creativity involved in thinking about an attractive conference name,
sometimes also in defining its objectives. As soon as this team-work is finished,
a distribution of roles related to conference organization starts.
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The number of students in our groups varies but it is usually about ten. We ap-
point one or two volunteers who prepare a conference programme and compile
a book of abstracts, which we normally do not print, but produce as online ma-
terial or a content of a conference website. The students acting as speakers are
selected, who give opening and closing speeches, and also session chairs; they in-
troduce speakers and organize discussions after individual presentations. Formal
opening and closing speeches and chairing should be prepared and rehearsed by
all the students in the group. We remind our students of the fact that welcoming
the audience is by its nature a fairly formal speech event. Nonetheless, there are
levels of formality to be considered. Chairs of small-scale events will tend to use
less formal language than they might at larger events. Students practise this by
preparing welcoming and closing speeches for several distinct occasions, such as:

A workshop session in which they know most of the twenty participants.

A formal plenary session with an audience of one hundred academics.

A professional interest meeting at their home university; the audience is made
up of fellow students or colleagues.

An international conference with participants from all over the world.

Students acting as session chairs try to choose the most effective ways to intro-
duce speakers to the audience. They first search for and compare video examples
from real conferences. Then they decide which parts should be included in these
introductions and which language structures are appropriate. Finally, they read
the bionotes of their fellow presenters and try to introduce them, both formally
and informally.

This practice makes the students aware of the context dependence of language,
thus improving their communicative competence. The science students usually
possess superb analytical skills that they have gained through the rigorous study
of their disciplines; therefore, it is not difficult for them to recognize and differen-
tiate between formal and informal structures. On the other hand, they sometimes
do not quite understand that language is primarily a social phenomenon that does
not function in isolation but is heavily dependent on the surrounding context.
Bell argues that no language “occurs isolated from its users and their purposes,
the temporal and spatial setting, and conventions of social communities” (2014,
p- 131). Each language user should be able to adapt their speech or writing to
a specific situation and understand that a linguistic material that is appropriate
in one situation would not function well in a different context. Therefore, our
methodology concentrates on providing that experience by showing how to mod-
ify language to make it suitable for the given occasion.

Section chairs are expected not only to introduce speakers with their presenta-
tions and be responsible for the time management during the talks, but also invite
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the audience to ask questions and lead the discussion. We remind the students
of the social and psychological relevance of their role. By a sensitive and tactful
introduction of the presenters, they may not only inform the audience, but also
help the speakers to overcome their stage fright. After the presentation, they are
supposed to acknowledge and thank the speakers by saying something positive
about their paper and initiate a successful discussion by providing the audience
members with needed encouragement and a good example.

Apart from this “serious” work, we involve a more relaxed activity - informal
interaction during a conference break. Students practice small talk suitable for
this occasion, which they enjoy, as it makes them aware of different situations
they encounter during one social event. This is also a good opportunity for some
students to show their skills outside the academic field, because they collectively
prepare refreshments, sometimes even home-made.

Adaptation to the remote-learning environment

The standard realization of the Conference Skills project takes place in the class-
room with students being physically present and collaborating with each other
face to face. When the educational activities suddenly happened to be limited by
anti-pandemic measures, we transferred the project to the online environment.
The change was not very complicated as many of the components had had the
format of blended learning which combined face to face classroom interaction
with computer-based activities. We decided to conduct the online meetings via
the Microsoft Teams application which is the official university platform with
established student access. Thus, the needs of student-users had already been
catered for. For the teachers, it was essential to get acquainted with the offered
functions and settings and select the practical ones so that the tool was easy to
use. Similar to other educators, we set up individual teams for different study
groups, added channels for communication within each team and planned regular
meetings. Later the new feature of break-out rooms was provided, which enabled
us to support the collaborative character more effectively when we had students
working synchronously in small groups or pairs.

The use of technology for the meetings of teachers and students might feel dis-
couraging but since the teacher role is changing, this experience has somewhat ac-
celerated the shift to a partner-like relationship when students sometimes suggest
how to deal with technical difficulties. It is the teacher who needs to act as a medi-
ator of advanced academic skills in a flexible way without having ready solutions
to potential challenges. The teacher designs the project structure, sets the goals
and creates conditions for working within the given framework. During the online
meetings, the teacher directs students towards the use of authentic models or
examples to provide scaffolding for progress in new areas of academic language.
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In the collaborative nature of learning, students are able to experience success
and recognition if they take active part in the process. The positive motivation
and degree of autonomy in making decisions, especially concerning the content
which fills the given structure, put the learners in the role of active progress
constructors.

What we find specific when starting an online collaborative project is paying suf-
ficient attention to the social factors. Not all participants know the other people
in the team and communicate in a spontaneous manner. Some prefer not to speak
much; undoubtedly, the way of joining the seminars via electronic devices limits
the possibilities for social conversation and establishing friendly relationships. On
the other hand, others seem at ease, free from the stress of speaking in front of
the full classroom when all students are physically present. The physical distance
in general does mean an obstacle, often fostered by the possibility to stay off the
camera. In such situations, the team members may feel anonymous and the lack
of shared background brought about by traditional course attendance makes it
harder to create a positive atmosphere for collaboration. To overcome the barrier,
we think it is essential for the team members to switch on their webcams. Some
are not used to it because it is not common in other courses, particularly during
lectures when they are not required to interact with each other. For these reasons,
we decided to set the use of the webcam as our course requirement. Then we
employ different ice-breakers and student activating methods to make sure that
the participants are comfortable. For example, it is welcome to let the teammates
step into one’s privacy when the webcam zooms part of rooms in the homes. Thus,
we are able to see for example sports cups, medals, posters, collections of arte-
facts or exotic plants which demonstrate the achievements and interests of their
owners. By doing some micro-activities in the initial phases of our meetings we
try to compensate for the lack of common classroom interaction and establish the
feelings of safety and trust. The micro-tasks sometimes involve physical movement
as well, such as voting with hands instead of clicking or a game which includes
showing objects or cards on the screens.

Lonka and Ketonen claim that “meaningful learning aiming at conceptual change
and understanding is most likely to develop in meaningful social interaction.”
(2012, p. 66). Similarly, we argue that the motivating social environment in the
online team prepares conditions for the transformation of separated learners with
specific skills and knowledge into teammates willing to contribute their erudition
to achieving a collaborative outcome. Only after evoking a positive atmosphere can
the learners be pushed slightly out of their comfort zones into creating new lan-
guage constructs and playing new roles required by the mock conference project,
the roles of conference organizers, conference speakers, authors of specific texts
and presentations and mediators of the flow of knowledge. These new outputs
constitute a substantial amount of original content made independently by our
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learners. As such, it is worth displaying and sharing both the components and the
integrating idea on an online platform.

In the recent run of the project we used Google Sites application for creating
a website of a mock conference. It provided the information about the event in
a well-organized form so that anyone could read it and find details similar to
those of a real scientific conference. The teacher created the site and prepared
the structure with several sub-pages. Each team had a different website because
they had different focus and themes. After getting the editing rights, the students
started to fill the individual parts with their content. The main page displayed the
conference title and the call for papers as an invitation to the event. The other
sub-pages showed the conference programme with the allocated times, the final
versions of the presentation abstracts and bionotes of the speakers. This sim-
ple website represented the progress of the study group similarly to a portfolio,
showing the extent of acquired skills of writing texts in new academic genres.
Moreover, it was the product of the organization of an event which simulates
a real-world situation related to the students’ careers. The careful elaboration and
comprehensibility of the final form make this product ready for efficient sharing
in the academic community.

Various interactive tools can be employed to refine the quality of the outcomes
before their publication on Google Sites. Two examples of simple and effective
means are the online forum and the Mentimeter application. Via a forum we are
able to organize the participants’ ideas and the reactions to these ideas. This is
helpful when students choose a topic for their conference presentation. As men-
tioned above, frequently it is difficult for the speakers to provide a comprehen-
sible description of one’s scientific topic. To reconcile the different expectations
of the presenters and their audience, students are asked first to post a few sen-
tences about their topic on the forum. They should express briefly but precisely
what they would like to cover in their conference speech. Next, they react to
the posts of several other teammates. Due to the written form, these ideas get
carefully formulated and communicated with some degree of clarity. The read-
ers’ reaction to unfamiliar topics reveal if the descriptions are understood well
and may motivate the authors to adopt a different approach or modify their lan-
guage. Scientific concepts are more comprehensible when mediated by means of
appropriate rhetorical functions, such as cause and effect or sequencing. Useful
tools for learning the functions are the publicly available websites about writing
skills in higher education, for example UEfAP - Rhetorical Functions in Academic
Writing under the link http://www.uefap.com/writing/function/function.htm. Mi-
nor language modifications might appear in the form a synonym, simile, or even
a metaphor. If appropriate, it can be said that, for instance, “meander” is a “bend”
or “enzymes” are “workhorses of life.”
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Another important feedback opportunity is during the design of graphs, pictures
or diagrams for the conference presentation. These visuals need detailed elabora-
tion due to the demands for the instant conveying of complex information. In an
online presentation, it is harder to understand quickly the main points and good
visuals are key to success. Therefore, during the preparation, students consider
different types of visuals and purposes for which they are suitable. As an exercise,
they try to express a message of a given text by means of an appropriate diagram,
such as a pie chart, a fishbone scheme or a tree diagram, etc. An interactive tool
for providing peer-feedback is available on www.mentimeter.com. This application
offers a range of formats for real-time interaction. We used a scales slide which
enables expressing opinions on several criteria within a numerical scale from the
worst to the best value. The criteria can be formulated as statements, for example
“The type of visual representation is accurate,” or “It is easy to see the main point,”
etc. The participants then click on a value for each statement and the average
score is displayed on a picture showing a bar for each statement. This tool helps
to provide immediate feedback for the authors who can adapt the content of their
presentations and thus enhance the comprehensibility.

The participation in an online mock conference is a significant opportunity to
develop one’s knowledge and skills. It helps to build and reinforce one’s confi-
dence in remote communication and to understand practical steps for organizing
an event. Learners get acquainted with the complexity of the life-like undertaking
and the strategies for dealing with multiple demands of the stakeholders. They
are guided through the process of breaking the project into smaller parts, struc-
turing the steps and observing strict time-management. They see the importance
of empathy in communication and the effects of targeted feedback. In accordance
with other educators, we believe that “it is important to design ways of teaching
and learning that promote engagement and active learning.” (Lonka & Ketonen,
2012, p. 64). By its character, the Conference Skills project creates the conditions
for active and autonomous engagement when students have both the control and
responsibility in the process of learning in their team.

Conclusion

The paper discussed one example of implementation of the methodology of
project-based learning in the form of conference skills practice tasks designed for
the postgraduate students of Science. The aim of the project was to provide our
students with useful strategies and knowledge they could employ in their future
careers and solving real-life situations. Originally designed mainly as a face-to face
classroom project with a sequence of logically connected tasks requiring active
student involvement in planning and realization of all its individual stages, it was
later, in order to comply with the anti-epidemic measures, adapted to the on-
line format. That required employing online tools and platforms enabling remote
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communication and using them in ways that fostered student-collaboration and
effective and rewarding social interaction.

We believe that this methodology may provide useful inspiration to other edu-
cators striving to develop both in-class and online courses incorporating sponta-
neous and authentic learning environment.
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Using Corpora in Teaching Languages to Enhance
Competency in English as a Foreign Language with
Focus on English for Business and Economics

Michelle Duruttya

Abstract: The necessity to be competent in understanding and interpreting written as well
as spoken English language is vital in our society. There are many methods and approaches
set to confront this particular demand, one of which corpus linguistics addresses in a highly
efficient way. Corpora can be used to study purposes with which words are used in a text and
the circumstances under which they are used. This work considers the advantages of using
corpora, carefully and meticulously designed collections of written texts, in teaching a foreign
language, thus promoting cross cultural competency. Recent development in communication
and the requirements for a growing intercultural cooperation bring demands on today’s so-
ciety to be able to communicate in an effective way. Languages are the most prominent part
of one’s culture, that is why it is imperative to master them as well as possible to avoid am-
biguities and misunderstandings. This paper shows an introduction of a possible approach
to accomplish this task, demonstrating methods and views upon a tiny fraction of features
of language utilizing available data concentrating on some aspects of using an online corpus,
namely the British National Corpus, to provide a communicative context in language learning,
focusing on English as a second language with special emphasis on English for business and
economics.

Key words: corpus linguistics; language learning; business English; sketch engine; concor-
dance; collocation; language methodology

Introduction

English language achieved a genuinely global status because it formed a distinct
role that is recognized in every country. The role of the English language is most
evidently manifested in countries, where it has obtained a priority in a country’s
foreign language teaching, even though this language has no official status. It be-
comes the language which children are most likely to be taught when they enroll
in school, and the one most available to adults, who are seeking to learn a foreign
language. (Crystal, 2003)

Countless materials and resources written in English or translated from English
are being used today in various areas. The quantities of texts to be translated
because of the integration into the European Union or the NATO are constantly in-
creasing, requiring a considerable amount of English language materials and doc-
umentation. The laws, bank materials, international companies’ documentations,
ministries as well as educational and cultural institutions use translated materials
and translate their own resources. The administration used to be conducted in one
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language, but this has changed into an administration in two or more languages.
This is the case of calls for proposals, research plans, biographies, recommenda-
tions, business plans, spending, records, reports, and many other documents of
everyday life.

English language examinations and certificates, such as IELTS or Cambridge En-
glish Qualifications are accepted worldwide as proof of English proficiency for
higher education, private and public sector employers, and global migration. Fur-
thermore, English being the language of the media industry gives access to enter-
tainment, since many books, movies, TV shows, music, as well as other types of
media, are published and produced in English. It is the language of international
communication, as well as global business and it makes traveling more conve-
nient.

Indisputably, the necessity to be competent in understanding and interpreting
written as well as spoken English language is vital. There are many methods and
approaches set to confront this particular demand, one of which corpus linguistics
addresses in a most efficient way.

This article considers the advantages of using corpora, carefully designed col-
lections of written texts stored on computers or available online, in teaching of
English as a foreign language. With the internet and computers widely accessible
in classrooms, using corpora in language methodology is a functional and useful
method to improve and enhance the interpretative and productive skills of learn-
ers as well as their ability to learn. This article focuses on some aspects of using
an online corpus, namely the British National Corpus, to provide a communicative
context in English language learning.

What is a corpus?

According to the Corpus Encoding Standard (Ide), a corpus is a large collection
of texts of any type, including prose, newspapers, poetry, drama, word lists, dic-
tionaries etc. Corpora can be used to study purposes with which words are used
in a text and the circumstances under which they are used. We can investigate
how speakers and writers exploit the resources of their language; the language is
being looked at in naturally occurring circumstances and cultural settings, looking
at ways of similar structures serving distinct functions in various contexts.

Since online corpora and tools for analyzing of corpora are becoming increasingly
accessible, corpus-based research as well as studies have become progressively
more common as are their uses in teaching languages and language pedagogy.

Written and spoken varieties can be investigated regarding their preference de-
termining patterns in language use, individual style of given authors or speakers
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depending on social background or different situations, registers. Monolingual as
well as multilingual dictionaries are a good collection of information on meanings
that can be expressed by a word and on its translations.

However, dictionaries cannot list all possible contexts, in which a word can be
used, and which can influence the translation of the given word into another lan-
guage. In teaching English as a foreign language, it is advisable to adopt a com-
municative approach, in which words are not treated as isolated units or refer-
ences to concepts, but as means of communication between the speaker and the
hearer, concentrating on the meaning and usage of the given word or phrase.
As Howatt (Howatt, 2004) puts it, language is experienced as a communicative
behavior, which is why the main focus in English language teaching is put on the
communicative competence of learners.

In this sense, I am not going to focus on the logic-based theories of meaning
according to which a word has a meaning as an entry in a dictionary, but rather on
the approach assuming that the meaning of a word is the function of its purpose-
ful use in communication, the exchange of information and meanings between the
speaker and hearer or the producer and receiver.

Corpora are a useful instrument for both teachers and learners to develop com-
municative, linguistic as well as cultural competence and at the same time im-
proving the learning skills and productive and interpretative competence (Aston,
2001). We must take into consideration that learning a language is a matter of
learning about how the language is used and learning how to use it, develop
learning skills.

That is why corpora are a valuable tool in developing these skills leading students
toward greater autonomy, providing teachers as well as learners with information
about the culture of a given language as a helpful complement to other teaching
aids.

Contextualizing the Learning Process with Help of the British
National Corpus

As an example, let us look at one of the largest available corpora, the British
National Corpus (The British National Corpus, n.d.), which was originally created
by Oxford University Press containing 100 million words.

According to the website of the British National Corpus (The British National
Corpus, n.d.), the written part of the BNC (90%) includes, for instance, extracts
from regional and national newspapers, professional magazines and journals for
all ages and interests, academic books, and popular fiction, published and un-
published letters and communications, school and university compositions, along
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with numerous other kinds of text. The spoken part of the British National Corpus
(The British National Corpus, n.d.) (10%) consists of orthographic transcriptions
of unscripted informal exchanges (recorded by volunteers chosen from different
age, region, and social classes in a demographically balanced way) as well as
spoken language composed in different contexts, varying from formal business or
government meetings to radio shows and phone-ins.

The examined sample of investigated words has been chosen based on a brief
survey conducted over a period of time among learners of English as a second
language from various European as well as non-European countries, focusing on
business English, which produced a sample of words of interest in addition to
words causing problems in case of translating them from English to their respec-
tive languages correctly. Due to the space and time constraints, only a few words
had been chosen. One of the recurring statements of the enquiry respondents was
the occurrence of words of English origin used in their respective first languages
in business situations, e.g., startup, venture, hub etc. and related words which gen-
erally caused confusion and struggle in determining their exact meanings, using
them in a correct way and translating them or more importantly, understanding
their meanings in other languages accurately. These are the investigated words in
this study.

The Corpus Processing Tools Used for the Purposes of this Study

The Sketch Engine (www.the.sketchengine.co.uk), is a practical tool to explore
how language works. Its algorithms analyze authentic texts of billions of words
(text corpora) to identify instantly what is typical in the language and what is
rare, unusual, or emerging usage. The Sketch Engine as part of the British Na-
tional Corpus (BNC), is for anyone wanting to research how words behave. It is
a Corpus Query System integrating concordances, word sketches (corpus-derived
summaries of a word’s grammatical and collocational behavior), distributional
thesaurus, collocations, and many other useful features. As Kilgarriff and Tugwell
(Kilgarriff) state, this information can be obtained from any large corpus, provided
there are part-of-speech taggers (i.e. software that reads text in some language
and assigns parts of speech to each word), lemmatisers (i.e. software which re-
moves inflectional endings to return the base or dictionary form of a word, the
lemma) and grammars available for the language of the corpus. Word Sketches
build on recent developments in lexicography, corpus linguistics and Natural Lan-
guage Processing to provide an improved way for lexicographers, terminologists,
teachers, and learners to find out what the corpus has to say about a word. (Kil-
garriff, p. 136)

In Sketch Engine, the British National Corpus has always been one of the prin-
cipal corpora, both in terms of usage and demonstration of analytical tools and
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technologies in Sketch Engine, including concordance search, word lists, colloca-
tion extraction, word sketches and distributional thesaurus among its other fea-
tures. That is why it is used in this study. The advantages of using British Na-
tional Corpus are in the fact that the aforesaid corpus is (1) monolingual: deals
with modern English, not any other languages although some foreign language
words may occur in the corpus; (2) synchronic: it comprises British English of
the late twentieth century; (3) wide-ranging: it includes different styles and va-
rieties, does not focus on any particular subject area, genre or register, also it
contains spoken as well as written styles. (http://www.natcorp.ox.ac.uk/corpus/,
www.the.sketchengine.co.uk)

Words in Context based on the British National Corpus

The starting point for the following search, is a word cloud of business English
terms generated by the Sketch Engine for Language Learning distribution the-
saurus. (https://skell.sketchengine.eu)

SKELL (Sketch Engine for Language Learning) is a simple tool for students and
teachers of English to easily check whether or how a particular phrase or a word
is used by real speakers of English. All examples, collocations and synonyms pre-
sented by SKELL are identified automatically by complex algorithms and advanced
software analyzing large text corpora.

startup o - O

start-up venture entrepreneur enterprise tech innovation marketing marketer vendor developer entrepreneurship business investment
corporation investor provider firm partnership app incubator sector consumer company manufacturing publishing initiative professional

competitor retailer  client

Fig. 1: Word cloud of “startup” in the SKELL Thesaurus

We will choose a word of interest, in this case the word “startup” (one of the
words identified above, belonging to the group of business English related words
with a high frequency), and look at its occurrence in the corpus. Concordance is
a very useful way to investigate large text collections (or text corpora) via results

Study 51



of various search queries put in context. Each concordance line shows one occur-
rence of a search query, usually in the middle and in red color, typically referred
to as KWIC (key word in context). (www.the.sketchengine.co.uk)

For illustration purposes, the following is a shuffled sample concordance of the
word “startup” from the British National Corpus, as represented by the BNC in-
terface (with bibliographic sources highlighted on the left side column, logged in
abbreviations, all fully expandable for further insight):

9 | HAC | W_pop_lore A B|C| lile diamond shaped dot, but it produces a beep quite happily. # The startup group contains the programs you want each time you open Windows # To make the
10| FA3 | W_ac_polic_law_edu (A B C| licerature on the academic profession in this country (see Halsey and Trow 1971; Startup 1979; Whitburn et al. 1976), but again this deals only indirectly

11 C5G | W_non_ac_tech_engin A B C| other officers of the company whao said in some instances Informix could provide backing for startup firms, such as those which may have developed important tech
12| CT) | W_non_ac_tech_engin | A B C| is shut down unexpectedly, the file system is not damaged. It also reduces startup time to under 40 secands. For the software developers, there is a new

13| CTP | W_non_ac_tech_engin |A B C| AG's print manager and NetLabs Inc's NetLabs/Manager. Add backup and restore, startup and shutdown and software installation to that for starters. Whilst DCE ge!
14 KBW | W_commerce A B|C| of regulation are front-end loaded, with the majoricy of costs being met with the startup of the SROs, subsequent running costs being minimal compared with the tw
15| HB2 | W_misc A\ B|C | their well’ Smith notes. The installation of platform equipment and the startup of the well went smoothly.’ Broussard says other opportunities to tie-in deep water

16 HBK | W_mise A B|C| compared against identified criteria, This testing and results were the corner stone of the startup case which allowed the Unit to begin generating before the end of

Fig. 2: Concordance and context of “startup” in the BNC

The advantage of corpus concordancing is in its demonstration of the investigated
word in a context. A concordance is the fundamental tool for any researcher work-
ing with a corpus showing them what is in the corpus. In case of a more in-depth
investigation, it is possible to expand a particular sentence containing the word of
interest, as follows:

Learning a language involves gradual adoption of the target language as well as
its culture, using corpora as a useful aid can be well utilized in order to provide
learners with the most contexts possible and frequency of occurrence, i.e., sur-
rounding them with the language learnt. A corpus is one of the means of achieving
this goal. Compared with the dictionary’s broad generalizations, a corpus provides
a wider range of patterns, examples thus revealing more specific aspects on the
use of a particular word.

In order to discover the meanings of words, or narrow down their implications,
the corpus can be used to show collocations, i.e.,, the habitual juxtaposition of
a particular word with another word or words with a frequency greater than
chance as well as word combinations. Collocational and grammatical behavior of
a particular word and its grammatical relations, i.e., words serving as subjects or
objects, modifiers and adjectives etc. are a significant help in discovering mean-
ings of problematic words and corpus is a reliable and flexible tool used to show
collocations at a click of a button as follows:

The collocation candidates are sorted and arranged according to their logDice
score, a logarithmic variant of the dice coefficient (a statistic used for compar-
ing the similarity of two samples), which differentiates between salient candidate
pairs and a sheer coincidence of some co-occurring ones, but it is crucial to note
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Source information:

Date (1985-1994)

Title UK financial institutions and markets. Pawlet, Michael; Bentley, Patrick;
Winstone, David. London: Macmillan Press Ltd, 1991, pp. 105-261. 2043 s-units.

Expanded context:

“(1987) argues that most regulation is simply added on to existing frameworks (often as the result
of specific frauds or crises) rather than building up new systems, and that the efficiency of
regulation suffers as a result and costs escalate. The direct costs of financial regulation are
estimated at over 100 million per year in running costs (Lomax 1987), and some (e.g., Goodhart
1987) would regard this as a conservative estimate. It is often argued that the costs of regulation
are front-end loaded, with the majority of costs being met with the startup of the SROs,
subsequent running costs being minimal compared with the turnover of most financial
institutions. It would seem however that the costs hit small financial firms far harder than larger
ones, and may create a powerful barrier to entry to new firms. Independent advisers regulated
under FIMBRA probably feel the costs of regulation the hardest, as they are generally small in size.
Concerning costs, it has been reported in the financial press that FIMBRA merely had to take the
word of Dunsdale that it was investing in...”

(The British National Corpus, n.d.)

Fig. 3: Expanded context in the BNC

Sta I‘tup noun ~ ~/  Show context

verbs with startup as subject verbs with startup as object adjectives with startup modifiers of startup

launch fund such sta tech

fail launch early-stage early
call found ed by Silicon

need eed help help startups lean

look base high-tech

get support s technology

use build promising

do call Valley asi

Fig. 4: Collocation candidates and Word Sketch of “startup” in the BNC via Sketch Engine

and observe all the association scores necessary to take into consideration. The
association scores are, however, not the topic of this paper, that is why they are
not going to be dealt with in detail.

The co-occurrence score shows the frequency of two terms occurring along with
each other in the corpus in a particular order; it is an indicator of semantic
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proximity or an idiomatic expression and adopts the interdependency of the two
terms.

The candidate count shows the number of occurrences of the particular word in
the investigated corpus.

Upon further examination of the corpus one can learn that certain items appear in
certain types of context, the tendency of an item to occur in contexts which have
a particular function, in a particular structural or lexical environment or in a par-
ticular lexical field. Clicking on (or simply hovering over) select words given by
the Word Sketch as co-occurring with the investigated word, learners can discover
wider contexts, for example, that “Ordinary investors will soon have the opportu-
nity to invest in early-stage startups in exchange for company stock”, “Websites are
an internet showcase for a startup company”, “Evonik plans to invest 100 million in
promising startups with break-through technologies and leading specialist venture
capital funds”, “The tool was developed by a San Francisco-based startup called
Entelo” and so forth. This is another effective approach in contextualization of the
language learnt, the communicative way making the understanding and learning
easier and more straightforward for the students.

While examining the words “startup” and its collocations, the investigator can
narrow the search further and make the query more interesting and noteworthy
as well as communicative for the students by looking for expanded context, where
any two particular co-occurring words are used to make sure students discover
and appraise the exact meaning of the word in context. The students probably
have their own ideas connected to the uses of the featured words and it is very
useful to let them discover those types of contexts, where the examined words
might occur.

Looking at the word sketch of “startup”, students can click on any word that
catches their interest and the need to examine it and its relationship and context
further. The words listed in first places are usually the first and most frequent
candidates for investigating the context in more detail

Here is an example of extended context featuring the words “startup” and “fund”,
where “fund” is a frequently occurring verb with “startup” as object:

Here is an example of extended context featuring the words “startup” and “tech”,
where “tech” is a frequently occurring modifier of “startup”:

Here is yet another example of extended context featuring the words “startup”
and “incubator”, where “incubator” is a frequently occurring noun modified by
“startup”:
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fund e Stal'tup 0.02 hits per million

Now they're doing something new : planning to fund biotech startups

The same trend continued during the first six months of 2013 with only three startups funded .

And heavily funded startups such as Actifio and DataGravity are trying to make data-storage systems smarter.

And we haven't had much help when it comes to funding the startup of ObamaCare

This work was fruitful and advanced the technology to a level at which venture capital funded startups could develop commercial products.

With the papers in hand, Pavelle and Moses approached several venture capital firms that showed interest in funding a Macsyma startup .
Investors like me would fund startups , and not expect to see the payoff until five to 10 years down the line.

Silicon Valley venture capitalists have funded several food-related startups in the past year, but Hampton Creek has gathered the most momentum.
Evernote is a well funded startup , with large technical talent so a breach of this scale would require a some skill.

However, this year there is a significant upward trend in new semiconductor startup funding with almost 20 new startups funded from January through June.

Fig. 5: Expanded context in the BNC via Sketch Engine

tech + startup o it per mition

Running a tech startup is incredibly different from running a large company.

PMs are a vital part of a tech startup .

So you might have heard of this little tech startup called Google.

It ’s little surprise then that investment in clean tech startups is shrinking.

The will cater to tech startups interested in flexible workstations or dedicated office space.
Advertisement It's not unusual for a tech startup to raise $18 million.

For now , many of these tech startups attract a niche group of borrowers.

The new website features an interactive map of New York City 's tech startups .

She also took part in several discussion panels involving tech startups over the past few months .

Unfortunately for them , tech startups usually don't take the side of petulant children.

Fig. 6: Expanded context in the BNC via Sketch Engine

Learners can discover relationships between words of interest and even prove or
disprove their own ideas and opinions as to the occurrence as well as meaning
of the investigated words in certain contexts. The examples shown above give
the learners the expected context, namely a situation, where the particular words
naturally occur, and they automatically come to mind as first when investigating
a certain combination of words. This procedure can be done at class with many
different groups of words making the learning and understanding easier and more
straightforward. In order to reach a communicative competence, the use of ex-
panded context is vastly effective. As Meyer (Meyer, 2002) states, corpora consist
of texts (or parts of texts), thus they enable researchers, teachers, or learners to
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startup + incubator oo it per mition

Such support infrastructure as dlusters, co-working spaces, startup incubators and accelerators have been emerging.
Perhaps most intriguingly, some individuals associated with Y Combinator, the startup incubator that hatched Reddit in 2005, are also in the mix.

Combining the best from an innovation lab, learning community and startup incubator , Impact Hub Ziirich provides a collaborative space to prototype the future of business

Startup incubators are sprouting left and right, eager to jump on promising startups such as AVAph , a premium fashion retailer based in Manila

Esti, the world leader in geospatial technology and mapping software, welcomed 1776, a startup incubator in Washington, D.C, today as the newest addition to the Esri Emerging Business Program.
Last week Y Combinator, the well-known and very successful technology startup incubator , announced that it was going to begin experimenting with biotech startups.

He serves as a legal mentor to companies in the StartX program, formerly SSE Labs, a startup incubator affiliated with Stanford University, according to Cooley.

The first location will be in the Galvanize startup incubator in San Francisco's Sout of Market neighborhood, which is home to more startups per square foot than anywhere else in the world.

There are hundreds of startup incubators , accelerators and innovation conferences and thousands of *pitch events” to meet many of the 100,000 active startups — with more being founded every day.

Upstart Labs , an early stage fund and startup incubator in Portland, is continuing to churn with added funding, new investments, and an expanded team.

Fig. 7: Expanded context in the BNC via Sketch Engine

contextualize language and can facilitate functional discussions of language as well
as understanding certain cultural situations e.g., what kind of language is used in
a given cultural and social context.

Considering the word “startup”, students may investigate further looking upon the
word sketch, where “startup” may lead to discovering different words of interest
in their context with “startup” being the starting point for further research. The
above-mentioned word “incubator” may spark interest in learners of languages by
questioning its meaning in their first language, wherein the particular word might
not be associated with a “startup”. This can easily lead to the investigation of the
word “incubator” itself, leading to further results as follows:

Corpora may prove to be a very useful tool of linguistic research for teachers as
well as students. In order to highlight and identify specific lexical or grammatical
features or patterns, it is helpful to use concordancers, i.e., computer programs
which automatically construct concordances for a more effective use of the cor-
pora. The Sketch Engine for Language Learning was used for the purposes of this
paper, but there are many other interfaces that students as well as teachers can
use, which provide straightforward and easy to read examples and contexts, that
can be used at a click of a mouse to discover vast amounts of reliable data in
a communicative framework.

The distinguishing advantage of using a corpus over an internet search engine like
e.g., Google, is the fact that a corpus, like the British National Corpus or a similar
body of text, is built by linguists and professionals, it is meticulously compiled and
tested, granting it considerable relevance and applicability.

Conclusion

This article seeks to briefly present arguments in favor of the use of corpora
in English language teaching since it can provide learners with information and
knowledge in a communicative form and readily available. Corpus use can pro-
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This effect is further reinforced through the virtual incubator network.
Several private companies operated feed mills and incubators .
Incubator space has been set aside for startups with big potential.
Tech incubators and accelerator programs kept popping up.

God offers a lot of coral reef incubators .

Having an incubator with oxygen support is recommended.

How much more room will those incubators take?

The incubator space remains intact and will continue.

An industrial incubator will completed its action.

The boardroom is an incubator for evil .

Fig. 8: Concordance and context sample in Sketch Engine for Language Learning

vide opportunities for learning in many areas, it can complement the immersive
teaching process in a motivating way, promoting language use and improving the
understanding by wider available contexts.

Corpus linguistics being a relatively new scientific domain is growing fast and the
materials developed for research are constantly being improved and enhanced.
The great advantage of working with corpora is a range of almost endless possi-
bilities for research and also a very fast and effective response in using computer
tools for corpus processing. That is why it is a fairly easy task to gather substantial
amounts of data to be able to process and extract relevant and applicable infor-
mation for conclusive results.

It is evident, as mentioned in this work, English is a global language, it is the
language of international business and politics and it is here to stay. That is why
it is crucial to utilize and attain the most effective and valuable means of studying
it and managing it, not just discovering efficient ways to make it understandable
for the ever-expanding audience and users, but also means of finding the best
practices in interpreting and understanding it, while keeping in mind that more
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and more non-native speakers use English as the main language of their commu-
nication. One of these means is offered by corpus linguistics.

Recent development in communication and the requirements for a growing in-
tercultural cooperation bring demands on today’s general public to be able to
communicate in an effective way. Languages are the most prominent part of a so-
ciety’s culture, that is why it is imperative to master them as well as strive to
avoid ambiguities and misunderstandings. This work shows just the introduction
of a possible approach to fulfil this task, demonstrating methods and views upon
a tiny fraction of features of language utilizing available data.
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Corpus-based teaching materials for specialised
courses: the case of English for mathematicians

Lucie Mala

Abstract: This paper demonstrates a usage-based approach, drawing on language corpora, to
creating teaching materials. The need for such materials stems from the growing demand for
courses of English for specific purposes on one hand, and the surprising lack or inadequacy of
available materials for these courses on the other hand. On the example of English for math-
ematicians, we present three different types of exercises. First, we show deductive exercises
for practising an already familiar rule. Second, we focus on the creation of an exercise where
students start with a general rule but derive more specific information from specifically chosen
examples. Finally, we present a fully inductive exercise, aimed at familiarising the students
with the structures specific of the texts from their discipline. We believe that these exercises
may serve as a source of inspiration for other teachers of English for specific purposes who
find themselves in a similar situation.

Key words: ESP, teaching materials development,corpora, mathematics

1 Introduction

In this paper, we demonstrate the use of corpora in developing teaching materials
for a specialised course of English for mathematicians. The use of corpora, i.e.
collections of natural occurring texts (Hunston, 2002), in teaching and learning
English for Specific Purposes (ESP) is becoming more and more widespread. Typ-
ically, three broad roles of corpora are mentioned: corpora as basis of research
underpinning the contents of ESP courses, corpora as tools that the learners them-
selves exploit in acquiring the target language, and finally corpora as resources for
teachers’ classroom activities and materials (Hewings, 2012). These areas have
been explored in a growing number of studies, summarised for example in Boul-
ton et al. (2012), Gavioli (2005), and Timmis (2015). While many of these and
other studies provide ideas of creating corpus-based materials, we hope to bring
a discipline specific point of view which might be inspirational for our readers.

2 The need for specialised materials

Before introducing the corpus-based ESP materials, we justify the need for such
materials, arguing that their creation is not only desirable, but also necessary.

A vast body of research into disciplinary discourses (see e.g. Gray, 2015; Hyland,
2004, 2011), i.e. the ways language is used by academics of a particular discipline,
has pointed out differences between individual disciplines. In recent years, this
research activity has resulted in an increase in demand for specialised courses
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of English, which no longer focus on academic English in general, but on English
as it is used by practitioners of a particular discipline. Accordingly, these courses
should be based on specialised teaching materials.

English for mathematicians suffers from two main problems regarding course
materials. First, there are virtually no teaching materials concerned with math-
ematical English. The existing textbooks are limited to writing style manuals (e.g.
Higham, 1998), often focused on typographical conventions more than on specific
textual features. None of the materials is a textbook as such, suitable for direct
use in the classroom!. Moreover, all of the available materials are fairly outdated,
being published around the year 2000 at best.

Second, mathematical English is to a large degree distinct from general academic
English (EAP). In the absence of a specialised textbook, resorting to general EAP
materials, which are abundant, would seem an obvious solution. However, looking
at the topics traditionally covered in the EAP courses, we see that the language
of mathematics differs quite radically from what is understood to be academic
English. As an example, we mention three characteristic features of academic
writing usually discussed in EAP materials (e.g. J. M. Swales & Feak, 2012). First,
students are encouraged to use ways of moderating and qualifying a statement,
generally referred to as hedges. However, it has been shown by McGrath and
Kuteeva (2012) that the number of hedges in mathematical writing is extremely
low compared to other disciplines, and some forms of hedging have not been
attested at all. Second, it is a common practice to teach students to use passive
voice in their writing, especially in describing processes. In contract to this, math-
ematical writing abounds in we and consequently active voice (ibid.), especially
in describing procedures. Finally, the macro-organisational structure of mathe-
matical research papers does not correspond to well-established models such as
Introduction-Method-Results-Discussion (J. Swales, 1990). Some sections are com-
pletely absent, while other attested sections seem to be specific of mathematics
(Graves et al., 2013, 2014; Moghaddasi & Graves, 2017). In conclusion, general
academic materials are unsuitable for a course of English for mathematicians.

3 Material

To create quality corpus-based materials, it is necessary to have access to a corpus
representative of the variety of language that is taught in the ESP. Nowadays,
a number of corpora are freely available online. Unfortunately, there is only one
corpus of mathematical writing that we know of, and it was not constructed
to be representative of this discipline, as it is a part of a more general corpus

1 This is with the one exception of Anglictina (nejen) pro studenty MFF UK (Ktepinska et al., 2019), which
is however aimed at general preparatory classes at the bachelor level.
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of published journal papers across disciplines (Kosem, 2010). The exercises are
therefore based on our own corpus of mathematical research papers? (CoMaR)
designed to be representative of this variety and reflect the specialisations of
the target students. The corpus consists of 108 research papers, amounting to
870,885 words.

In this paper a licensed online corpus analysis tool SketchEngine (Kilgarriff et al.)
is used to obtain data from the corpus, but the exercises are not dependent on
any specific functionality offered by this tool and could have been created using
freely accessible software, e.g. AntConc (Antony, 2019), or LancsBox (Brezina et
al.,, 2020).

4 Corpus-based exercises

In this section we present three types of exercises based on our corpus. We start
with an exercise which fits the deductive approach to teaching, and move along
the deductive-inductive scale towards a strongly inductive approach (as defined
in e.g. DeKeyser, 1995, p. 380).

4.1 Example 1: Articles

We start with an exercise which raises awareness of certain phenomena the stu-
dents are familiar with from general English but whose usage differs slightly in
specialised English for mathematicians. In this particular case it is the use of ar-
ticles. Namely, students practise rules for the use of zero article with countable
nouns, which is in mathematics common in the context of numbered items, e.g.
Theorem 1, names of mathematical disciplines, e.g. number theory, and character-
istics of objects after with or have, e.g. a circle with centre O, the matrix has rank
2.

As can be seen in Figure 1, students are asked to cross out all unnecessary ar-
ticles based on the set of rules they were given. In this case, the corpus serves
as a source of representative example sentences. To find these, we use a simple
corpus search and extract all sentences that include a selected target word or
expression, e.g. number theory, or centre. The teacher’s task is then to select those
sentences which are most representative and easiest to understand for the group
of students. Choosing the search words carefully, it is also possible to create an
exercise that fits the current thematic focus of the class, e.g. geometry, or linear
algebra.

2 This corpus has been designed for the purposes of the author’s PhD thesis. Details of its design and
construction will be published in the thesis Mathematical texts from the perspective of distributional
phraseology (forthcoming).
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Study the rules for zero articles with countable nouns in mathematics.

Then cross out all extra articles.

a) Finally, simple generalizations of some of the concepts in the number theory to
integer square matrices are presented.

b) Letagraph G = (V,E) be defined by a set V ={0,...,N — 1} of vertices, with
the cardinality |V| = N, and a set E of edges.

c) The Figure 2 shows some spectra of the prime sets from the Example 6.4 with
the lengths 3, 4, and 5, respectively; and with the widths 2, 2 and 1,

respectively.

d) In Rn, we denote by B = B(x,r) an open ball with the center x and the radius
r>0.

e) Suppose the conditions in the Propositions 4.1 and 4.2 are satisfied, and V has
the rank d.

Fig. 1: An example of a deductive corpus-based exercise

4.2 Example 2: Universal quantifier

This exercise answers the question how the universal quantifier is expressed in
words. In contrast to the first example, the corpus serves not only as a source of
examples but also as a source of information for the teacher. Our initial intuition
would be that the universal quantifier is expressed by for all and for every. We
will first try to confirm this conjecture. To do so, we use a corpus search with
a wildcard, i.e. searching for “for *, where the asterisk can stand for any word.
This form of search stems from the assumption that while the realisation of the
grammatical quantifier can vary, the preposition remains the same. The concor-
dance lines obtained through this search will not be of much use, as phrases such
as for computer, for example, and for convenience, will be included. Fortunately,
the use of the universal quantifier can be safely assumed to be quite frequent
in mathematical texts. Therefore, we can look at the frequencies of the distinct
phrases found by our search. An excerpt of this table based on a search in our
corpus can be seen in Figure 2.

From expressions found on top of the list it seems that for all, for any, for each, for
every could correspond to the meaning of the universal quantifier. It is of course
necessary to go back to the concordance lines for each of these expressions to
verify that it really functions as a universal quantifier.

Having done this, we can prepare an exercise which will familiarise the students
with these various expressions and the contexts in which they are used. Once
again, the teacher needs to select the most suitable examples from the corpus as
a basis of the exercise. It is the advantage of using a whole corpus for drawing
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Lemma -+ Frequency Per million tokens

O  rorthe 1,654 1,011.84

O  foran 1,017 62215

O  forany 755 16187 e—
O  forsome 561 34310 e—
O fora 517 31628 m—
O  foreach 459 28079 e——
O  forevery 397 242 87 eom—

O for example 231 141 31 eo—

O ok 179 109.50 s

O ori 150 91.76

O  forn 127 77,60

Fig. 2: The first eleven most common hits for the search “for *” in CoMaR.

these examples that the teacher can get a more precise idea of what a prototyp-
ical use of the phrase is. They are then in a better position to select examples
highlighting the phrases’ typical characteristics.

Figure 3 shows an exercise created in the above described way. Students are
asked to complete the statements with the target expressions. The teacher asks
the students how they would express the phrases in symbols, to make them re-
alise that they all correspond to the universal quantifier. The gap-filling is in this
case a starting point for a deeper analysis of the sentences and discussion. The
discussed questions include what would change if another of the expressions was
used, if some of them are interchangeable, what the preferred position and con-
text for each of the phases is, and how to translate them.

While students will need the teacher’s help in answering some of the questions,
they are able to provide answers to others independently, based on the sentences.
We can therefore say that this exercise is somewhere in between the deductive
and inductive approaches. The students start with a rule of how the universal
quantifier is translated, but derive more details about its use through examples.

4.3 Example 3: Presentative let

The last example is an inductive exercise where students uncover a particular
construction typical of mathematical texts and describe it. The construction in
question can be schematically written as let [symbol]be [noun phrase]. A simple
example is let G be a group. This is, in fact, an instantiation of a more general
construction, where other verbs might be used, and the noun phrase can be re-
placed by an adjective or adjectival phrase, e.g. let x denote the axis of symmetry,
let p be positive. However, this construction is difficult to use for our students and
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Complete the following statements with for all / for each / for every / for

any.

a) Lemma 2.8. (Bezout’s identity). _ integers a,b > 1, there exist
integers m,n such that ma+ nb = ged(a,b), where gcd(a,b) denotes the
greatest common divisor of a and b.

b) Definition 1. A function: ¢ : KmR — R is said to be superquadratic if
x € Km there exists a vector ¢(x) € Rm such that (1.1)

9(y) = ¢(x)+clx), y—x+¢(y—x[) holds —_______yeKm.

c) Lemma 6.4. (Stable Decomposition). _______ v€V =V"(Q), there
exists a decomposition u = ¥ ( RTu; with u; € V; = V*(Q]/) such that
[formula].

d) Definition 4.1. We say that a set B additively generates another set A if
a € A there exists some subset {b,by,...,b,} such that

a = ;1=1 b,‘.
e) Lemma 4.2. There exists p < 0.5 such that a projection P; satisfies
[|BuPoit - Poot]] < cartn=m) 2 <pn<nand a constant C

independent of m and n.

Fig. 3: An example of a deductive-inductive corpus-based exercise

experience shows that it is better to first focus on the narrower structure and
then to generalise.

As with the other examples, we first need to obtain sentences containing this con-
struction. There are several ways of approaching this. It is possible to use a simple
search for “let”, and then filter the lines that contain be in the right context of
the search word. Alternatively, if the chosen corpus analysis tool allows this, the
query can be formulated in the Corpus Query Language (CQL). In this case we can
search for a sequence of the lemma let, i.e. let in any form including letting, or Let,
followed by one to five further unspecified tokens, and the word be. The CQL is
then:

[lemma="let"] []{1,5} [word="be”]

If the corpus is tagged for word classes, it is possible to further specify that we
are looking only for cases where the described sequence is followed by a noun at
some distance:

[lemma="let"] [[{1,5} [word="be"] []{0,4} [tag="N.*"]

For our purposes of obtaining examples of use, being overly specific is not only
unnecessary, but also often undesirable as it might accidently eliminate relevant
examples due to inaccurate formulation of the query, or mistakes in tagging. With
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a slightly wider search the teacher will only need to ignore irrelevant sentences.
We have used the first query to obtain material for this example exercise.

A single word is missing from the following sentences. What is it?

1 x and y be nodes of a binary tree.

2 Forl =a <b <c =t, Labe be the line containing Xan, Xacs Xpe:

3 . and ~ be the least multiplicative equivalence upon a free loop F (X) for which x ~ y.

4 k be an arbitrary field.

5 u and v be distinct variables not occurring in .

6 Foreveryh € Vwithh =¢f, h* be the sequence given as follows: h*(i) = a,h'(j) = bandh® (k) = h(k), foreveryk € a ~ {i,j}.
7 £} be an open polygon in R? or an open Lipschitz polyhedron in R, with Lipschitz boundary I':= 802

8 W and I be bounded sets of positive kernel operators on a Banach function space L.

El p © M be a finite prime set.

10 Py, ..., By be the eigenvectors of the matrix I';;l corresponding to its d largest eigenvalues.

Fig. 4: An example of an inductive corpus-based exercise

Students are presented with a set of sentences representative of the target con-
struction. Notice that in this case the sentences are arranged in the same way as
in the corpus KWIC (=key word in context) view, with the key item in the central
column. The place where this word should be is highlighted in yellow in Figure 4.
This arrangement is especially useful for noticing similarities in the structure of
the sentences. It is the first task of the students to guess this one missing word,
i.e. let. This is merely an introductory task which makes the students read the
sentences, and reminds them of the structure, which they have seen before.

The main part of the exercise comes after the word let has been filled in. Students
focus on the form of the sentences, try to describe similarities and generalise
the formal structure of the underlying construction. They are then asked to think
about the influence of the concrete realisation of the noun phrase. These are pos-
sible questions they might be asked:

¢ [s the noun part in singular or in plural? Does this change anything?

e Which articles can be used in the noun phrase part of the construction? What
does the choice depend on? Which article would you predict to be most com-
monly found in this construction?

The understanding of the construction is based on the sentences provided, but
also on students’ experience and intuitions about mathematical meanings, as is
apparent in the last question. This is even more pronounced in questions about
the function and position of the construction within mathematical texts, such as:

e What is the function of the structure? Why is it used in mathematical texts?
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¢ How would you translate it into your native language?

e Where can it be found with respect to sentences? ...paragraphs? ...the whole
mathematical texts?

The ability to answer such questions depends on the amount of experience of the
students. The teacher might want to make these easier by including wider context
of the construction, or a greater number of examples. In the case of 'presentative
let’ adding more left context would reveal that it usually stands at the beginning
of paragraphs, and typically at the beginnings of specific mathematical sections,
e.g. a proof, definition, or a theorem.

With students with a wider experience with mathematical writing this exercise
can be expanded by asking about what other elements might fill the place of the
noun phrase, or what other verbs they have seen in the construction.

The role of the corpus in creating this exercise is double fold. First, it serves
as a source of authentic examples. Second, it can enhance the teacher’s under-
standing of the use of the construction and help provide answers to the above
suggested questions. In this type of exercises, it sometimes happens that students
make an observation the teacher has not expected. The corpus then provides
a means of verifying the students’ hypothesis.

5 Conclusions

Teaching English for specific purposes of a particular discipline entails the chal-
lenge of finding suitable classroom materials. We have explained that for mathe-
matics in particular this task is made more difficult still by the surprising lack or
inadequacy of the existing textbooks and the impossibility of using EAP materials.
The use of corpora in developing specialised materials is then seen as a conve-
nient solution. It provides a usage-based approach, drawing on naturally occurring
language in context. Moreover, the teacher can create exercises corresponding to
students’ needs, as well as the course syllabus. Finally, this paper demonstrated
that it is possible to accommodate corpus-based exercises to both deductive and
inductive approaches to teaching.
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The effect of two feedback strategies on EFL writing
quality from the perspective of syntactic complexity

Blanka Pojslova

Abstract: This paper aims to present the results of the study investigating the efficacy of
computer-mediated feedback on EFL learners’ performance in writing with regard to syntactic
complexity as an aspect of writing quality. The research design of the study took the form of
a pre-test/post-test quasi-experiment with two comparison groups which received different
treatments. The participants of the study were 65 advanced EFL learners of English for Spe-
cific Purposes who were divided into two groups. The first group (33 students) was provided
with the treatment in the form of teacher-only multiple-draft feedback while the other group
(32 students) was given the treatment in the form of combined peer-teacher multiple-draft
feedback.

The study investigated if there were any differences in syntactic complexity at a global,
a clausal and a phrasal level between pre-test and post-test and what the implications of
these differences for writing quality were in individual groups together with comparing the
differences between the groups. Syntactic complexity was automatically measured by selected
indices of L2 Syntactic Complexity Analyzer (Lu, 2010), a freely available natural language
processing tool. The study yielded four major findings. First, the results indicate some statisti-
cally significant improvements in writing quality with regard to syntactic complexity and with
respect to the proficiency level of the participants in both groups. Second, syntactic complexity
developed in both groups between the pre-test and post-test, but with no significant difference
in post-test performance between the comparison groups. Third, teacher-only feedback seems
to be more effective at the global and phrasal level of syntactic complexity while combined
peer-teacher feedback is more effective at the clausal level. Finally, teacher-only feedback
contributed to more homogenous post-test writing production.

Key words: computer-mediated feedback, writing quality, syntactic complexity, peer feed-
back, foreign language writing

1 Introduction

Teaching second or foreign language writing usually involves feedback provision.
Feedback may be defined as information given to the learner on their writing with
the objective of improving their performance (Ur, 1996, p. 242). Feedback can be
classified as either summative or formative. While summative feedback focuses on
writing as a product, formative feedback assists learners in developing their writ-
ing skills (Hyland, 2006, p. 83). Formative feedback is usually provided on struc-
ture, organisation, style, and presentation, and is often supplemented by written
corrective feedback which refers to indications of the learner’s non-target-like use
of the target language (Gass, 1997; Schachter, 1991). Formative feedback is also
more process-oriented, as it is usually given on multiple drafts, and includes sug-
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gested revisions. In genre-oriented classes, feedback helps students master new
literary practices and develop genre knowledge, thus introducing novice writers
to new discourse communities (Li, 2006).

The feedback (the response to a student’s writing) can follow various techniques
or strategies. The responder may give direct, indirect, or metalinguistic feed-
back by providing the correct form (direct feedback), indicating an error with-
out the correction (indirect feedback) or indicating it using an error code or
a brief metalinguistic explanation of the error (Ellis, 2009, p. 98). Hyland (2007,
p- 180) recommends four feedback techniques: commentary, cover sheets, min-
imal marking, and taped comments. Feedback can be provided in a traditional
pen-and-pencil mode, but in many educational settings, especially at universities,
computer-mediated feedback through classroom/learning management systems
has become widespread. Computer-mediated feedback (e-feedback) can be de-
livered synchronously (typically through online chats), or asynchronously, in the
form of emails, discussion board messages, comments/track changes in MS Word,
audio feedback, or commentary videos.

Feedback can be further distinguished by its source, as either teacher or peer
feedback. While teacher feedback limits the learner’s role to the role of a writer,
peer feedback makes learners play a dual role as both writers and reviewers, and
allows them to benefit as both feedback givers and receivers. As peer feedback
receivers, learners can develop their critical thinking and autonomy (Miao, 2006),
gain confidence, negotiate multiple perspectives (Ferris, 2003), and have a real
sense of audience (Mangelsdorf, 1992). Peer feedback is usually more appropriate
for a learner’s developmental level, and is often easier for them to understand,
giving them more information for subsequent revisions (Allison & Ng, 1992; Chau-
dron, 1984).

Since providing peer feedback is a two-way process, peer feedback givers can also
benefit from the process. After engaging in peer-review, EFL and ESL students
have self-reported increased awareness of the importance of the global aspects
of their writing (Berg, 1999; Min, 2005; Miao, Badger, & Zhen, 2006). Feedback
givers also critically self-evaluate their own writing to make appropriate revisions
(Rollinson, 2005). Learners who only provided (but did not receive) peer feedback
improved significantly more in writing quality than those who only received (but
did not give) peer feedback, especially at the macro-level of their writing (Lund-
storm & Baker, 2009).

In the 1980s and 1990s, several studies questioned the effectiveness of feedback,
especially written corrective feedback. But more recent empirical research sug-
gests that feedback leads to improved writing. This improvement seems to be
more likely if the feedback is directly related to previous instruction in the class,
and if indirect feedback methods are used (Hyland and Hyland, 2006, pp. 84-86).
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Therefore, prior to being given feedback on their writing, learners should receive
considerable input on organisational features of the target genre and appropriate
language for that genre. Then, ensuing feedback should reinforce what has been
taught by referring back to the class input. In this context, indirect feedback tech-
niques can be more effective, and can help the students develop long-term editing
and proofreading skills (Hyland, 2007, p. 185).

The current study investigates two feedback strategies within the process-genre
framework of teaching writing and their effect on writing quality from the per-
spective of syntactic complexity. These feedback treatments aim to be as indi-
vidualised as possible, and strive to conform to good practice in that they are
timely, specific, balanced, multiple-draft, and appropriate (Ferris, 2003, pp. 118-
131). The two feedback strategies are similar in that they combine several feed-
back techniques to respond to individual learner’s needs. Both are provided in
a computer-mediated setting, in an asynchronous mode. The difference between
the strategies lies in the source of feedback. The first is provided by only the
teacher, while the second combines peer and teacher feedback on subsequent
drafts of the same text. Learner corpora of pre-test and post-test essays were
collected and analysed to find out how these different feedback strategies af-
fected the syntactic complexity, which is considered a key aspect of writing quality
(Crossley, 2020).

1.1 Writing quality and syntactic complexity

Writing quality can be captured by three complementary dimensions - complex-
ity, accuracy, and fluency - or CAF for short (Housen, Kuiken, & Vedder, 2012;
Norris & Ortega, 2009). In L2 writing research, complexity measures might serve
as indicators for L2 writing quality (Ortega, 2003; Wolfe-Quintero et al.,, 1998).
In the context of second or foreign language writing, complexity is usually under-
stood as linguistic rather than cognitive complexity. Linguistic complexity, which
is characterised as the degree of sophistication and variety of a learner’s produc-
tion (Ellis, 2003, p. 340), is one of the dimensions in the Bulté and Housen taxo-
nomic model of L2 complexity (2012, p. 23). In this model, linguistic complexity
can be studied at the level of the language system as a whole, or at the level of
individual linguistic features across various domains or layers of language. One of
those layers of language is syntax (Bulté & Housen, 2014, p. 44).

Syntactic complexity as a component of linguistic complexity is broadly under-
stood as the range of forms and the degree of sophistication of forms in a learner’s
language production (Ortega, 2003, p. 492). From the perspective of second or
foreign language acquisition, syntactic complexity is an important construct, be-
cause the development of a learner’s communicative competence also entails an
increase in the range of syntactic structures they use, and their ability to use them
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appropriately in communication (Ortega, 2003). Crossley (2020) presents studies
that show that higher L2 quality writing generally contains more complex syntac-
tic features which have been operationalised based mainly on the length of pro-
duction or the frequency of syntactic structures (p. 422). Norris & Ortega (2009)
proposed systematically investigating syntactic complexity in learners’ production
in three dimensions - at the global, the clausal, and the phrasal level (pp. 562-
564).

Global measures capture syntactic complexity from the perspective of the length
of the production. They are gauged by dividing the total number of words by
a chosen production unit - a clause, a sentence, or a T-unit. Table 1 shows a de-
scription of the relevant production units and structures used in this study. Global
measures of syntactic complexity have been found to be predictive of, or to corre-
late positively with, L2 writing quality (Bulté & Housen, 2014; Yang et al., 2015;
Li, 2015). Also, longer production units have been found to correlate with a higher
level of proficiency (Wolfe-Quintero et al., 1998; Ortega, 2003; Lu, 2011).

The measures at the clausal level capture syntactic complexity from the perspec-
tive of subordination and coordination. The amount of subordination is gauged by
dividing the number of all clauses by a chosen production unit, while the amount
of coordination is gauged by dividing the number of coordinate phrases by a cho-
sen production unit. Some of these measures have been found to correlate with,
or be predictive of, writing quality (Yang, 2015; Li, 2015), and are considered to
be the most useful indices for measuring writing development at a beginning and
intermediate level of proficiency (Bardovi-Harling, 1992; Lu, 2011; Casal & Lee,
2019).

The phrasal dimension of syntactic complexity can be measured as the number
of complex nominals per production unit, and as a mean length of clause. These
measures have been found to be strong predictors of writing quality, or to cor-
relate with it (Bulté & Housen, 2014; Yang et al, 2015; Li, 2015; Kyle, 2018).
They also discriminate between proficiency levels (Lu, 2011; Lu & Ai, 2015). At
the advanced level, complexification prevails at the phrasal level, while complex-
ification at the clausal level is subdued or plateaus (Lu, 2011; Byrnes & Norris,
2010; Norris & Ortega, 2009; Ortega, 2003).

1.2 Literature review

Studies exploring the effect on writing quality of computer-mediated feedback
provided asynchronously are relatively rare. These studies usually compare or
study the efficacy of various techniques, modes, or sources of feedback. Shang
(2017) compared how asynchronous peer e-feedback and synchronous correc-
tive feedback affected the syntactic complexity of EFL writing. The study revealed
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Tab. 1: Definitions of Relevant Production Units and Structures

Production unit

Definition

Example

Sentence

A group of words punctuated with

| went running today.

a sentence-final punctuation mark, usually
a period, exclamation mark, or question
mark (Hunt, 1965).

A structure with a subject and a finite verb,
including independent, adjective, adverbial,
and nominal clauses, but not non-finite
verb phrases (Hunt, 1965; Polio, 1997).

An independent clause and any clauses
dependent on it.

| ate pizza
because | was hungry.

Clause

T-unit | ate pizza.

| ate pizza because | was hungry.

A finite clause that is an adverbial, | ate pizza because | was hungry.

adjective, or nominal clause.

Dependent clause

Adjective, adverb, noun, and verb phrases
connected by coordination conjunction.

Coordinate phrases She eats pizza and smiles

Complex nominals i red car

| know that she is hungry.
Running is invigorating.

. Nouns with modifiers i
ii. Nominal clauses ii.
iii. Gerunds and infinitives that function as | iii.
subjects

Adapted from Lu (2010, pp. 7-13; 2011, pp. 44-45)

significant positive relationships between both modes of feedback and aspects of
syntactic complexity. Shang found that the asynchronous peer e-feedback resulted
in a higher mean writing score than the synchronous feedback, though not signif-
icantly.

Studies investigating the effect of asynchronous computer-mediated feedback on
writing quality as assessed by human raters are also scarce. AbuSeileek & Abual-
sha’r (2014) compared three experimental groups and one control group, and
found that students in the experimental groups who received any kind of peer e-
feedback (track changes, recast, or metalinguistic feedback) improved their post-
test writing scores significantly more than students in the control group, who
received no corrective feedback. The group which received the track-changes feed-
back significantly outperformed the remaining two experimental groups. Pham et
al. (2020) investigated the effect of peer e-feedback on global and local features
of EFL academic writing. They concluded that after the feedback, post-test writing
was significantly better with regard to both global (organisation, flow of ideas,
examples) and local aspects (grammar accuracy, structures, punctuation, vocabu-

lary).

Motallebzadeh et al. (2011) explored the effect of teacher and peer e-feedback
on writing quality, and compared it with the effect of traditional pen-and-pencil
teacher feedback (control group). The results revealed that both experimental
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groups outperformed the control group, and that peer e-feedback seemed to be
more effective in improving EFL writing quality than teacher e-feedback. Al-Olimat
& Abu Seillek (2015) compared the effect of three different e-feedback strategies
- teacher-only, peer-only, and combined peer-teacher - on EFL writing quality.
They found that all three experimental groups achieved significantly better writing
scores than the control group, who had no feedback provision. The group with
combined peer-teacher e-feedback significantly outperformed the remaining two
experimental groups.

To the best of our knowledge, no study has been conducted to investigate and
compare the efficacy of the treatments in the form of teacher-only and combined
peer-teacher feedback on syntactic complexity as an aspect of writing quality from
the global, clausal and phrasal perspective. In order to fill in the gaps in the cur-
rent research, this study was conducted.

2 Method
2.1 Research questions

The present study explores the effects of two different feedback strategies on
syntactic complexity as an aspect of writing quality. The study addresses the fol-
lowing three research questions:

RQ1: How did teacher-only three-draft e-feedback affect participants’ writing qual-
ity, as measured by selected indices of syntactic complexity?

RQ2: How did combined peer-teacher three-draft e-feedback affect participants’
writing quality, as measured by selected indices of syntactic complexity?

RQ3: Is there any statistically significant difference in post-test writing quality
between the comparison groups, as measured by selected indices of syntactic
complexity?

2.2 Operationalisation of syntactic complexity

In line with the theoretical framework outlined above, in this study a set of mea-
sures generated by L2 Syntactic Complexity Analyzer (Lu, 2010) was used to mea-
sure syntactic complexity of student writing. L2 Syntactic Complexity Analyzer
(L2SCA) is a computer program designed to analyse the syntactic complexity of
English writing samples and capturing three dimensions of syntactic complexity
(Wolfe-Quintero et al., 1998; Ortega, 2003; Ortega, 2009) - at the global, clausal
and phrasal level. L2SCA generates 14 indices of syntactic complexity whereas
their higher values are associated with higher degrees of syntactic complexity (Lu,
2017, p. 502).
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In the present study, five indices of syntactic complexity generated by L2SCA were
used. These selected indices have been found to be predictive of, or to correlate
with, L2 writing quality scores given by human raters. Table 2 presents the def-
initions of the selected L2SCA indices used in this study, with the dimensions of
syntactic complexity they gauge, and a study or studies proving that the index is
predictive of, or correlates with, L2 writing quality.

Tab. 2: Syntactic complexity indices used

Index ‘ Code ‘ Definition ‘ Study

Global level

Mean length of MLT | he number of words divided by the Li (2015); Yang et al. (2015);

T-unit number of T-units. Bulté & House (2014)

Clausal level — subordination

Dependent DC/C | The number of dependent clauses Li (2015)

clauses per clause divided by the number of clauses.

Phrasal level

Coordinate CP/C | The number of coordinated phrases Yang et al. (2015); Kyle (2018);

phrases per clause divided by the number of clauses. Kim & Crossley (2018)

Mean length of MLC | The number of words divided by the Bulté & House (2014); Yang et al.

clause number of clauses. (2015); Kim & Crossley (2018);
Kyle (2018); Li (2015);

Complex nominals | CN/C | The number of complex nominals divided | Li (2015); Yang et al. (2015); Kim

per clause by the number of clauses. & Crossley (2018)

Adapted from Lu (2011, 2017) and Casal & Lee (2019)

2.3 Participants and context of the study

The participants were 65 undergraduate EFL students drawn from four intact
classes (out of a total of fourteen classes) of a 13-week semester course of En-
glish for Specific Purposes (ESP). The four-semester ESP course series develops
students’ communicative competence in Business English with a target CEFR level
of C1. All four language skills are developed side by side throughout the course
series, but in each semester a different skill is emphasized. The course in which
the study was carried out familiarises the students with selected features of aca-
demic writing which are relevant to their needs. The population of the study
was 279 students. It was homogenous in terms of language proficiency, as the
students have to accomplish three prerequisite courses that end in standardised
pro-achievement tests. Table 3 shows a detailed description of the participants’
profiles.

2.4 Research design

The research was designed as quasi-experimental since randomisation of the par-
ticipants to groups was impossible due to institutional constraints. The quasi-
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Tab. 3: Participant profiles

Group 1 Group 2

Gender Male 17 11

Female 16 21
Age Mean 21.4 21.4

Range 21-24 21-23
L1 background Czech 21 15

Slovak 11 17

Other 1 0
English proficiency test (CEFR based) Mean Score (SD) 59.3 (11.3) 61.8 (14.3)
Course test 1 results Mean Score (SD) 54.7 (6.5) 56.3 (7.4)
Course test 2 results Mean Score (SD) 52.7 (6.4) 53.8 (6.8)
Course test 3 results Mean Score (SD) 44.5 (5.9) 46.8 (5.6)

English proficiency test: B1: 42—63; B2: 64-86; C1: 87-95
Course test 1+2: Max.: 75pts. / Min. to pass: 45pts.
Course test 3: Max.: 65pts. / Min. to pass: 39pts.

experiment took the form of a pre-test/post-test study with two comparison
groups that received different feedback treatments. The comparison groups were
formed naturally by two intact seminar groups which were chosen by the partic-
ipants depending on their schedule preferences, and the allocation of two intact
classes to the individual comparison groups was done randomly.

The research was conducted over the 13 weeks of the spring semester and all
four groups were taught by the same teacher who was also the researcher. In the
first six weeks, students were introduced to the features of academic writing and
the genre of the problem-solution essay (t1). After being given this input, students
wrote the pre-test essays, on which they received three-draft e-feedback (t2). In
the following five weeks (t3), the comparison groups received treatment in the
form of two feedback strategies. Group 1 received teacher-only e-feedback on all
three drafts of the essay, while Group 2 received peer e-feedback on the first draft
and teacher e-feedback on the second and third drafts of their essays. After the
treatments, both groups wrote a post-test essay (t4). Table 4 shows the research
design.

2.5 Feedback Treatments

The main difference between the two groups was the source of the feedback
they received. Group 1 received teacher-only e-feedback, while Group 2 received
combined peer-teacher e-feedback. In each group, various feedback techniques
were combined to respond to individual students’ needs. Teacher e-feedback on
the first and second drafts in Group 1 took the form of indirect coded feedback
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Tab. 4: Research design

Group 1 (N=33 participants) Group 2 (N=32 participants)
t1 Face-to-face input on the features of academic English and the genre of a problem-solution
essay.
t2 PRE-TEST
15t Draft of the problem-solution essay
t3 TREATMENT
Face-to-face training on peer e-feedback
Teacher e-feedback provision
on the 1t draft Peer e-feedback
on the 1st draft (by 3 peers)
15t revision based on 15t revision based on
teacher e-feedback peer e-feedback
Submission of the 2" draft Submission of the 2" draft
Teacher e-feedback on the 2 draft Teacher e-feedback on the 29 draft
2nd revision based on 2nd revision based on
teacher e-feedback teacher e-feedback
3d draft = Final version 3d draft = Final version
t4 POST-TEST

Post-test problem-solution essay assigned.

covering five broad categories: organisation; mechanics; academic style; vocabu-
lary; and grammar. Using different colour codes linked to these categories, the
teacher highlighted problematic language in the students’ texts. Along with the
coded feedback, the teacher provided the students with MS Word comments on
genre-relevant problems, as the genre of the problem-solution essay was new to
them. Both the comments and coded feedback were sometimes supplemented by
links to external sources that offered a fuller explanation or metalinguistic in-
formation. The teacher also added general evaluative commentary, to inform the
writer about the extent to which he/she met general expectations. Finally, the
teacher completed a checklist with a 4-point scale for each version, to inform the
writer about the extent to which he/she met specific expectations with regard to
essay structure, organisation, and academic style.

Teacher feedback on the third draft took the form of direct feedback in revi-
sion mode, with occasional MS Word comments and the completed checklist. The
teacher also assessed the third version of the text with the final exam assessment
criteria using an analytical scale for task completion, organisation, vocabulary, and
grammar. The teacher also evaluated the writer’s effort to incorporate received
feedback in their writing. Finally, the teacher added a general evaluative commen-
tary, to summarise the writer’s achievement and potential areas for improvement.
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Group 2 also received three-draft e-feedback on their essays. The feedback on the
first draft was provided by three peers randomly and anonymously assigned to
each essay by the online application Peer Review, which seamlessly handled the
logistics of essay exchanges among the students. The number of peer feedback
providers was determined to three peers to compensate for lower number of
feedback comments from peers as compared to teacher’s (Hublova, 2016; p. 141).
Before providing peer e-feedback, the students in Group 2 were given a 45-minute
training session to familiarise themselves with the rationale and the techniques of
peer feedback. Peers were trained to provide their e-feedback in a similar manner
to the teacher e-feedback, using colour codes to highlight problematic language in
the text, and MS Word comments to give feedback on the essay structure, organ-
isation, and content. Furthermore, the students completed the same checklist as
the teacher, indicating the extent to which the expectations were met. Feedback
on the second and third drafts of Group 2 essays was provided by the teacher in
the same manner as in Group 1. Appendix A presents an example of teacher e-
feedback on the first and second draft, and Appendix B presents an example of
peer e-feedback on the first draft.

2.6 Data collection

Data collection took place over six weeks (t2-t4). During that time, 65 pre-test
essays and 65 post-test essays were collected (33 in Group 1; 32 in Group 2). The
pre-test and post-test essays were compiled in two pre-test corpora and two post-
test corpora. Figures 1 and 2 show the prompts used to elicit the corpora, which
had been previously piloted on a similar population.

Write the first draft of a problem-solution essay of 350-450 words on ONE of the following topics that will include:
—introducing the situation
— stating the problem and its solutions
— concluding by summarising and evaluating
1. A domestic appliance company is facing decreasing sales.
2. A country's economy is suffering from rising unemployment.

Fig. 1: Prompt for eliciting pre-test learner corpora

Write the first draft of a problem-solution essay of 350-450 words on ONE of the following topics that will include:
— introducing the situation
— stating the problem and its solutions
— concluding by summarising and evaluating
1. A small Czech brewery has recently been acquired by an American multinational.
2. A corporate customer has started defaulting on payments to its supplier.

Fig. 2: Prompt for eliciting post-test learner corpora

The prompts do not include explicit genre, stylistic, and formal requirements, be-
cause the participants were familiar with them from the contact classes. The par-
ticipants were free to choose either of the topics, depending on their preferences
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and content knowledge, with the hope that this would increase their interest in
the writing (Nation & Laufer, 1995).

2.7 Data analysis

Pre-test and post-test corpora were processed by L2 syntactic complexity analyser
(L2SCA) to obtain the values of selected indices for each essay in two pre-test
(Group 1 and Group 2) and two post-test (Group 1 and Group 2) corpora. Se-
lected data were processed by SPSS Version 25 for statistical analysis. As the vari-
ables were not normally distributed, nonparametric tests were used. The Wilcoxon
signed-rank test was applied to examine differences in syntactic complexity be-
tween pre-test and post-test in both groups. The Mann-Whitney U test was ap-
plied to investigate differences in syntactic complexity of post-test production be-
tween Group 1 and Group 2, which received different feedback treatments.

The level of statistical significance expressed by p-value was interpreted as statis-
tically significant for p-value less than 0.05. In order to measure the magnitude
of the experimental effect or the strength of the difference between groups, the
effect size was calculated asPearson r and interpreted as small for r of 0.1-0.29,
as medium for r of 0.3-0.49, and as large for r greater than 0.5 (Cohen, 1988,
p. 25). Finally, to show and compare the extent of relative variability in relation
to the mean of the population, the coefficient of variation (CV) was calculated as
the ratio of the standard deviation to the mean and expressed as a percentage.
The higher the coefficient of variation, the greater the level of dispersion around
the mean is.

3 Findings
3.1 Syntactic complexity in Group 1 with teacher-only e-feedback

The first research question investigated how teacher-only three-draft e-feedback
affected participants’ writing quality, as measured by selected L2SCA indices of
syntactic complexity. Table 5 presents descriptive statistics (means, standard de-
viations, and coefficients of variation) for selected indices of syntactic complexity
for 33 pre-test and 33 post-test essays in Group 1 with teacher-only e-feedback.

Table 6 shows whether the differences in the indices of syntactic complexity in
Group 1 between pre-test and post-test were statistically significant, and how
effective these changes were, as measured by the effect size r.

The statistics revealed that the mean values of all the indices increased between
the pre-test and post-test. The results of the Wilcoxon test then showed that these
changes were statistically significant for the indices of Mean length of T-unit (Z =
—3.046; p =0.002; r =0.5), Mean length of clause (Z = —2.725; p =0.005; r =0.5),
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Tab. 5: Descriptive statistics for selected SCA indices of syntactic complexity in Group 1

Pre-test Post-test
Index Code Mean SD CcV (%) Mean SD CcV (%)
Mean length of T-unit MLT 16.6822 2.7523 16.50 18.0855 2.6630 14.72

Dependent clauses per clause DC/C 0.2814 | 0.0881 31.31 0.2815 | 0.0971 34.49
Coordinate phrases per clause | CP/C 0.3473 | 0.1227 35.32 0.3556 | 0.1412 39.69
Mean length of clause MLC 11.9058 1.4632 12.29 12.9870 1.8465 14.22
Complex nominals per clause CN/C 1.5212 | 0.3857 25.35 1.7007 | 0.3726 2191

Tab. 6: Results of Wilcoxon signed-rank test for changes in indices of syntactic complexity in Group 1

Index Code V4 p r
Mean length of T-unit MLT [-3.046 | 0.002 | 0.5
Dependent clauses per clause DC/C |-0.045 | 0972 | O
Coordinate phrases per clause | CP/C |-0.205 | 0.846 | O
Mean length of clause MLC [-2.725 | 0.005 | 0.5
Complex nominals per clause CN/C |-2.225 | 0.025 | 0.4
p < 0.05; two-tailed

and Complex nominals per clause (Z = —2.225; p =0.025; r =0.4), with large (Mean
length of T-unit, Mean length of clause) and medium (Complex nominals per clause)
effect size. The coefficients of variation decreased for the indices of Mean length of
T-unit and Complex nominals per clause, and increased for the indices of Dependent
clauses per clause, Coordinate phrases per clause, and Mean length of clause.

3.2 Syntactic complexity in Group 2 with combined peer-teacher e-feedback

The second research question investigated how combined peer-teacher three-draft
e-feedback affected participants’ writing quality, as measured by the indices of
syntactic complexity. Table 7 presents descriptive statistics (means, standard de-
viations, and coefficients of variation) for selected indices of syntactic complexity
for 32 pre-test and 32 post-test essays in Group 2 which received combined peer-
teacher e-feedback.

Tab. 7: Descriptive statistics for selected SCA indices of syntactic complexity in Group 2

Pre-test Post-test
Index Code Mean sD CcV (%) Mean SD cV (%)
Mean length of T-unit MLT 17.328 2.3858 13.77 17.1108 2.852 16.67

Dependent clauses per clause DC/C 0.2909 | 0.0996 34.24 0.2445 | 0.0895 36.61
Coordinate phrases per clause | CP/C 0.3431 | 0.1419 41.37 0.3647 | 0.2089 57.28
Mean length of clause MLC 12.1044 1.6820 13.90 12.7963 2.1292 16.64
Complex nominals per clause CN/C 1.5564 | 0.3084 19.82 1.6521 | 0.4503 27.26
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Table 8 shows whether the differences in the indices of syntactic complexity in
Group 2 between pre-test and post-test were statistically significant, and how
effective these changes were, as measured by the effect size r.

Tab. 8: Results of Wilcoxon signed-rank test for changes in indices of syntactic complexity in Group 2

Index Code V4 P r
Mean length of T-unit MLT |-0.355 | 0.722 | 0.1
Dependent clauses per clause DC/C |-2.356 | 0.018 | 0.4
Coordinate phrases per clause CP/C |-0.411 | 0.681 | 0.1
Mean length of clause MLC |-1.627 | 0.104 | 0.3
Complex nominals per clause CN/C |[-0.898 | 0.369 | 0.2
p < 0.05; two-tailed

The statistics revealed that the mean values of three indices (Coordinate phrases
per clause, Mean length of clause, Complex nominals per clause) increased between
the pre-test and post-test. In comparison, the mean values of the two remaining
indices (Mean length of T-unit, Dependent clauses per clause) decreased. The coef-
ficients of variation increased for all the indices between pre-test and post-test.
The results of the Wilcoxon test showed that these changes were not statistically
significant, except for the significant decrease in the mean value of the index of
Dependent clauses per clause (Z = —2.356; p=0.018; r = 0.4), with a medium effect
size.

3.3 Post-test differences between Group 1 and Group 2 with different
feedback treatments

The third research question investigated whether there was any difference be-
tween Group 1 and Group 2, which received different feedback treatments, in the
quality of post-test writing production, as measured by the indices of syntactic
complexity. The results of the Mann-Whitney U test revealed that there was no
significant difference in any of the five indices of syntactic complexity in partici-
pants’ post-test production between the comparison groups. Table 9 presents the
results of the Mann-Whitney test.

Tab. 9: Results of Mann-Whitney test for differences in the indices of syntactic complexity between Group 1
and Group 2 in post-test production

Index Code V4 p r
Mean length of T-unit MLT |-1.581 | 0.114 | 0.2
Dependent clauses per clause DC/C |-1.398 | 0.162 | 0.2
Coordinate phrases per clause CP/C |-0.157 | 0.875 | O
Mean length of clause MLC |-0.276 | 0.783 | O
Complex nominals per clause CN/C |-0.367 | 0.713 | O
p <0.05; two-tailed
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4 Discussion and Conclusion

This study investigated the effect of two different feedback treatments on syntac-
tic complexity, which is considered an aspect of the writing quality of advanced
learners of English as a foreign language. Students received either asynchronous
computer-mediated feedback given by the teacher on all three drafts of the same
version of the text, or asynchronous computer-mediated feedback given by three
peers on the first draft and by the teacher on the second and third draft. The
effects of the treatments with regard to syntactic complexity were measured be-
tween the first draft of pre-test essays and the post-test essays. The results of the
study indicate four major trends with regard to changes in the selected measures
of syntactic complexity.

The first objective of this study was to investigate changes in the quality of EFL
writing production measured by the indices of syntactic complexity in Group 1
after teacher-only e-feedback. The writing quality in this group improved at the
global and phrasal level of syntactic complexity as the index of Mean length of T-
unit at the global level, and the number of Complex nominals per clause, and Mean
length of clause at the phrasal level increased significantly. This positive correlation
between the length of production units and the number of complex nominals and
writing quality have been proved by several studies (Bulté & Housen, 2014; Yang
et al, 2015; Li 2015). The improvements also correspond with participants’ ad-
vanced level of proficiency, as complexification at the advanced level of proficiency
takes place mainly at the global (Ortega, 2003; Wolfe-Quintero et al,, 1998) and
phrasal level of syntactic complexity (Lu, 2011; Ortega, 2003; Wolfe-Quintero et
al,, 1998). The effect size of these changes was medium for the index of Complex
nominal per clause, and large for the indices Mean length of clause and Mean length
of T-unit.

The increase in the remaining two indices of syntactic complexity was not sig-
nificant. In terms of the relationship between subordination measured by the in-
dex of Dependent clauses per clause and proficiency level, the results also comply
with findings that the role of subordination is subdued at the advanced level, as
here phrasal-level complexification becomes the most pervasive means of syntac-
tic complexity (Bardovi-Harling, 1992; Norris & Ortega, 2009; Ortega 2003). It can
be concluded that after the teacher-only e-feedback, participants produced almost
the same number of clauses (a negligible and insignificant increase in the index
of Dependent clause per clause). Still, the clauses they produced became signifi-
cantly longer (a significant increase in the index of Mean length of clause), thus
more complex. This corroborates with the findings of Crossley and McNamara
(2014), who found that at the end of the study learners did not produce any
more subordinated clauses, and in some cases they produced fewer. As for the
index of Coordinate phrases per clause, Lu (2011) found that this index significantly
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increases from lower to higher levels of proficiency, but seems to plateau at the
highest level. This corresponds with the findings of the present study, as after the
teacher-only feedback, this aspect of syntactic complexity increased insignificantly,
with zero effect size.

The second objective of this study was to investigate changes in the quality of
EFL writing production measured by selected indices of syntactic complexity after
combined peer-teacher e-feedback. An increase in the indices of syntactic com-
plexity at the phrasal level would suggest improvements in writing quality with
respect to proficiency level. However, in the present study these changes were
not significant, with medium (Mean length of clause) and small effect size (Complex
nominals per clause). Concerning the clausal level of syntactic complexity, the index
of subordination decreased significantly. This result is corroborated by Lu (2011),
who found that the index of Dependent clauses per clause decreases significantly as
a learner goes from lower to higher levels of proficiency. This result also confirms
the findings that there is a trade-off between different dimensions of syntactic
complexity as a learner’s proficiency advances (Lu & Ai, 2015). As in Group 1, the
increase in the number of Coordinate phrases per clause in Group 2 reflects a pos-
itive change in terms of writing quality with regard to proficiency level, though it
is statistically insignificant. At the global level, combined peer-teacher e-feedback
affected the syntactic complexity in a rather unexpected way, as the length of
the production decreased, though not significantly. This might be the result of
a somewhat more careful approach taken by the students in Group 2 when writing
their post-test essays. The teacher feedback, which students in Group 2 received
on the second draft after the peer feedback on the first draft, was extensive with
regard to organisation and genre, as these aspects had been addressed less by the
peers (Pojslova, 2017). As a result, students in Group 2 may have felt hindered and
took a more hesitant approach to writing their post-test essays, which might have
been reflected in the decrease in the length of the production.

The third objective of this study was to examine the difference in post-test syn-
tactic complexity as an aspect of writing quality between Group 1 (who received
teacher-only e-feedback) and Group 2 (who received combined peer-teacher e-
feedback). The comparison of post-test production of both groups revealed no
significant difference in any of the investigated indices of syntactic complexity.
Nevertheless, two indices showed a difference in effect size between the groups,
though the difference was small. The first one was Mean length of T-unit, in which
Group 1 (teacher-only feedback) outperformed Group 2 (combined peer-teacher
feedback) with regard to the length of production, but not significantly. The sec-
ond one was Dependent clauses per clause which decreased more in Group 2, show-
ing a small effect size, though again not significant. Both differences reflect the
development between pre-test and post-test in the individual groups, and suggest
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that teacher-only feedback is more effective at the global and phrasal level, while
combined peer-teacher feedback is more effective at the level of subordination.

Finally, the decrease in the coefficients of variation of the index of Mean length
of T-unit and Complex nominals per clause in Group 1 suggests that teacher-only
feedback contributes to more homogenous production at the global level, and with
regard to the number of Complex nominals per clause, also at the phrasal level. The
combined peer-teacher feedback, on the other hand, leads to more heterogeneous
production, considering all indices under investigation at all levels of the syntactic
complexity as the coefficients of variation increased after the treatment.

To conclude, both of the investigated feedback strategies seem to contribute to
improvements in writing quality at the syntactic layer of linguistic complexity,
but with different effects regarding the examined levels of syntactic complexity.
Teacher-only e-feedback appears to be more effective at the global and phrasal
level. In contrast, combined peer-teacher e-feedback appears to be more effec-
tive at the level of subordination, considering that the nature of complexification
corresponds to the proficiency level of the participants. Moreover, teacher-only e-
feedback also leads to more homogenous post-test production with regard to the
global and phrasal level of syntactic complexity.

The current study has several limitations, some of which might be addressed by
further research. First, the numbers of participants in both groups were relatively
low, so individual differences might have played a role that remained undetected.
Second, the large-grained indices of syntactic complexity used in the study are
not without criticism (Norris & Ortega, 2009; Biber, Gray, & Poonpon, 2011), so
it would be useful to complement them with fine-grained indices of syntactic
complexity at the clausal and phrasal level (Kyle & Crossley, 2018) and establish
a more precise syntactic classification of individual indices, especially the index
Complex nominals per clause (Yang et al., 2015). Finally, the automatic evaluation
of writing quality performed in this study might be triangulated by human ratings
of the participants’ written production along with qualitative research into the
participants’ perceptions of the respective feedback strategies.
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Appendix A

Teacher feedback on the first and second draft with the Final version of the text

in

Group 1.

A country’s economy is suffering from rising unemployment

Unemployment is one of the most common economic problems in modern times. Certain level of
unemployment is tolerable and by some economist even peneﬁ'ciall Butwhen the unemployment
rate exceeds tolerable level, economists and governments become worried. High unemployment
means that ordinary people are not able to find job |JEEESUSE supply of job vacancies is insufficien
BEREFWOrdS, consumption is decreasing rapidly and companies are affected by low demand for thei
products and are forced to fire their pmploys

income are pependent‘nn }uelfare|and that is often insufficient, poverty amerg-peeple is increasing,
what leads to depressions, conflicts, drug addiction and criminality.

Furthermore, regions with high unemployment are breeding grounds for Fany social and political ..
discontent. People of these regions tend to be more radical and distrustful of authorities. As a result, \
papulistic and extreme politicians are rising in popularity and gain political power| ™.

Firstly, governments should focus on reasons, why companies are not willing to hire people. N =

Sometimes government rules, regulations, bureaucracy, high taxes and contributions make it harder .
for the companies to employ new people. Governments often introduce laws and regulations in
these rules are becoming burden.

companies refuse to create new jobs and keep less productive workers. Therefore} state authorities ==~ -~

should set their labour policies in favour of uncomplicated piring] ~

order to help working people, but when it comes to recessi
Minimum wage is pushed up by most of the politi

such as highways, railroads, nformatiza:
provide enough jobs for unemployed people and bring good business environment for future N A}
economic growth. Sometimes, it is better to be in debt in order to achieve future prosperity. x
In conclusion, high unemployment is general problem of modern economies and bring many '
difficulties. [fhose problems hre often caused by reckless government p and ) vation "\\

+ in deregulation of labour policies and creating good conditions for hiring, as AN
o s With unemployment
rates in global economy, it is essential that-we demand reasonable economic poll
governments. N

well as increasing government spending on infrastructure and jnnov

——
_ l | weuld suggest a new sentence here.

A relatively good introduction, but the thesis staement
misses. Try to revise it by adding 2 good ane where you
present your salutians. See:

hittp:/ fwww.eapfoundation.com /writingfessays/structurefin
troduction/#thesis

the effects should be specified in the topic sentence and
elaborated on In the rest of the parzgraph

There might be pecple rich encugh without a stzble income
but totaly independent of the welfare state.

Specify what kind of welfare.

i suggest joining 2nd and 3rd paragraph into one as they
might nicely describe why the situation is problematic.

A jgood argument.

I suggest making this sentence a topic sentence of the whale
paraphraph as you seem to be developing its idea in the rest
of the paragraph and relate the rest of the paragraph ta it

How zbout flexible labout market?

This is 2 gaod topic sentence, follow its example in the
previous paragraph.

i

See
nttps:/fwww.macmillandictienary.com/spellcheck/british/?q
Informatization

H
H
g
i

This is something completely new or have | missed

| §

Try to revise the restatement of the thesis statement by
making it more concise.

The structure of your essay meets the requirements to a great extent and you have come up with

relevant ideas, their sufficient support and relevant solutions which are linked effectively and your

reader can mosty follow your logic easily.

While revising the text, focus on comments above and points below:

*  Try to write more formally by avoiding vapgue expressions (person, people, way, someone,

problem) which can be effectively achieved by e.g. using passive voice or other impersonal
structures or specific nouns. Also, be more specific and try to replace verbs to be or to

have with acton verbs, where relevant.

http:/ /weww.capfoundation.com/writing/ style/

*  Some of your statements are very categorical, so using more cautious language is

recommended.,
«  Grammar p:oblems are often connected with using the articles, see

http://dictionary.cambridge.org/grammar/british-grammar/determiners/a-an-and-the
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The cszay is a problem-solution cssay.

Allofic [ ] Mostofic %) Some of it |_] None of it |_]

An appropriate Simeemee is wead: nroducton, body and conclusion.

Allafic [ Mostofit 9 Some ofit | None of it |

The essay has a clear thesis smaement.

Aflofie [ Mostofic [ Some ofit [ ] None ofit [
Each paragraph has a clear vopic

Anofic [ Mostofic [ Some ofit [ None ofit [
The essay has strong SUPPOn ([fad, ms i, exangdd i el )

Allof it 4 Mostofit | Some ofit || None of it |

The conclusion inclides a summary of the main points and writer's final comments on the subject
Altafic [ Mostofic [ Some of it [ None of it

_ - the ideas are effecuvely connectad, which is achieved viathe ink berween the thesis
statement, Wopic sentences and summary, baween paragraphs, sentences and words.
For prnlfematic s, see fect.

Allof it Mostof it 4 Some ofit || None of it |
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For prrobfomaiic parefa, s fenct

The academic style is used consistently.
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Specifically, the academic sivke 1s ACCURATE.
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9 1 22 | ng
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Specifically, the academic sivke is CONCISE.
For paile medendanses - repeating ideas, the same words, including irmlevant points, vague words - s
erassed-—ou food.

Specifically, the academic sivk is CAUTIOUS and HEDGED.
Far problematic parts - eategorical, sweeping statements - e Righliohed 1o

Specifically, the academic sivk is OBJECTIVE.
For probletic purts - pesonal language (eg L wa oe 8y 15 used mstead of passive voice or specific

noun - s Iighlighted 1o,
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Country’s economy is suffering from rising unemployment|

Unemployment is one of the most common economic issues in modern times. On a certain level, the
unemployment may be tolerable and even beneficial according to some economists. If the
unemployment exceeds the tolerable rate, economists and governments become concerned. High
unemployment is characterised by impossibility of finding a suitable job for the significant part of the
population due to insufficient supply of job vacancies. Consumption is decreasing rapidly while
companies are affected by low demand for their products. As a result, employees are made
redundant. While the high unemployment is a serious matter, it can be often tackled by eliminating
bureaucratic burdens and investing in infrastructure.

The most serious effect of the high unemployment is growing poverty and social issues. The families
without stable income have tendency to depend on unemployment benefits, which are often
insufficient for the decent life. Increasing poverty can result in depressions, conflicts, drug addiction
and criminality. Mareover, regions with the high unemployment are breeding grounds for social and
political discontents. Affected inhabitants tend to be more radical and distrustful of authorities. As a
result, populistic and extreme politicians are on the uptrend while securing political power.

Firstly, state authorities should set policies in favour of flexible labour market. Government rules,
regulations, bureaucracy, high taxes and contributions burden employing new people. Governments
often introduce laws and regulations, such as minimum wage or social benefits, in order to help
working people, which become burden in the times of economic recession. Minimum wage is
boosted by many politicians ignoring the principles of economics and reasons why companies refuse
to create new jobs while keeping less productive warkers.

Secondly, the governments could intervene in the economy by increasing spending. This spending
requires effectivity and reasonability. Major part of the money should be spent on infrastructure
investments, such as highways, railroads, informatization of public administration and research.
Those investments could provide new job opportunities and bring advantageous business
environment for the future economic growth. It is preferable to increase budget deficit in order to
achieve future prosperity.

In conclusion, while the high unemployment may cause serious economic problems and social
tension, it is often caused by reckless government policies. Nevertheless, it can be tackled by
appropriate government actions and precautions. If countries desire to maintain low unemployment,
they should implement policies supporting the flexible labour market and invest government funds in
infrastructure and research projects irrespective of increased budget deficit.

Final version
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Appendix B

Peer e-feedback on the first draft in Group 2.

An appliance company is facing decreasing sales

Ever since the management changed two months ago, the company has been facing
decreasing sales. The Research & Development department underwent strict restructuring and has
not been producing any innovations. The currently used technology is out-dated] which leads to the
loss of competitive advantage on the markell resulting in decreasing sales. This is significant, as the
decline in sales can lead to financial pmblemsl and in the end to the company going bankrupt.
Therefore, it is important to implement changes inside the company as well as find ways to improve
the sales outside the company.

Decreasing sales lead to financial problems, redundanciesl and loss of the competitive edge.
Financial prablems are likely to result in insolvency and furthermore In bankruptcy. Jssues caused by
not|existing improvements in this fast-moving industry have caused the fall in profits. |t is well
known that staying up to date is crucial for keeping market share and preventing further losses.

Sales can be increased by making changes in the internal organisation, Implementing
creative seminars for employees, where they can brainstorm different prospects of moving forward
in researchl or bringing in new people eager to incorporate their ideas into this research, might be
the way to move In the right direction, Dedicated workers can focus on quality over quantity during
the manufacturing processl which might bring in new, loyal customers. Cutting edge technology is
one of the aspects appreciated in products that are more likely to gain competitive advantage.

Coming up with a revolutionary idea can be challenging, especially when progress in R&D
_Qnmher way is to discover whether there is a
different market with an interest in this product, perhaps|another country where people are unable
to afford the newest technology. Entering a hew market where the product you are offering is
missing might boost the sales and ensure that the company will survive.

In short, decreasing sales are a significant problem that can lead to the destruction of the
company. Implementing the changes inside the company as well as locking for ways to boost sales
outside the company is crucial in preventing the company's demise. Changes implemented inside
the company are more likely to have a bigger impact on boosting the sales, although if there is an
©0pportunity 1o expand into a new marketlil may lead to an even bigger success. With the rapidly
decreasing salesl it is essential that we|take the initiative now, rather than later.
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What is expertise in language teaching? Balancing
between LAP and LSP

Agnieszka Suchomelova-Potomska

Abstract: The wish to turn university education into meaningful preparation for a successful
professional career has given rise to teaching foreign languages for specific purposes (LSPs).
While in the 1980s there were just a few main branches of LSPs, like Business English or
English for Science, Technology, Engineering and Math (STEM), today, in the efforts to provide
tailor-made courses for a specific sector of prospective employees, they have increased to
an extensive range of courses taught for narrow specializations, such as English for Sports
Managers, which I taught at a college in the past. Dealing with unknown discipline-related
elements of an LSP, however, are sources of anxiety for many language teachers at the start of
their career. I suggest that this unpleasant situation be dealt with by shifting the attention to
practising academic and soft skills, as well as functional language (all belonging to the area
of LAP - languages for academic purposes), which would serve as a template for the very
discipline-related language that our students need. The eternal “what” and “how” of LSP teach-
ing can be additionally handled by giving the students enough autonomy to help us generate
classroom content. The results of a survey conducted on bachelor’s and master’s students from
the Faculty of Science and the Faculty of Arts, Masaryk University, taught at B1 and B2 levels,
seem to prove that point, as does my experience after teaching these two levels for the last ten
years.

Key words: LAP, LSP, academic skills, soft skills, transferable skills, functional language, stu-
dent autonomy, student-generated content, interdisciplinarity

Introduction

The key issues appearing in the strategic plans of many universities all over the
world these days are employability and internationalization. Hence, also in the
language learning area there have been many attempts to find out what needs
to be done to facilitate the education process on a worldwide scale and how to
best prepare a university student to become a successful candidate on the job
market, both at home and abroad. Various studies have been carried out in aca-
demic and professional environments to find out what the students’ needs and the
requirements of certain professional groups are, as far as language is concerned.
These analyses, however, give different results, depending on the group surveyed
(Guertler & Koenig, 2019; Dlabolova & Suchomelova, 2019), which makes it im-
possible to draw one conclusion as to what constitutes ideal language teaching
and learning on the tertiary level. The difficulty of arriving at a uniform answer is
emphasized by Hyland (2006, 73), who explains that “needs is actually an umbrella
term that embraces many aspects, incorporating learners’ goals and backgrounds, their
language proficiencies, [...] and the situations they will need to communicate in.” Needs
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also entail changes in external factors, one of them, probably best observable
these days, being the shift from classroom to distant teaching due to the Covid 19
pandemic, and changes in the methodologies used so far. Another difficulty might
be connected with the way our career as language teachers develops. I would
argue that the professional path of a university language teacher, especially one
working for a language centre, is more prone to change directions than that of
other academics. Teaching English for biology or pedagogy students is not treated
as serious a specialization as teaching, for example, Plasma Physics or Behavioural
Economics. Consequently, throughout one’s language teaching career, the taught
language level and/or its communication purpose might change. Hence, we lan-
guage teachers need to embrace this panta rhei philosophy and adopt approaches
and methodologies allowing for manoeuvring between LAP and LSP, as need be.

In this paper, I will try to find answers to these questions: 1) What, as far as
language teaching, constitutes the competences that university students value, re-
gardless their study discipline? 2) Is there any similar trend or tendency among
students from various fields, allowing us, language teachers, to apply a common
approach or methodology to all our students, regardless of their specialization?
If so, 3) What methodologies and approaches might be employed to attain this
purpose?

In the first part of this paper, I will describe a study I conducted in June 2020
among students of B1 and B2 levels (both bachelor’s and master’s) from two
faculties of Masaryk University (MU), Brno, Czech Republic, where I teach. The
second part shows my experience with the means and ways of reaching sustain-
ability in my language teaching career.

Needs analysis - survey

The last years have been prolific in promoting needs analysis as a successful tool
for deciding about language teaching content and methodologies (Long, 2005;
West, 2008; Benesch, 1996). In 2018, when I was teaching at the Faculty of Sci-
ence Language Centre, we ran a survey among our alumni, which showed that
skills were what the former students thought made most sense to concentrate on
(Suchomelova-Potomska and Dlabolova, 2019). Similar results were obtained by
my colleagues from the Faculty of Arts in their survey at that time. Thereupon, it
seemed relevant to check whether there is any correlation between those results
and what our current students think, whether they agree or whether there is
a divergence between the survey results from different faculties and the current
student views.

To find it out, a survey was conducted among the students of the two faculties
I have taught at: the Faculty of Science (FS) and the Faculty of Arts (FA), MU.

94 Study



Around 400 students from each faculty were addressed, both bachelor’s and mas-
ter’s students, attending English courses at B1 and B2 levels, according to CEFR.
I received 47 responses from the FA students and 84 from those at FS. Their
responses are represented as percentages in Fig. 2 and Fig. 3.

In the survey, the students were asked to decide which areas an expert foreign
language teacher should focus on most at university (Fig. 1).

What are the qualities of an expert language teacher at university level (choose as many answers as you
wish)

. Concentrates on teaching grammar

. Concentrates on academic skills (writing essays, abstracts, argumentation, etc.)

. Concentrates on soft skills (CV, cover letter, presenting, being persuasive, etc.)

. Helps students develop critical thinking and have their stance

. Exposes students to academic vocabulary and genres

. Exposes students to discipline-specific vocabulary and genres

Exposes students to general English (a broad variety of topics, both formal and informal language)

Encourages students to run their learning reflection diaries

© ® N U A W N R

Emphasises the importance of self-study

-
=

Systematically gives obligatory homework tasks

-
[

. Leaves the assessment until the final examination / end-of-term credit test

-
N

Evaluates students by obligatory homework tasks and end-of-term credit test / examination

[uny
w

. Any idea of yours?

Fi

g. 1: Questions of a survey asking about the students’ opinions on the qualities of an expert language
teacher at the university level. Source: own elaboration

The results showed certain similarities and differences in the reactions of students
of both faculties (Fig. 2 and 3).

When discussing the differences, the biggest contrast can be seen in assessment.
The last position on the graph in Fig. 2 clearly illustrates that FS shows a 40%
drop compared to FA when asked about assessment through regular homework
followed by a final exam or credit test. This shows that FS students more often
have a negative attitude towards this kind of assessment.

The next biggest difference (33%) can be seen in learning general English and
keeping reflection diaries, with the FS students again being more sceptical. This
might be explained by the fact that FS students are usually engaged in applied
research run at the university already during their bachelor’s studies; they attend
conferences and are involved in cooperation with industry. As a result, their idea
as to what kind of (specialized) language they need in practice is crystallised
earlier.
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Similarities
100%
90%
80%

70%
60%
50%
40%
30%
20%
10%

0%

academic academic skills soft skills self-study grammar assessment
vocabulary and (autonomy) through final
genres test/exam

M Faculty of Arts ~ m Faculty of Science

Fig. 2: Areas of language teaching bringing similar responses. Source: own elaboration

Differences

80%

70%

60%

50%

40%

30%

20%

10% .
0%

critical thinking discipline-specific general English  reflection diaries assessment assessment
vocabulary and through hm through hm &
genres final exam/test

M Faculty of Arts M Faculty of Science

Fig. 3: Areas of language teaching bringing different responses. Source: own elaboration

Thirdly, there is a contrast in students attitudes towards assessment in the area of
regular homework given throughout a course (25%), followed by differing opin-
ions on discipline-specific vocabulary and genres, and critical thinking. In the last
two points, however, over 50% of respondents from both faculties chose these
options as areas that needed to be developed when teaching/learning a foreign
language at university, which should not be overlooked.

96 Study



In terms of similarities, both groups perceive academic vocabulary and genres
(80% and over), as well as academic and soft skills practise (77% of FS students
and 91% of FA students) as important. Both groups also have a similar number of
supporters and opponents (circa 50%) when asked about self-study and grammar.
Likewise, both groups disagree with being assessed through a final test or exam
only (Fig. 3).

In summary, the data shows that practising skills, as well as introducing the stu-
dents to academic vocabulary and genres are acceptable forms of developing lan-
guage proficiency across disciplines. These results coincide with my own obser-
vations after teaching English to various groups of students: preparing materials
aimed at practising academic or soft skills have so far met with acceptance across
disciplines.

Having found a common focal point, we need to find a means of manoeuvring
across disciplines and purposes, so that the focus of attention is on LAP. This
would make it manageable for us, teachers, while at the same time leaving plenty
of room to develop various LSPs, addressing the needs of our students. According
to my observations, the way to attain this kind of balance between LAP and LSP
lies in creating easily adaptable materials and reinforcing students’ autonomy:.
Two points that closely relate to this are: interdisciplinarity and student-generated
content.

Approaches helping to attain balance between LAP and LSP
Interdisciplinarity
Reading texts

An interdisciplinary text could be used not only to practise transferable skills,
but also to show how functional language works. My intention is to illustrate
that it does not have to be a text that deals explicitly with the disciplines that
our students study. It is sufficient to use a text building a bridge or creating an
association to a global challenge, or a real-life problem that could be discussed
from the perspectives of various disciplines.

Fig. 4 shows a text that at first glance seems most likely to be of interest to biology
or possibly sports students. It was originally taught to my B1 biology students
in a unit called Malnutrition. Despite its clear target audience, I have decided to
use it with my B1 FA students. Among the arguments for using it within such
a different discipline were the facts that it serves as an excellent example of
how cause-effect language works (the phrases highlighted yellow) and it provides
many examples of negative prefixes (words in green).

Study 97



Many diseases may result if a person is not fed an adequate diet. Protein deficiency diseases such as kwashiorkor are
particularly damaging: they lead to mental retardation particularly when they occur in young children. Vitamin and
mineral deficiencies can lead to weak bones, loss of teeth, blindness, or failure of any of a number of vital organs.
Children who do not receive either sufficient protein or calories develop characteristic bloated bellies, thin arms and
legs, wide eyes and shriveled skin. Perhaps even more sinister is the fact that severe malnutrition in young people leads
to early and jrreversible brain damage. This results in a negative feedback cycle, for if undernourished and retarded
children do survive to become adults, they have decreased learning ability. Therefore, when they grow up, they will be
likely to have a hard time finding work, and if work is found it is often of the kind that pays the least money. When these
impoverished adults in turn have children, their young are likely to be undernourished as well, thereby perpetuating the
tragic cycle.

Other diseases caused by nutritional deficiency are common throughout the world. By one estimate, a quarter of a
million children become permanently blind every year because their diets are deficient in Vitamin A. Another 200,000
people per year become deaf owing to a lack of iodine. An additional uncounted number of individuals die of infectious
disease because their bodies and immune systems have been weakened by hunger and lack of proper nutrients. All
told, some 15 million people starve to death or die indirectly from malnutrition every year.

Fig. 4: An example of a text that could be used across disciplines; source: Turk, J. and Turk, A., (1984)
Environmental Science, CBS College Publishing, New York

The text in question was also used with my FS biology students as a starting
point to follow up with practising modals, conditionals, other lexis connected with
cause-effect language, affixes and infixes, and freer skills like panel discussion and
argumentation. These kinds of activities can be practised by almost any field of
study or specialization. Thanks to the focus of these areas being on academic lan-
guage, the lesson required minimum adapting. The only parts that were changed,
in fact, were the title of the text and name of the class unit from 'Malnutrition’ to
'Global Challenges..

The text gave rise to fruitful discussions about the global challenges that my FA
students found relevant in their studies. They mentioned problems like: dyslexia,
dysgraphia or ADHD in children (pedagogy students), the increasing number of
adults suffering from depression or ADHD (psychology students), computer as-
sisted translation vs. human translation (philology/linguistics students), and dig-
ital libraries/galleries/museums vs. traditional institutions of this kind (students
of librarianship, art history and aesthetics). These could further be used as topics
for broader projects in which the students would deepen their disciplinary knowl-
edge and discover discipline-related vocabulary, at the same time practising the
academic or general language used to discuss collecting data, comparing research,
analysing statistics and presenting conclusions.

Presentations

Another interdisciplinary task where we can combine student-determined discip-
line-specific content with more universal language skills and structures is the skill
of academic presentation delivery, undoubtedly fundamental these days. In order
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to practise it, my B2 (bachelor’s) FA students are asked to work in an interdis-
ciplinary pair and prepare a presentation on a topic that overlaps both fields

(Fig. 5).

Fields of study Presentations’ titles

Linguistics & Ethnology Does our language shape our thoughts? Sapir-Whorf hypothesis

English & History Socio-historical reasons for English becoming a lingua franca

Aesthetics & Psychology What kind of people we find attractive and why? On mechanisms governing

our tastes and preferences

Theatre Studies & Psychodrama and drama therapy in mental disorders treatment
Psychology

Fig. 5: Examples of interdisciplinary presentations; fall semester 2019

They were all strong academic presentations, which included research background
and valid scientific evidence. Thus, the students definitely developed their own
disciplinary knowledge and learned how to talk about it in English. Additionally,
because they had to work with someone from outside of their specialization,
they developed sensitivity to speaking about issues that they sometimes take for
granted in a way that was comprehensible to those of other disciplines. On the
other hand, I was able to show them my expertise when practising and developing
their skills of argumentation, persuasion, referencing, critical thinking, describing
images and/or sign-posting.

I would claim that activities allowing for student-generated content, like project
work or preparing an academic presentation set in the conditions described above
are a useful opportunity to establish a partnership between us teachers and our
students, and to share the responsibility for the expertise: us becoming experts
in LAP and our students in discipline-related vocabulary, as well as disciplinary
cultures and practices. This kind of approach dissipates pressure from us and
enormously motivates our students when they realize that we, the teachers, are
willing to learn something from them. Our classes are further enriched by the
choices our students make and the content they bring to the given task.

Student-generated content

The profound benefits of tasks or classes based on student-generated content
have often been discussed in recent years (Snowball J. D. and S. McKenna, 2017).
Activities in which students at least partly generate content are of great value,
because they teach students to become independent learners. They motivate them,
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because if the students define the details of their own tasks, they become more
relevant to them. Finally, such activities or tasks create opportunity to develop
discipline-specific skills and vocabulary on individual bases, which is very helpful
when teaching heterogeneous groups of students of diverse disciplines. This turns
out to be the case often, as even in seemingly homogeneous groups, like biologists,
there are students of genetics, molecular biology, anthropology, zoology, botany
and others, who do not share the same knowledge and interests.

Project work

“Applying for a Job” was a half-term long project done with my master’s students
of physics and biology, from finding a job advertisement to a final mock job in-
terview. The students searched through authentic sources to find positions that
related to their field of study and interests, working with them as a context for
their own CVs, cover letters, and interview questions for their classmates. Each
student took the role of interviewee and interviewer, developing the questions on
the basis of the classmates’ CVs and cover letters.

In the initial stage of such a project there appear two questions: should the
teacher provide the students with the initial context (job offers), or should the
students be given the freedom to choose on their own, searching through authen-
tic (mostly professional) sources without the teacher’s assistance?

My experience shows that it pays off to put your trust in your students’ abilities. It
appears that even if their foreign language proficiency is below the level required
to deal with authentic, specialized texts, they do have one advantage over us -
their disciplinary knowledge. Thus, even if they see a given position’s name, for
example, for the first time in English, or they stumble over some grammar here
and there, after they read the description, they can usually easily make a parallel
to what it is in their own language.

Apart from greater awareness and a better understanding of the range of posi-
tions that they could apply for, the students were also, contrary to me, acquainted
with other skills and practices that they involved; for example, what programming
languages you should know, whether the position required contact with the cor-
porate sphere, whether it was laboratory based, and many other points that were
not stated explicitly in the add. They took advantage of this when preparing inter-
view questions or deciding upon the winning candidate of the interview round.

In the final stage of the project, the mock interview, the students ensured that
the interviewee had all the discipline-related skills and knowledge needed, for
instance, to be a wetland delineator or mask preparation engineer. Meanwhile,
I made sure we employed the skills, grammar and lexis listed below:
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Academic/soft skills: Grammar and lexis:

e CV/cover letter writing ¢ Direct/indirect questions

¢ Attending an interview ¢ Conditionals

¢ Self-presentation ¢ Inversion

¢ Asking for clarification ¢ Unreal past

¢ Giving feedback ¢ Adjectives-nouns (word formation,
« Giving advice prefixes, suffixes)

¢ Polite disagreeing

¢ Argumentation

These are skills, grammar and lexis important for all students, if not professionals,
regardless of the field. As such they are the main concern for the language teacher.
The discipline-specific language and disciplinary cultures that the students bring
become added value here. The students also become acquainted with current gen-
res of texts connected with a life skill like applying for a position: job search web-
sites, CV and cover letter templates, and maybe even social networks for building
a professional profile, like LinkedIn. What is more, they are granted an opportu-
nity to research their future professional options and realize their potential.

Written assignments

Written assignments are the last presented example of an activity in which one
can combine LAP with LSP. This can be achieved via granting the students the
autonomy to specify the topic of their task, based on information as to the pur-
pose of the text (functional language) provided by the teacher.

Here’s an example of one of the tasks given to my B2 Arts students: “Choose
an issue / theory / hypothesis connected to your field of study and describe how it
developed through the course of time (word limit: 250-300 words)”. 1 required them
to use process description markers (sequencing or method), past forms (past
tenses, hypothesising about the past: modals in the past and third conditional)
and connectors. The details of the topic were to be decided upon by the students
themselves.

Fig. 6 shows two examples. The first one is an excerpt of a text written by a psy-
chology student; the other, by a history student. The latter does not fully comply
with the requirement in that it does not describe a development. Nevertheless,
the student describes a process in the past, thus practising language that was
assigned.
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1. The Development of Neuroimaging Methods

(...) The first pioneer who did the fundamental step to neuroimaging was the Italian neuroscientist Angelo Mosso. In
19. century he invented the ,,human circulation balance®, which could measure the redistribution of blood during
emotional and intellectual activity. Then, in 1895, physicist Wilhelm Conrad Réntgen demonstrated the use of X-rays in
medicine. Later, during the years 1918 and 1919, neurosurgeon Walter Dandy introduced ventriculography and
pneumoencephalography (PEG), which was the milestone for neuroimaging, because thanks to this device we could
visualise blood vessels in the brain with great accuracy. After this, in 1927 Egas Moniz performed his first brain
angiography. (...)

2. How did knights dress for battles in the 14th century

(... JFollowing this the knight would put on a mail shirt called haubergeon. This shirt was made of hundreds of small
iron rings and it provided protection for the parts of the knight‘s body not covered by plates.

The haubergeon was followed by a breastplate held in place by straps. Immediately after came the arm pieces, again
comprised of three parts. Lower canon protected the forearm, couter protected the elbow and upper canon protected
the upper arm. The arm pieces were held in place by straps and were tied to the arming doublet as well. Some knights
preferred to also add spaulders to protect their shoulders.

Finally came the helmet, worn over a padded arming cap. There were many type of helmets, some of them with
additional mail to protect the wearer‘s neck. (...)

Fig. 6: Examples of a written assignment; fall term, 2019

The parts in bold show process description markers, which are similar in both
texts and which can appear in many other texts describing a process. The
discipline-specific language, however, shown in red, demonstrates markedly dif-
ferent specialized vocabulary. To conclude, it would be incredibly difficult for
a teacher to gain such expertise in discipline-specific vocabulary as to satisfy each
individual student in a diverse class. Accordingly, I believe that creating opportu-
nity for the students to develop this kind of vocabulary individually in the frame-
work of academic and general language discussed in class, offers a viable solution.

Conclusion

Reaching a balance between LAP and LSP, or resolving the problem of teacher
self-esteem in the face of teaching specialized English classes, when the very spe-
cialization is beyond our qualifications or even interest, is a difficulty for many
language teachers. Establishing the main focus on LAP with an opportunity given
to the students to develop their LSPs individually and autonomously seems to
provide a solution.

One of the ways of achieving the aforementioned results might be through broadly
specified topics (interdisciplinarity) that allow for the use of materials across var-
ious disciplines. The other method could be shifting the focus to the functional
language and (transferable) skills, giving the students autonomy to apply them
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to their own diverse contexts (hence different disciplines). The benefits of em-
ploying these elements in the language classroom include the high adaptability
of teaching materials and transformation of students into the co-authors of the
learning content, which helps develop their responsibility for the learning process.
Thus, teachers can apply their methodological expertise to “organizing the teaching
material by situations which students will need to operate in” (Harmer, 2001: 298)
through specifying “the situation, the likely participants, and communicative goals.”
(ibid).

References

BENESCH, S. (1996). Needs Analysis and Curriculum Development in EAP: An Example of a Critical
Approach. TESOL Quarterly, 30(4), 723-738.DOI: 10.2307/3587931

DLABOLOVA, D. & SUCHOMELOVA, A. (2019): Designing an ESP Course, in: Zeszyty Glottodydaktyczne
Jagielloniskiego Centrum Jezykowego, 9, 13-21. Wydawnictwo Uniwersytetu Jagielloniskiego

GUERTLER, K. & KOENIG, E. (2019). English as a Lingua Franca in Manufacturing Professions. In: Teaching
and learning languages in the shadow of lingua franca. Brno: Masaryk University Language Centre,
https://slideslive.com/38921406/english-as-a-lingua-franca-in-manufacturing-professions

HyLAND, K. (2006). English for Academic Purposes; London: Routledge
HARMER, J. (2001). The Practice of English Language Teaching; Longman
LANG, M. H. (2005). Second Language Needs Analysis (ed.), Cambridge University Press

SNOWBALL ]. D. & MCKENNA,, S. (2017). Student-generated content: an approach to harnessing the power
of diversity in higher education. Teaching in Higher Education, 22:5, 604-618, DOI: 10.1080/
13562517.2016.1273205

WEST, R. (1994). Needs analysis in language teaching. Language Teaching, 27(1), 1-19. DOI: 10.1017/
$0261444800007527

Author

Agnieszka Suchomelova-Potomska, M.A., e-mail: a.suchomelova@mail.muni.cz,

Masaryk University Language Centre, Faculty of Arts Unit.

https://orcid.org/0000-0002-7056-1394

Agnieszka Suchomelova-Potomska is a lecturer at Masaryk University Language Centre. Although she is
currently teaching English for Academic Purposes to students from the Faculty of Arts, she has taught
various types of English for Specific Purposes, namely for Sports Managers, Business English and, for most
of the time, English for Science (specialized courses for chemists, biologists and physicists). She has also
experience in teacher training (Trinity TESOL courses). At present her research is focused on syllabus
design, project-based learning and simulations and roleplaying in a language classroom. She received her
MA degree in Teaching English as a Foreign Language from London Metropolitan University in 2003.

Study 103



Delivery of written assessment e-feedback to year
abroad Mandarin learners

Zhigiong Chen

Abstract: Feedback plays an essential role in student learning. It is relatively easy to provide
learners with feedback in a face-to-face teaching setting. When they are at a distance, it is
necessary to reconsider the delivery of feedback to meet students’ academic and emotional
needs. In this small-scale study, targeted learners studied Mandarin at equivalent CEFR B1
level and they received screencast feedback on writing assessments while on year abroad and
the feedback was focused on detailed syntactical and lexical corrections. The study aims to
understand student and teacher perceptions of this kind of screencast feedback and student
uptake. Apart from the positive view shared by many existing studies that video feedback
enhanced the student feedback experience, the findings revealed that students desire feedback
on languages. However, the existence of such feedback did not necessarily lead to student
active feedback engagement. It also reveals that despite recognizing the pedagogical value
of this practice, teachers were concerned about the process being time-consuming. Based on
these findings, implications of this study are addressed which could be helpful to teachers in
a wider context when providing feedback. Future research is also suggested.

Key words: video feedback, corrective feedback, feedback uptake

Introduction:

Feedback plays an essential role in student learning. While working or studying
abroad, students do not normally have formal contact with their subject teachers
at the home university, and their assignment feedback becomes the only connec-
tion between them and the teacher. In the case where students do not choose
to study their subject abroad, such feedback could be the only formal feedback
they get during their year abroad (YA) period and becomes an important academic
progress or competence retention indication for them to continue the subject after
returning from YA. Due to very limited communication between those students
and the teachers, to engage students with feedback, clear and useable feedback
becomes even more important than in a normal classroom teaching setting, hence
the feedback delivery needs to be reconsidered in relation to the tool and the
content.

Benefits of video feedback to students

In higher education, across different disciplines, using digital technology, such as
screencast videos to give students feedback is not something new. The qualitative
synthesis review of video feedback in HE gathered research across different dis-
ciplines and the evidence suggests that “video feedback is a promising alternative
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to the traditional written feedback” (Mahoney et al., 2019, p. 170). In their paper,
video feedback includes screencast feedback, talking head video feedback and the
combination of both. In screencast videos, students will see what the teacher has
captured on the screen which could be documents, videos and websites and at the
same time, hear the teacher’s audio narration over the on-screen images. They can
also follow teacher’s mouse movement and typing if he/she did so. With talking
head video feedback, students only see the teacher’s physical appearance while
listening to his/her audio narration. From the student’s perspective (Mahoney et
al.,, 2019) screencast feedback has improved feedback clarity and is easy to un-
derstand. It is very often personal and individualised, so students felt as if they
were being valued as individuals and there was a connection with the teacher.
They tend to watch video feedback multiple times or spend more time reviewing
video feedback than that in written form. Being able to hear the teacher’s tone
of voice in videos can also help students to understand better the markers’ ex-
pectation and to be motivated. In an online writing course, when students have
little or no face-to-face contact with teachers, Thompson and Lee (2012) found the
audio component in screencast feedback not only enabled the teacher to give in-
depth explanations, but also created a more personal mentoring connection with
students. The affection benefit delivered through verbal comments is also evident
in the study of Ice et al. (2007) in which learners reported that audio feedback
“produced a more comfortable, less formal learning environment” and they felt
increased involvement in the course and being cared for.

In second language education settings, similar advantages of screencast feedback
have been reported (Harper et al., 2018; Alharbi, 2017) and students had very
positive views on screencast feedback (Séror, 2012). When giving EFL students
both combined oral and written feedback on their writing using screencast tech-
nology, Alvira (2016) found that student autonomy increased due to high levels
of motivation produced from such feedback. As an additional benefit, screencast
feedback allows students to hear the teacher speaking in the target language,
which increases their exposure to the spoken language (Harper et al, 2018).
Thompson and Lee (2012) also pointed out the potential language benefit when
teaching multilingual speakers’ writing: teachers can model Standard English or
other commonly spoken forms when reading sentences aloud. In fact, in a college
entry level writing class, being able to hear the language is also mentioned as
an additional benefit (Vincelette & Bostic 2013). One thing research hardly men-
tions is that some screencast websites provide video view numbers which could
be used to indicate whether students have watched the given feedback video or
not. All these advantages suggest that screencast is a good vehicle for delivering
feedback to language learners when they are studying or working abroad.
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Second language writing and written corrective feedback

There are two general dimensions in second language writing (Rosa, 2011):
learning-to-write, in which the second language users learn to express themselves
in writing, and writing-to-learn. The former focuses on developing good writing
and writer development while the latter has two focuses: writing-to-learn con-
tent which does not only develop learners’ writing skills, but content knowledge;
and writing-to-learn language which is to support language development. Impor-
tantly, Ortega (2011) concludes that these three perspectives are closely related
in second language writing. From whichever dimension second language writing
is viewed, feedback plays an important role in the language learning process.

In second language acquisition, written corrective feedback WCF is also known
as ‘grammar correction’ or ‘error correction’ and is ‘a conventional tool second
language teachers use to help their students improve accuracy in writing’ (Mao &
Lee, 2020, p. 1). There have been many discussions on the effectiveness of WCF
in the improvement of second language writing accuracy. However, this is beyond
the scope of this paper. Other discussions are on strategies in delivering WCF:
indirect vs direct (whether there is provision of correct forms of marked errors)
and explicit vs implicit (whether errors are marked with codes or metalinguistic
explanation or unlabeled). There is no universal strategy to ensure the efficacy
of WFC as it can be influenced by individual and contextual factors. Furthermore,
other research focuses on the scope of WFC. To organize various confusing cate-
gories used in WCF research, Mao and Lee (2020) used the terms comprehensive
WCF and focused WCF, with the former referring to feedback on all errors and
the latter, on a limited range of error types. Lee (2019) argued that less written
corrective feedback is better, based on analyses of the problems of comprehensive
WCF and the benefits of focused WCF. However, the scope of WCF remains an
unresolved issue in second language learning (Mao & Lee, 2020).

When marking student writing using video feedback, some studies (Orlando 2016;
Ice, et al, 2010; Vincelette & Bostic2013) showed that teachers tended to dis-
cuss less micro-level, or low-level writing issues in video, instead substantive or
global feedback were delivered. Micro-level issues refer to word choice/phrasing;
missing words and pieces; grammar/punctuation; spelling/typos, etc. (Stern &
Solomon, 2006). It is worth noting that these studies were not in the field of
language learning. In an EFL study (Alvira 2016) the feedback was focused on
content over form, so students can focus on the communicative purpose of writ-
ing (McGarrell & Verbeen, 2007 in Alvira 2016). Unexpectedly, the study finding
shows that the majority of student improvement is in the grammatical aspect.
Harper et. al (2012) report that when providing screencast feedback to distance
language learners, tutors prioritised their individualised feedback based on the
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student’s needs but considered addressing grammatical accuracy as the main need
for using such technology.

Aim of the study

In the context of YA Mandarin students, it is challenging to provide comprehensi-
ble feedback on language assignments, as not all of them were in Mandarin speak-
ing countries and/or taking formal Mandarin classes, and thus lacked resources to
clarify unclear language issues if they did not proactively contact teachers. On the
other hand, teachers were frustrated as it was hard to know whether students
were engaged with the feedback they provided. The overall aims of this project
were to investigate whether personalized screencast feedback which focused on
micro-level writing issues on assignment writing could better meet YA Mandarin
learners’ needs. If this is the case, then what is the possibility for language teach-
ers to adapt such a method, not only for this group of students but potentially in
a wider context?

Specially, the study tried to understand:

1. Whether the screencast video, in comparison with written feedback only, helps
to engage YA students.

2. Whether students value the video contents which is focused on micro-level
issues.

3. Language teachers’ perceptions of screencast feedback, in comparison with the
traditional written feedback, either in YA student setting or not.

Methods

Research setting

In this study, the feedback recipients are a group of learners who were taking
Chinese as part of their degree study and were on their year abroad. The time
when they were YA, their Chinese proficiency level was equivalent to CEFR B1.
During their year abroad, not all of them chose to go to China to advance their
language skills. Those who went only stayed for up to 6 months maximum. For
those who did not go to China, they might or might not have access to formal
Mandarin classes. All of them had language writing assignments twice a year as
required academic work where they had to use handwriting in order to practice
Chinese characters. Students submitted the scanned work, normally as a PDF file
or pictures via the institutional online platform. Their writing was assessed with
set criteria which they were familiar with, though the marks did not count toward
their degree.
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To each student’s work, apart from providing an actual mark based on the mark-
ing criteria, summary comments focused on the macro-level, such as content,
ideas and the structure of the writing, and forward feeding on how to improve
their work was provided in writing. In addition, a feedback video was created for
each piece of writing, unless it was not necessary due to the high quality of work.
First, corrections on language errors or indications of errors were annotated on
students’ scripts. Then the free online screencast tool, Screencast-O-Matic (S-O-
M) (https://screencast-o-matic.com/home) was used to capture the marked script
on screen accompanied with the marker’s audio narration. In videos, student’s
writing was read out sentence-by-sentence. Depending on errors, sometimes the
marker asked questions to encourage students to self-correct before providing
explicit feedback, which was followed by a detailed explanation. In addition, praise
on language use was given verbally whenever possible.

Normally the videos were about 5-10 minutes long, depending on the length and
number of errors in each writing. To distribute feedback videos, video links were
pasted at the end of the summary comments and then uploaded to the online
submission platform alongside the marked scripts and the actual mark.

Data collection

This study invited nine out of eleven students (two years’ cohort) who were
studying Chinese as part of their degree and went abroad, either spending time
in China or not. Seven students responded and participated in this study. At the
time the study took place there was a very small number of such students each
year in the department, which limited the number of participants. All seven stu-
dents were interviewed either face to face, online via video conference or through
phone call, as some students were still abroad when the study was conducted. The
interview questions were focused on their experience of using video feedback and
how they value the contents in feedback videos. Students were also asked about
the advantages and disadvantages of receiving feedback in video format.

Four staff members were invited, among whom three were markers of YA aca-
demic work of other languages. One Mandarin teacher who was not a marker of
YA academic work, but had experience of giving video feedback, was also invited.
Two teachers had face-to-face interviews and two filled in online questionnaires
depending on their availabilities. Before taking the interview or online question-
naires, each staff were given one randomly selected feedback video to watch, so
they had an idea how feedback was delivered. Both the interview questions and
the questionnaire asked staff for their views on the scope of feedback language
teachers should provide to students and the potential advantages or disadvan-
tages of video feedback either based on their understanding of the sample feed-
back video or their own experience.
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The third part of the data was online records provided by the Screencast-O-Matic
website. It automatically records the number of views of each video created and
uploaded on its website.

Results
Student views
Uptake of video feedback

After receiving the feedback package, the general order that students read each
part were: the actual mark first, then the summary comment which was followed
by the marked script and the screencast feedback. Two students claimed that they
did not watch the screencast feedback straight away but waited till they had time
which could be a few days later. One did not watch the screencast feedback until
she started writing assignments in the following term which could be a couple of
months after receiving the feedback package.

All the students pointed out that the first thing they checked when receiving the
feedback packages was the actual mark.

“Mark is very important to know where you are in [university]... I think we look at the mark straight way
and (then) look at the feedback. I did that with all my essays and things, just for that kind of relief to be
OK, 1did alright, then you get critic and feedback...” (S1).

“Obviously that is the first thing I looked at. The mark is a good indicator of course where I am, in compar-
ison with the second year.” (S7)

“The marks are important, as long as it is a decent mark, then I am happy... If it is the end of the year mark,
I will be obviously very concerned about the mark... I am naturally nervous about the mark. Mark is the
first thing you see on the website. Maybe the website creates the feeling that the mark is very important”.
(54)

However, all the students consider feedback on the language was the most impor-
tant, including corrections and explanations.

“When I received the feedback, what I am most interested is what to improve next time, so clear correction is
very important. Then I can use that as the template. I can improve next time. From my previous experience
of learning languages, the most important thing is practicing. It’s almost like performance when you speak
a language, I think, which comes from memorizing phrases, structures... So if I have a clear corrections
telling me what I have to say next time, I can remember that and then use it again.” (S4)

“Knowing when you made mistakes and how you’ve been corrected is more important, because you can
apply more directly, ...For me learning YA, there is no face to face interact in class, so it is important. It will
be more important for my independent learning.” (S7)

“Clear explanation and clear explanations are the most important. With indication of what type of mis-
takes, I am still not 100% sure about the correction, so still prefer clear correction... Simple mistakes [I]
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can self-correct, but more complicated, still need to ask the teacher questions. Indication is good for simple
mistakes, such as missing radical in characters, I can look it up... for complex sentences I probably will ask
you again.” (S5)

Not all the students tried self-correcting following the error indications, although
they agreed it was good practice to “remember things more”. In general, students
were not confident enough with their own corrections. They might figure out the
solution to grammatical issues if it had been taught but struggled with lexical
errors and unlearnt grammar. Those who did self-correct also counted on the
feedbacks for confirmation. With detailed explanations they could know “why this
should be the correction, why needs such a change” (S2).

Most of the students felt it was necessary to know all the errors so they could
avoid making the same mistakes again, thus they wanted the feedback on language
to be as detailed as possible. They were aware of their Chinese proficiency level
and accepted the fact that there might be many errors. Regarding examining the
whole passage sentence by sentence in feedback video, students thought:

“Even it is not a serious mistake, it is a very honest opinion from a Chinese speaker, it is important to know,
especially for Chinese. I know with Chinese, I will make lots of mistakes, so I won't think it too hard, just
accept my mistakes. I need to improve. I need to motivate me. I need to be very honest to myself about my
level. So sentence by sentence doesn’t bother me necessarily.” (S4)

“Ideally, [1] like sentence by sentence. If there are lots of mistakes, might be off-putting if teacher marks all
the mistakes, at first glance. However, it is useful to go back to have a thorough correction. Otherwise, I not
necessarily pick it up.” (S2)

“Go through sentence by sentence for language corrections if possible. You also point out good sentences,
so you give fair feedback... don’t find it demotivating.” (S7)

“[1] rather have each mistake to be pointed out, so won’t make the mistake again. But it will be a lot for
teacher to do. In this case, maybe big errors are more important... | am perfectionist, so would like to have
all the mistakes picked up, as detailed as possible.” (S1)

There was one student who was concerned that too much error correction might
be overwhelming but did not state if it was her feeling.

None of the participants mentioned any problem when accessing videos. They all
took control when watching videos, using the pause, rewind and reply buttons.
Only one student mentioned that she played forward to skip some parts. Some
students took notes on their original work whilst watching the videos, for exam-
ple, making all the corrections following the video explanations. Some did not,
because they thought they could access the videos anytime when needed, so it
was not necessary to note down everything.
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Advantages and disadvantages of video feedback

In comparison with written feedback, students reported that in videos, explana-
tions were more thorough and detailed.

“For me, having someone guide me through it (the feedback) is better. I feel that sometimes people do not
put all the details in the written feedback, because you can write pages. Sometimes, they like to hold back
a little bit.” (S7)

“Work in the past can be confusing with lots of abbreviations and categories of [language] mistakes.” (S4)

“They (markers of a different language) correct it with pen on a piece of paper, but you can’t really know
the explanation, you would have more doubts.” (S5)

Students found it especially convenient to have video feedback when the explana-
tion could not be given right next to the mistakes in their scripts and understood
that “it will be too much to use written feedback for all the corrections” (S7). They
thought the combination of the corrected script and the video worked very well.
Some students found it easier to watch a video than reading a long-written feed-
back as it was easier to understand what the problem was. Students who had no
problem reading long written feedback also felt it was better to see the feedback
visually, especially if there were a lot to improve, because “when you read it, you
might not take everything in, but when you see it, it would be better” (S5).

Students used the word ‘quite spontaneous’, ‘more instantaneous’ and ‘very hon-
est’ to describe verbal feedback. When listening to the verbal feedback, they felt
like “having someone sit next toyou” (S6), and “chatting with someone” (S2), thus felt
“very personal, interactive” (S3). Therefore, they “feel a bit more connected during YA
with video feedback” (S1). “Some other work you even don’t know the marker. Make it
feel thatyou are not cared about” (S2). One student also pointed out that “if students
conscious about the mark, video feedback will make them feel a bit closer to the marker”
(S4). In addition, students valued marker’s reading out loud in the target language.
They pointed out that Chinese was a very challenging language because it was
a tonal language, and the written form did not indicate the pronunciation. The
combination of hearing it and seeing it made it easier to remember. In addition,
it “helps with intonation, more exposure to the target language” (S7). When being
asked whether they would like to see the marker appearing in the video, all the
students responded not necessarily, because it will not add any “attractions” but
could be “a little distraction”, as they would like to concentrate on the feedback
itself.

While most of the students praised the advantages of screencast feedback, one
pointed out that screencast feedback might not be the student’s personal prefer-
ence, although the person did not say explicitly whether it was her case or not.
Two other students mentioned that when the video was long, about 10 minutes,
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they might lose attention. There is also a possibility that students may not be
able to catch all the verbal corrections in the target language if they were not
in written form and then get lost in translation.

Teacher review

It is worth noting that three teachers had experience of using screencast either for
creating teaching materials or providing feedback on students’ homework writing
in a face-to-face teaching setting. None of them has provided screencast feedback
to YA students on their assessed work. One common frustration was that teachers
did not know whether YA students read the written feedback they provided or
not. They noticed that some students did not even download feedback files from
the submission website. When students downloaded them, there was no way to
verify whether they read them or not, as they did not email back to ask questions.
One teacher proposed that a follow-up email to students could help but admitted
that she had not done so. The teacher who had used various screencast tools
to give students feedback, checked verbally with students in class whether they
watched it or not, but did not monitor students’ views. After recording feedback
on screen, this teacher downloaded it as a MP4 file which was then sent to stu-
dents via email. For long videos which could not be sent via email, for example
longer than 10 minutes, the teacher put them on the personal Google drive and
then shared the links with students or cut a long video into shorter parts then
sent them via email. Therefore, it was impossible to find out how many times
students viewed the videos. Since the feedback was sent via email, most students
tended to reply saying thanks which might or might not suggest that they had
watched the videos.

All teachers agreed that screencast feedback was more engaging, personalised and
convincing. Feedback videos “would make students curious to hear what was going to
be said” and “with the tutor’s familiar voice, even if a lot of comments are negative com-
ments (i.e., correcting mistakes), it sounds still encouraging” (T3). From the teacher’s
point of view, explaining language orally is a more efficient way, as markers can
“explain in an easy way, in a faster way and possibly even in a more detailed way”
(T4). Because teachers can illustrate, “in terms of explanation, it works well” and
potentially, it is “easier to explain what they (student) should do to improve and add
specific resources” in videos (T4). Screencast feedback “might be helpful in avoiding
lengthy emails or documents to explain the point. The visual aspect may work very well
with the majority of students” (T1).

When giving feedback in written form, teachers comment on both the macro-level
and micro-level and ‘do as much as they can’.
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“I believe feedback should include all the necessary aspects. A summary of these should be provided and
explained to students so they have a pattern of errors that they can be made aware of.” (T1)

“As much as possible...  gave them quite detailed feedback, I think at this level, you should give feedback
in terms of structure, macro structure, details, ... explaining what you have been doing better, worse etc...
so, I do give quite specific feedback, ... vocabulary, syntax, general structure etc. everything. I correct the
mistakes and comment on the one that seem to be the most striking, then I write general comments, then
add per category each, say how many mistakes you made each... I counted, so students understand which
area they need to work more on... It is not to discourage them. I try to make the text encouraging, but I try
to be very specific... I try to categorize [errors] and add comments for each category’. (T4)

The teacher who has been using screencast for feedback, “picked up each mis-
take”, only “gave corrections in script” and then “explain everything in videos” For
advanced level students, in addition to language errors, structures and ideas were
commented heavily on in videos.

In regard to whether screencast feedback could help with building a relationship
between teachers and students, the teacher who never used video feedback be-
lieved it was “obvious” in a YA setting where there was lack of interactivity be-
tween the two parties. The teacher who was an experienced video feedback user
firmly agreed that by listening to the teacher’s voice, students felt more connected
with the teacher even in a classroom setting. In addition, teachers pointed out that
being able to read out students’ work in the target language might be useful for
students.

One common concern from teachers was the time required to produce screencast
feedback. Apart from creating videos, students’ work has to be corrected before
producing such videos, and it would be difficult to edit once the video is recorded.
Three teachers who had used screencast either for feedback provision or other
purpose, believed that producing feedback video required more time than simply
giving feedback in written form. The other teacher was uncertain whether extra
scanning and uploading files would take more time or giving feedback verbally
would save time. Based on this concern, two teachers suggested screencast would
be better used for group feedback. The other two would like to try it in a small
group, but one felt it quite “daunting” to use such technology. Another concern
mentioned by two teachers was that weaker students might not be able to un-
derstand verbal corrections in the target language when corrections were not
provided in the script.

Website record of number of views

As mentioned earlier, the free S-0-M website provides basic analytical figures: the
record of video view numbers. Although such data cannot indicate how students
watched the videos, for example whether they watched the whole video or not
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and which parts of the video they have watched, at least it shows how many times
they have played the video.

For the two years’ cohort, 11 YA students received 48 feedback videos in total, but
the online figure shows only 54% of videos were played. (Students were asked to
write two or three pieces of writing each term but occasionally, some wrote less
or more. Each piece was given a feedback video unless it was not necessary, due
to high accuracy of language.)

Among four students who did not participate in this study, only one watched all
the videos that were created for her and the rest watched none. Four of the seven
students who joined in this study, did not play all their own videos. However, two
of them played some of their videos 2-3 times. On average, each video was played
1.7 times. Below is the table of student view numbers on each video.

Tab. 1: Student view numbers on each video

Term 1 assignment Term 2 assignment
Student | Videol | Video2 | Video3 | Video4 | Videol | Video2 | Video3 | Video4
A. — — — — 1 1 3 —
B. — — — — 3 4 — —
C. — — — — 1 0 0 —
D. — — — — 2 2 3 3
E. — — - — 0 — — —
F. 1 1 0 — 1 1 1 —
G. 2 2 3 — 1 1 0 —
H. 1 1 1 — 0 0 0 —
. 2 1 1 - 0 0 — —
J. 0 0 0 0 0 0 0 —
K. — — — — 0 0 0 —

Note: One year’s cohort, students A to E only received screencast feedback on
their term two assignment when the marker started using this delivery mode. The
rest, apart from student K, all received screencast feedback twice for both terms’
assignments. Student K’s term one writings were unexpectedly good; thus, video
feedback was not needed.

Discussions

Students prefer Screencast feedback

Based on interview data, screencast feedback is easier to receive. First, the nature
of the video, illustrating student’s work together with the teacher’s visual mark-
up and verbal explanations, makes it more convenient for students to follow the
flow. Because of its spontaneity, video feedback is believed to be honest, which in-
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dicates a level of student trust. In this study, students felt the video feedback was
encouraging, even when there were many corrections, and it could be the fact that
in videos the marker could give more praise verbally without worrying about the
mark-up being overloaded as in the written form. Even when the audio feedback
is practically a one-way communication, students feel the sense of communication.
Unlike written feedback, the video provides teachers with an opportunity to apply
different types of corrective feedback that are normally used in the classroom, for
instance providing the correct form immediately after indicating errors, or giving
a metalinguistic clue with a pause to allow students’ self-corrections before giving
the answer or explanation. Depending on how students watch it, when they pause
the video and take the opportunity to reflect and take notes, there is an element
of interaction and student involvement.

Apart from being able to stimulate students’ involvement, students stated that
verbal explanations also tended to be more personalized, as they were focused
on each individual piece and the affection conveyed by the tone of spoken lan-
guages give students a sense of rapport. Building relationships between teach-
ers and students plays an equally important role as the right feedback message
promotes proactive recipience of feedback (Winstone et al, 2017). Indeed, the
affective impact of screencast feedback is particularly beneficial to students who
are at distance (Harper’s et al,, 2012). Thomas et al. (2017 in Carless & Winston,
2020) stated that the relationship building is partially because the video feedback
enables the marker’s social presence, although in this study the marker was not
physically present in the videos. In fact, some students considered the marker’s
physical presence as unnecessary or perhaps having a negative impact.

In this study, students recognize teachers’ reading in the target language is helpful
in both learning the language and practicing the pronunciation. Since there is
no correlation between the pronunciation and the written form in Chinese, the
input combining both the written forms and the sound make the learning easier,
especially when students have no opportunities to practice the language while at
YA. Such benefit might be more significant to learners of Chinese. All the positive
aspects above of video feedback contribute to solving the issue that students did
not feel cared about, both academically and emotionally.

Written corrective feedback is necessary

Since learning to write, writing-to-learn language and content are interweaved, in
this study the link to feedback videos was given at the end of the summary feed-
back, aiming to avoid students skipping macro-level feedback. Regarding video
content, it appears that students favour feedback on language, the micro-level
rather than that on the content and structure of the writing. Although in second
language acquisition, feedback on language has been an arguable topic when an-
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swering the question whether it leads to language development, it has a crucial
role in scaffolding learners to notice the discrepancy between their work and the
target language form (Sauro, 2009). The attention students give to language in
writing can be seen in Alvira’s study (2016), where the screencast feedback on
writing was primarily on content, while language feedback at micro-level was also
provided. However, the grammar aspect was the most mentioned by students in
their evaluation on screencast feedback and they had shown significant progress.
A study conducted by Chen et al. (2016) on written corrective feedback to EFL
learners also shows that extended comments on the grammar of their writing is
one of the students’ strong preferences. In the current study, as adult language
degree learners, understandably students emphasized more on language accu-
racy, especially when their proficiency level is not high enough to enable them
to produce highly accurate work and complex content. Their writings are mostly
narrative and descriptive. The need for language accuracy of those students also
aligns with the primary purpose of the given written assignments, writing-to-learn
language which can be reflected on the marking criteria used, in which language
aspects count for 70% whilst content, ideas and structure are 30%.

In this study, not every student was able to or willing to self-regulate errors,
and those who were confident and did so, still needed to seek for reassurance.
Putting aside their language competence, when students are adventurous and use
some unlearnt language, the errors are very often beyond self-treatment. When at
YA, students could not negotiate their own corrections with the marker as easily
as they could do in a face-to-face teaching setting. Together with the students’
need to understand the reason behind such corrections, both clear corrections (in
script) and explanations (in video) become extremely important, to avoid students
becoming ‘lost in translation’ Therefore, it is not surprising that students would
like the language feedback to be as detailed as possible, in other words compre-
hensive written corrective feedback. However, regardless of the student’s prefer-
ence, how effective the comprehensive WCF is in students’ language improvement
in this context is unknown.

Screencast feedback doesn’t necessarily lead to feedback engagement

Several studies found that with screencast feedback, students tended to view
feedback multiple times (Mahoney, et al, 2019), but it is unclear how students
watched them, either repeating the whole video or stopping at certain points and
restarting it next time, which is an unanswered question in the current study as
well. Orlando (2016, p. 160) notes “instructors found that students were genuinely
excited to receive the feedback in screencasting form”. However, in this study, none of
the students expressed ‘excitement’ when evaluating screencast feedback. Despite
student’s positive perceptions on video feedback, this study discovered that the
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existence of video feedback did not necessarily lead to learners actively engaging
with such feedback.

First, not all the learners watched their feedback videos, and some did not watch
any of them. Inevitably, individual differences in skills, such as self-regulation,
confidence and academic self-concept may have influenced learners’ proactive
recipience of feedback (Winstone et al, 2017) in addition to personal learning
method preference. In general, those who were more actively engaged in the class-
room teaching in the previous year tended to watch most of their feedback videos
and/or watch multiple times (The marker was their module teacher in the year
before YA). It seems that when students are self-motivated autonomous learners,
they are more likely to take feedback. At the same time, one issue that cannot
be ruled out is the HE culture in which marks are very often used to indicate a
student’s performance or progression, which was cited by students in this study,
even when the purpose of writing assignments was to provide an opportunity
to practice the language rather than earning academic credit. In this study, this
misconception was then exacerbated by the design of the online submission sys-
tem, in which actual marks were the first thing that students saw when collecting
the feedback. Although it is not clear whether those students read their marked
scripts instead of watching video feedback, their ignorance of screencast feed-
back has, to some extent, implied their lack of feedback literacy and their lack
of appreciation of feedback. There were no detailed explanations on their marked
scripts, and sometimes it was deliberately left out with error indication only, so
only reading marked scripts will not help them to fully understand correct forms.

Second, it is surprising to discover that in contradiction to their positive evalu-
ation on screencast feedback, some students did not watch all their own feed-
back videos. This could be because of cognitive overload when watching two or
three videos in one go and/or the amount of information covered in each video
was overwhelming, as mentioned by a couple of students in this study. In this
case, in addition to making students aware of their cognitive capacity, such as
not watching all videos together and using the pause button, the scope of WCF
might need to be reconsidered. Online records of video view numbers showed
there was a slight tendency for students to watch more feedback videos on the
term one assignment than those in term two. Two students who watched all their
feedback videos in term one did not watch any given on their term two assign-
ment. Reasons for this remain unknown, but one assumption is that they watched
feedback on the term one assignment to make improvements on the term two
assignment. After completing the term two assignment, they had less need to take
feedback anymore. Zimbardi et al. (2017, cited in Carless & Winstone 2020, p. 4)
pointed out that “when assessment tasks are designed to build on earlier ones, and the
links in a sequence are made explicit, students are more likely to use feedback” While
such an assumption needs further proof, an intervention is needed, for example
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improving assignment design to create more opportunities for knowledge seeking
and application by students, hence increasing feedback engagement, even when
the feedback is in video format. In other words, learners must have an active role
in utilizing feedback.

Teachers’ concern

The study shows the learners’ inclination towards screencast feedback and their
desire to have detailed written corrective feedback. However, the major concern
from teachers is that the process could be/is technically time-consuming, despite
recognizing the pedagogical value of this practice, one that is appreciated by stu-
dents. On the one hand, they believe video feedback is potentially more efficient
than written feedback, as more information could be given which could reduce
further clarification time. On the other hand, they worry too much time will be
involved in the whole process, namely printing out the students’ script which is in
PDF file, correcting or indicating errors on the script, scanning it into a digital file,
uploading on computer and then creating the video. The conventional feedback on
paper seems to be more straightforward, even when as much detailed feedback as
possible is given. More time might be needed to re-record or edit the video if the
teacher was dissatisfied with the quality. Furthermore, inevitably, more detailed
oral feedback requires more time input. Due to the fear of the process being time-
consuming, teachers were very cautious about how screencast feedback is used:
not to apply to a big cohort individually, but to provide group feedback instead.
However, several studies (Mahoney et al., 2019) suggest that markers find that the
time required to produce video feedback is no more than that required for written
feedback, or even less in some cases and, in other studies, video is considered to
be a time-efficient way to provide feedback (Ice et al., 2007; Séror, 2012).

In this study, teachers commonly believe that feedback should be given as much as
possible and they had paid more attention to the micro-level issues in feedback.
Lee (2019) argues that when given written feedback, focused written corrective
feedback is more beneficial to both the teachers and students than comprehensive
written corrective feedback; that teachers could save time and students would
have more room to take risks and build confidence. In the context where there
are numerous errors, it could be challenging for teachers to make decisions on
what to focus on and what to ignore, at least momentarily (Alvira, 2016). One
possible solution is to establish early communication before teachers mark stu-
dents’ work to enable teachers to understand students, balance students’ expec-
tations and the workload and carefully plan feedback with pedagogical practice. It
is worth mentioning Bond and Molloy’s review (2013a, cited in Carless and Win-
stone, 2020, p. 7) that “it is impossible to justify the time spent crafting feedback
messages if it does not have a positive impact on what students can do, so making
feedback satisfying for teachers is as important as making it worthwhile for stu-
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dents.” Although this early contact might again, from the teacher’s point of view,
require more time input, it will further help with personalizing the feedback and
encourage student engagement. “Feedback information needs to be thoughtfully
directed at the appropriate level if it is to be expected that it will be acted upon”
(Bond and Molly, 2013b, p. 204). Moreover, teachers should have “the attitudes
and will-power to overcome challenges and strive to develop productive feedback
processes for students” (Carless and Winstone 2020, p. 4).

Conclusion

The study has investigated a group of Mandarin students’ perceptions of screen-
cast feedback on their academic work while on year abroad, as well as language
teachers’ views on such feedback. It concludes that the affordance offered by
screencast feedback make screencast technology a good vehicle to deliver feed-
back to YA students, in that it is easy to receive, gives in-depth explanation
and provides emotional support. In addition, the reading out loud by the native
marker in videos particularly benefits Mandarin learners. The content of the video
that focuses on comprehensive written corrective feedback was valued by those
students, due to their low language proficiency level. However, the existence of
such screencast feedback does not necessarily lead to student proactive feedback
engagement. The study shows teachers understand the pedagogical benefits of
screencast feedback but are concerned that the technical process is time consum-
ing in relation to keeping the scope of feedback in their established practice. The
implication of the current study is that although screencast can enhance students
feedback experience, the role pedagogy plays cannot be underestimated in stu-
dents feedback engagement. In this context, two aspects should be reconsidered:
assignment design which should create an environment for students to act upon
and implement feedback, and the scope of feedback, in particular written correc-
tive feedback in foreign language writing which should be negotiated between
teachers and students. It is necessary for both students and teachers to further
develop feedback literacy to make the feedback process more efficient and effec-
tive, as teachers and students have a shared responsibility in this process (Carless
and Winstone, 2020).

Limitation

One major limitation of this study is that the interviewer is the marker of the
students’ work. It is difficult to tell, to what extent students interview data is ob-
jective and neutral. This could possibly shed some light on the question why they
gave positive evaluation on video feedback but did not watch all the personalized
video feedback, in addition to other individual factors. Another limitation is the
scale of this study due to the small number of research targets, thus the findings
might not be generalized.
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Recommendations for future research

Some questions emerged from this study which are worth further investigation.
First, what was the perception on feedback of those students who did not use
screencast feedback? To understand their individual variables will help teachers to
determine how best to mitigate their issues and personalize feedback in order to
engage them. Second, how do students watch screencast videos, such as where do
they pause the video, which sections do they watch more times etc.? With detailed
analytical data, together with students’ self-report, teachers will have a better un-
derstanding of students receiving written corrective feedback, which will further
help teachers to manage the scope of written corrective feedback. Moreover, how
do teachers effectively use screencast technology to enhance the student feed-
back experience with the institution’s support, on both technology deployment
and further pedagogical understanding? Findings from further research will assist
teachers to adjust their current practice to better support student learning.
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Wortschatzerwerb im Unterricht: Wie kann man
anders und dabei effektiv mit dem neuen Wortschatz
arbeiten?

Vocabulary acquisition: How can we work with the new
vocabulary efficiently?

Ivana Zolcerova

Abstract: The subject of this paper is an examination of the ways how vocabulary acquisition
can be created. The main aim of this article is to present the phases of the vocabulary acquisi-
tion with the efficient activities suitable to each phase. The list of activities is not complete. It
should work as an inspiration for other foreign language teachers for their practice.

The article is divided into three parts. In the first part the main terms are defined. The second
part is dedicated to the tasks of the teacher by the acquisition of vocabulary. The third part is
focused on the phases of vocabulary acquisition and suitable methods for each phase.

Key words: vocabulary, phases of vocabulary acquisition, efficient activities

Abstrakt: Thema des vorliegenden Artikels ist die Gestaltung des effektiven Wortschatzer-
werbs. Sein Hauptziel besteht darin, den Fremdsprachenlehrern unterschiedliche Lernaktivi-
taten zu zeigen, die in den verschiedenen Phasen der Wortschatzvermittlung benutzt werden
konnten. Der vorliegende Artikel erhebt dabei keineswegs Anspruch auf Vollstdndigkeit in der
Auflistung der Lernaktivitdten. Er soll vielmehr den Fremdsprachenlehrern neue Wege der
Wortschatzvermittlung zeigen.

Der Artikel gliedert sich in drei Teile. Nach der Definition der Hauptbegriffe wird auf die Rolle
der Lehrkraft in der Wortschatzvermittlung aufmerksam gemacht. Weiter werden die konkre-
ten Phasen der Wortschatzvermittlung geschildert, wobei zu jeder Phase mehrere Aktivitaten
der Wortschatzvermittlung erlautert werden.

Schliisselworter: Wortschatz, Phasen der Wortschatzvermittlung, effektive Lernaktivitaten

1 Einleitung

Seit 1980er Jahren kennt die Fachliteratur den Begriff Wortschatzwende.! In die-
ser Zeit trat die bis zu diesem Zeitpunkt bevorzugte Grammatikvermittlung, auf
der sich die Fremdsprachenlehrwerke sehr oft konzentrierten, in den Hintergrund.

1 Diesen Begriff nutzte F.]. Hausmann in seinem Artikel Die Vokabularisierung des Lehrbuches oder:
die Wortschatzwende. Prasentation und Vermittlung von Wortschatz in Lehrwerken fiir den Franzésisch-
unterricht. In: Die Neueren Sprachen 86 (1987), S. 426-445. In diesem Aufsatz beschrieb er die benutzten
Methoden, wie man die Wortschatzvermittlung in den Lehrwerken unterstiitzt.
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An ihre Stelle kam die Unterstiitzung der Lernenden beim Wortschatzerwerb
in Form von Vokabellisten oder von Ubungen zum Wortschatzerwerb. Obwohl
seitdem etwa 40 Jahre vergangen sind, bewerten einige Theoretiker? den Stand
der Wortschatzvermittlungsforschung immer noch als unzureichend (Teymoor-
tash, 2010). Ein Grund dafiir kdnnte auch die Absenz reprasentativer Studien sein,
in denen eine konkrete Lernaktivitdt der Wortschatzvermittlung mit reliablen Er-
gebnissen liber ihre Effektivitit bei der Wortschatzaneignung vorgestellt wiirde.

Daraus geht hervor, dass die Lehrenden bei der Wortschatzvermittlung grofiten-
teils auf sich selbst gestellt sind und die Lernaktivitdten selbst suchen, probieren
und modifizieren miissen. Auf diese Situation versucht der vorliegende Aufsatz zu
reagieren. Sein Hauptziel besteht darin, den Fremdsprachenlehrern unterschied-
liche Aktivitidten zu zeigen, die in den verschiedenen Phasen der Wortschatzver-
mittlung benutzt werden konnten. Besonders relevant fiir die Praxis ist der Be-
zug der Lernaktivititen zu der jeweiligen Phase der Wortschatzvermittlung. Vie-
le Lernaktivititen benutzen Lehrer automatisch, ohne sich bewusst zu werden,
welche Phase der Wortschatzvermittlung gerade stattfinden sollte, um den neuen
Wortschatz addquat einzutiben. Der vorliegende Artikel erhebt dabei keineswegs
Anspruch auf Vollstandigkeit in der Auflistung der Lernaktivititen. Vielmehr soll
er Fremdsprachenlehrer inspirieren und ihnen neue Wege im Umgang mit dem
neuen Wortschatz zeigen.

Im Folgenden wird zuerst erklart, was eigentlich unter dem Begriff Wortschatz
zu verstehen ist und welche Aufgaben der Lehrer bei der Wortschatzvermittlung
iibernimmt (oder iibernehmen sollte). Danach wird der Vorgang der Wortschatz-
vermittlung dargestellt, wobei zu jeder Phase mehrere Aktivititen der Wortschatz-
vermittlung erlautert werden. Die Aktivititen werden oft mit einem Beispiel dar-
gestellt. Die Beispiele kommen aus dem Bereich Deutsch als Wissenschaftsspra-
che, um zu zeigen, dass solche Aktivititen den Lernenden auch bei dem Erwerb
von abstraktem Wortschatz helfen kénnen.

2 Ziel der Wortschatzarbeit und die Aufgaben der Lehrenden

Joanna Targonska (2016, S. 80) versteht unter dem Begriff Wortschatz ,ein System
von miteinander vernetzten lexikalischen Einheiten.” Die lexikalischen Einheiten
sind auf verschiedene Weisen verbunden (semantisch, lexikalisch, lexotaktisch).
Wenn wir den vermittelten Wortschatz als System wahrnehmen, hilft uns diese
Vorstellung, die Phasen der Wortschatzvermittlung auch im Unterricht effektiver
zu gestalten (Targonska, 2016).

2 Aufgrund der besseren Lesbarkeit wird im Text das generische Maskulinum verwendet. Gemeint sind
jedoch immer alle Geschlechter.
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Dass ,die Wortschatzkenntnisse eine unabdingbare Voraussetzung fiir einen effizi-
enten und kompetenten Sprachgebrauch und eine erfolgreiche Verstindigung dar-
stellen“ (Teymoortash, 2010, S. 82), verstehen sowohl Lehrende als auch Lernen-
de.® Ohne den Wortschatz wire es den Lernenden nicht méglich, in der Fremd-
sprache zu handeln, was zu den Prinzipien des Fremdsprachenunterrichts (Hip-
pelet al.,, 2019) gehort.

Multhaup (zit. nach Teymoortash, 2010, S. 82) sieht das Hauptziel der Wortschatz-
arbeit im ,reichen, rezeptiv und/ oder produktiv abrufbaren lexikalischen Wissen
in der Fremdsprache.“ Ein so abstrakt formuliertes Ziel muss jedoch von jedem
Lerner und jedem Lehrer spezifiziert werden. Dabei sollen die individuellen Be-
diirfnisse der Lernenden nicht aufier Acht gelassen werden. Erst, wenn ein Lerner
eine direkte Verbindung zu seinem eigenen Leben und der eigenen Zukunft sieht,
kann er die notwendige Motivation zum Lernen aufbringen. Der Lehrer kann wie-
derum auf die Lernziele der konkreten Gruppe eingehen und den Wortschatz nach
deren Bediirfnissen auswahlen.

Dass auch der Lehrer eine zentrale Rolle beim Wortschatzerwerb spielt, erschliefdt
sich aus seinen Tatigkeiten beim Wortschatzerwerb. Die Lehrkraft wahlt den
Wortschatz aus, prisentiert ihn, vermittelt Bedeutung, bietet die Ubungen an,
durch die die Lehrkraft bei der Automatisierung, Festigung, Systematisierung und
Anwendung des neuen Wortschatzes hilft (De Florio-Hansen, 2006, zit. nach Tar-
gonska, 2016). Targonska (2016) macht darauf aufmerksam, dass die Wortschatz-
arbeit nicht nur eine individuelle Tatigkeit des Lerners ist, sondern von der insti-
tutionellen Wortschatzarbeit stark beeinflusst wird. Wie mit dem Wortschatz im
Unterricht gearbeitet wird, spiegelt sich auch spater in der hauslichen Vorberei-
tung der Lernenden wider. Die Lehrkraft tragt somit ziemlich viel Verantwortung,
ohne dass es ihr oftmals bewusst wird.

3 Wortschatzvermittlungsphasen und passende
Lernaktivititen

Nach Doyé (1975, zit. nach Teymoortash, 2010) spielt sich die Wortschatzvermitt-
lung in folgenden Phasen ab:

1. Darbietungsphase - in dieser Phase werden ,die Lautgestalt, die Schreibung,
die Morphologie, syntaktische Eigenschaften, Valenz und Bedeutung vermit-
telt“ (Teymoortash, 2010, S. 84).

Die Darbietung des neuen Wortschatzes kann durch verschiedene Formen rea-
lisiert werden: zweisprachige Vokabellisten, Wortschatz im authentischen Kontext,
Lesetexte, Hortexte, Bilder, Videos u. a.

3 67% der Gymnasialstudenten mit Legasthenie sind davon tiberzeugt, dass der Wortschatzerwerb sehr
wichtig ist, obwohl es ihnen Schwierigkeiten bereitet (Rybarczyk, 2014).
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In dieser Phase kann die Lehrkraft die Lernenden den neuen Wortschatz mit
allen Sinnen erforschen lassen. Je mehr Sinne in diesen Prozess einbezogen
werden, desto mehr Synapsen, also Verbindungen im Gehirn, entstehen, und
das spétere Erinnern fillt umso leichter (Edelmann & Wittman, 2019). Ahnlich
funktioniert es auch, wenn die Lernenden emotionell angesprochen werden,
per Bilder, Gerdusche, Uberraschung, Videos.

Gerade bei Hor- und Lesetexten, in denen der neue Wortschatz prasentiert
wird, sollen die Lernenden den neuen Wortschatz aus dem Kontext erschlie-
3en. Nach Clarke und Nation (1980, zit. nach Kostrzewa) kann ein Lerner,
der bereits iiber einen Wortschatz von 3000 Wortern verfiigt, 60-70% des
unbekannten Wortschatzes aus dem Kontext richtig verstehen. Es ist dabei
wichtig, zuerst das Wort aus dem Kontext zu erraten, und es erst dann in
einem (monolingualen) Woérterbuch nachzuschlagen. Hier hat der Lehrer die
Moglichkeit, die Lernenden auf die typischen Wortverbindungen, interessante
Wendungen, Phraseme oder Wortbildung aufmerksam zu machen. So lernen
die Studierenden Techniken, wie man aus einem neuen Text neben inhaltlichen
Informationen auch den neuen Wortschatz gewinnen kann. Diese Methoden
sollen im Unterricht bewusst eingeiibt werden (Targonska, 2016).

. Ubungsphase: in dieser Phase wird der eingefiihrte Wortschatz durch Anwen-
dung in verschiedenen Kontexten gefestigt (Doyé 1975, zit. nach Teymoortash,
2010). Auch hier konnen die Lehrenden unterschiedliche Lernaktivititen ein-
setzen, wie weiter mit dem Wortschatz gearbeitet werden kann. Das wichtigste
ist, den neuen Wortschatz in das schon existierende System einzugliedern. Hier
hilft das mechanische Worterlernen nicht langfristig. Es ist empfehlenswert,
die neuen Vokabeln in das mentale Lexikon nach Begriffsfeldern (r Student,
r Mann, r Mensch), Wortfeldern (r Herzog, r Fiirst, r Kaiser, r Kénig - Adels-
titel), syntagmatischen Feldern (die Diskussion fithren, der Hund bellt - Wor-
ter, die nacheinander vorkommen), Sachfeldern (Einschreibung, Studienabtei-
lung, Universitit, Student, Dozent - alles, was zum Thema Studium gehort),
Klangfeldern (Brot - Schrott) und Wortfamilien (r Besucher, r Besuch, besu-
chen) einzugliedern. Auch in dieser Phase existieren verschiedene Moglichkei-
ten des Ubens, z. B. Liickentexte, Ordnen der Vokabeln in Gruppen (nach Synony-
men, Antonymen, bzw., Oberbegriffen, Unterbegriffen, Wortfamilien, ...). Dabei
erweisen der Lehrkraft gute Dienste auch verschiedene Internetapplikationen,
wie etwa Kahoot. Auf der Internetseite kahoot.com kann der Lehrende sehr
einfach Quiz herstellen, die die Lernenden als eine Gruppe oder auch indi-
viduell spielen konnen. Jeder Lernende sieht gleich nach der Absendung der
Antwort die richtige Lésung und nach dem Wettbewerb sieht er auch seine
Platzierung innerhalb der Gruppe.

Durch die digitalen Medien ist die Kontrolle gleich in der Ubung eingebaut.
Der Lerner kann sich auf diese Weise das Vergessene wieder ins Gedachtnis
rufen. Die eingebaute Kontrolle ist auch aufderhalb der digitalen Welt mog-
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Abb.

lich, z. B. durch ein Vokabelpuzzle. Dazu nimmt man ein Bild und teilt es in
verschiedene Stiicke. An den Rand dieser Teile werden Vokabeln mit ihren Be-
deutungen geschrieben. Man schreibt sie am besten so, dass auf einem Teil die
Bedeutung eines Wortes steht, auf dem Teil daneben steht dann dieses Wort in
der Fremdsprache (auf diese Weise kann man auch Synonyme oder Antonyme
verwenden). Wichtig ist, dass die Bedeutungen und das Wort am Rande von
zwei Puzzleteilen stehen, die dann zueinander passen. Die Lerner konnen sich
bei der Zuordnung nach den Bedeutungen und den neuen Vokabeln richten
oder das Bild zusammenbasteln und dabei die neuen Vokabeln lernen.

Wie schon beim Vokabelpuzzle konnen durch Anwendung der abwechslungs-
reichen Aktivititen verschiedene Lerntypen angesprochen werden. Im Gegen-
satz zu Vokabellisten erleichtert das Vokabelpuzzle das Lernen vor allem fiir
haptische und visuelle Lerntypen.

1: Vokabelpuzzle

Die néachste Aktivitat richtet sich auf solche Lernende, die zu dem Lernen
Bewegung brauchen, aber auch auf diejenigen, die gut durch Zuhéren lernen
konnen. Die Aktivitat Nase, Knie, Bauch ermdglicht uns einen eher als schwierig
empfundenen Bestandteil der deutschen Sprache - das Lernen des grammati-
schen Genus - auf witzige Art und Weise zu iiben. Das Prinzip ist sehr einfach:
die Lerner wissen, dass es ,die“ Nase, ,der” Bauch und ,das“ Knie ist. Diese
drei Korperteile werden als Code fiir die Artikel der Substantive benutzt. Im-
mer, wenn der Lehrende ein Substantiv sagt, das den Artikel ,die” hat, fassen
sich die Lernenden an der Nase. Bei allen Substantiven, die den Artikel ,der
haben, fassen sich die Studenten wiederum an dem Bauch und bei Substanti-
ven mit ,das“-Artikel fassen sie sich an dem Knie. Durch das Zeigen auf diese
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Korperteile lassen die Lernenden den Lehrenden wissen, welchen Artikel sie
bei dem genannten Substantiv vermuten. Diese Aktivitat braucht zwar nicht
viel Platz, aber es ist tibersichtlicher, wenn die Lernenden dazu aufstehen.
Eine weitere Aktivitdt fiir den haptischen Lerntyp ist eine Variante des Gesell-
schaftsspiels Activity. Man kann dieses Spiel schon in Anfangergruppen benut-
zen, wenn man die miindliche Beschreibung zuerst weglasst. Ein Lerner zieht
ein Wort, und wiirfelt, wie er die Bedeutung des Wortes seinem Team vermit-
teln soll - entweder durch Pantomime, Beschreibung mit anderen Worten oder
durch Malen. Diese Aktivitit lasst verschiedene Anderungen zu und befeuert
auch den Spiel- und Teamgeist der Gruppe.

Fiir einen liberwiegend auditiven Lerntyp ist die Methode Leseschleifegeeignet.
Hier bekommt jeder Lerner einen Zettel, auf dem beispielsweise steht:

Lerner A: Ich bin ,klug“ und suche ,sportlich.”

Alle Lernenden lesen jetzt ihre Zettel. Auf welchem Zettel steht das Wort
»sportlich?” Der Lernende, der das auf seinem Zettel findet, liest seinen Zettel
laut: Ich bin ,sportlich” und suche ,ehrlich.“ Wieder lesen alle ihre Zettel durch
und meldet sich diejenige Person, bei der auf dem Zettel steht: Ich bin ,ehrlich”
und suche usw. Auf diese Weise wird das Vorlesen der Zettel fortgesetzt, bis
die Gruppe schliefdlich zu dem letzten Zettel kommt, auf dem steht: Ich bin ,,...”
und suche ,klug.“ So schliefdt sich der Kreis.

In dieser Aktivitit kann man sowohl mit Ubersetzungen als auch mit Antony-
men, bzw. Synonymen arbeiten und statt Adjektive kann man auch Substantive
oder Verben nehmen. In diesem Fall handelt es sich um eine mdégliche Aufwar-
mungsaktivitit am Anfang der Unterrichtseinheit.

Beim Vokabelbingo werden Vokabeln durch Schreiben gefestigt. Aus dem zu-
letzt prasentierten Wortschatz schreibt jeder Lerner neun Vokabeln in eine
Tabelle 3x3.

Eine Beispielstabelle fiir das Bingo-Spiel:

der Priester
der Leibeigene die Zunft der Adel

die Volkerwanderung | die Stddtegriindung | der Klerus

der Kreuzzug r Mongoleneinfall r Krieg

Das Beispiel zeigt die ausgefiillte Tabelle zum Thema Mittelalter. Das Wort
tiber der Tabelle ist fiir alle Studierenden in der Gruppe ausgewahlt: Dieses
Wort sagt der Student laut im Plenum, und die anderen Studenten suchen
nach diesem Wort in ihren Tabellen. Wer dieses Wort in der eigenen Tabelle
findet, ruft ,Bingo“ und bekommt einen Punkt. Gewonnen hat derjenige, der
die meisten Punkte gesammelt hat. Man kann in diese Aktivitit auch Uberset-
zungen einbeziehen. In diesem Fall hiangt es dann vom Ziel des Lehrers ab, ob
man die Vokabeln aus der Fremdsprache in die Muttersprache ilibersetzt oder
umgekehrt.
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Die Zettelaktivitait Am Markt setzt die Bewegung der Lehrenden voraus. Der zu
wiederholende Wortschatz wird auf kleine Zettel geschrieben. Auf der anderen
Seite steht entweder das Aquivalent in der Muttersprache oder die Erkldrung
in der Fremdsprache. Die Zettel kénnen von der Lehrkraft im Voraus vorberei-
tet werden oder sie iiberldsst diese Aufgabe den Lernern. Wenn diese Phase
abgeschlossen ist, kann die Gruppe zur zweiten Phase schreiten - dem Spa-
ziergang im Klassenraum. Wahrend des Spaziergangs treffen sich die Lerner
in Zweiergruppen. Jeweils zwei Lerner zeigen sich gegenseitig ihre Worter und
jeder erklart dem anderen das Wort auf dem eigenen Zettel, bzw. wiederholt
die Bedeutung des Wortes in der Muttersprache. Die Lernenden tauschen dann
ihre Partner. Das fithrt dazu, dass jeder Lernende die Bedeutung des Wortes
aus seinem Zettel mindestens dreimal verschiedenen Partnern erklart.

Die drauffolgende dritte Phase ist so aufgebaut wie die zweite Phase, nur
kommt es hier auch zum Tausch wie auf einem richtigen Markt. Die Studenten
zeigen sich ihre Worter gegenseitig, aber hier soll nun ihr Partner die richtige
Bedeutung erraten. Wenn jemand die gefragte Wortbedeutung nicht weif3, hilft
der Partner, der auf der anderen Seite des Zettels die richtige Losung sieht.
Nach dieser Kooperation tauschen die Studenten ihre Zettel und gehen wei-
ter mit dem neuen Wort durch den Klassenraum, um einen neuen Partner zu
suchen. Wenn jemand aber selbst das Wort auf dem neuen Zettel noch nicht
kennt, soll er zuerst die Bedeutung dieses Wortes lernen und darf erst dann
einen neuen Partner suchen.

Bei dieser Aktivitat fungieren die Lerner selbst als Lehrer, da sie sich gegen-
seitig neue Worter erklaren. Auf diese Weise ist der Lerner gezwungen, iiber
den zu lernenden Inhalt zu sprechen, was eine andere Aktivierung des Gehirns
erfordert, als wenn man sich die Vokabelliste einpriagt und wiederholt. Die In-
teraktion mit anderen Lernern, bzw. mit der Lehrkraft und die damit verbun-
dene Bewegung, fithren dazu, dass das einzupragende Wort mit vielen anderen
Eindriicken im Gehirn gespeichert wird. Das auf diese Weise entstandene Netz
der verschiedenen Eindriicke, die die Verbindung zu dem neuen Wort aufwei-
sen, ermoglicht dem Lerner ein schnelleres Erinnern, weil zu dem neuen Wort
mehr Synapsen fithren (Hufeisen et al., 2013).

. Integrierungsphase. In dieser Phase soll der neue Wortschatz mit den bis-

herigen Kenntnissen verbunden werden. In dieser Phase sollte auch gesi-
chert werden, dass der neue Wortschatz korrekt verwendet wird (Doyé 1975,
zit. nach Teymoortash, 2010).

Die Lehrkraft soll in dieser Phase solche Unterrichtssituationen schaffen, in
denen die Lernenden den neuen Wortschatz verwenden kénnen. Dabei sollte
die Lehrkraft nicht aus den Augen verlieren, dass alle Lernenden lieber auf
schon getlibte Worter zuriickgreifen, um auf diese Weise die unangenehme Si-
tuation der Unsicherheit oder des Fehlers zu vermeiden. Wenn die Lernenden
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in dieser Phase nicht unterstiitzt werden und ihnen in dieser Phase nicht ein
sicheres Arbeitsklima geschaffen wird, werden sie zur Fossilierung? neigen.
Eine sehr oft benutzte und beliebte Aktivitit sind Rollenspiele, die auf ver-
schiedenste Weisen variiert werden konnten. Eine beliebte Variante besteht
darin, dass sich die Lernenden eine neue Personlichkeit ausdenken und in dem
Rollenspiel nicht als sie selbst sondern als die ausgedachte Person mit einigen
ausgepragten Charakterziigen agieren (z. B. ein sehr zerstreuter oder miider
Mensch). Einerseits kann dabei viel Spafd entstehen, andererseits kénnen sich
die schiichternen Lerner hinter ihrer Rolle verstecken und miissen nicht per-
sonlich werden.

Ahnlich wie bei Rollenspielen verhilt es sich auch bei den moderierten Diskus-
sionen. Man kann sie sehr gut nach landeskundlichen oder historischen The-
men in den Unterricht einbinden. Hier zeigen sich uns zwei Moglichkeiten: Zu-
erst reprasentieren die Lerner ausgewahlte Gruppen der Gesellschaft, die ent-
weder bei dem landeskundlichen Thema oder bei dem historischen Ereignis
eine wichtige Rolle spielten. Die Studierenden wdahlen einen Repradsentanten
pro Gruppe und denken sich seine personliche Geschichte aus. Sie tiberlegen
sich, was er dabei gedacht haben kénnte und wie er auf die historischen Er-
eignisse hatte reagieren konnen.

Beispiel: Das Thema Mauerfall wurde in meinem Seminar mit einer moderier-
ten Diskussion beendet, bei der Studenten in verschiedene Rollen geschliipft
sind. Unter anderem hatten wir ein durch den Mauerbau geteiltes Liebespaar,
das sich nach mehr als dreifig Jahren sah, einen Offizier der Staatssicherheit,
der in dieser Nacht am 9.11. 1989 in Berlin den Schlagbaum an der Grenze
offnen lief3, einen Rentner, der sich nach dem sozialistischen Regime sehnte,
weil er in diesem Regime geachtet wurde, usw.

Die andere Mdglichkeit ist, als Diskussionsteilnehmer in die Rolle einer rea-
len Personlichkeit zu schliipfen, deren Lebenslauf den Lernenden bekannt sein
muss (z. B. Wilson Churchill, Maria Theresia, Greta Thunberg) damit sie deren
Entscheidungen und Handlungen auch vor anderen verteidigen konnen. Diese
Form der Diskussion mit wichtigen historischen bzw. gegenwartigen Person-
lichkeiten ldsst sich zu jedem aktuellen gesellschaftlichen, aber auch histori-
schen Thema veranstalten.

Weitere Moglichkeiten der Aktivititen, die bei verschiedenen Themen benutzt
werden konnen, sind z. B. das Verfassen eines eigenen Blogs, die Aufnahme
eines Podcasts oder One way Videos (d. h. Aufnahmen, die nur einmal gedreht
werden diirfen).

4 Die Fahigkeiten des Lernenden bleiben auf einem niedrigen Niveau und entwickeln sich nicht weiter.
Dieses Niveau ermdglicht zwar sehr oft Kommunikation, die Kommunikation ist aber fehlerhaft. Die Fehler
entstehen sehr oft durch Interferenzen aus der Muttersprache und werden wiederholt.
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Nicht zu unterschéitzen ist auch das personliche Interesse der Lernenden. Die
alternativen Aktivitaten, die die Lehrkraft selbst vorschlagt oder mindestens
zuldsst, ermoglichen den Lernern ihr Lernen selbst zu steuern.

4 Schlussfolgerung

Der vorliegende Artikel stellte die Phasen der Wortschatzvermittlung mit passen-
den Lernaktivititen dar. Eine gut gewahlte Lernaktivitdt unterstiitzt den sich ge-
rade abspielenden Vorgang der Wortschatzvermittlungshase und erhoht die Effek-
tivitat der Wortschatzvermittlung.

Der Einklang zwischen den Lernaktivititen und den Vermittlungsphasen ist aber
nicht das Einzige, was dabei helfen sollte, dass die Lernenden 70% des neuen
Wortschatzes in der ersten Woche nach seiner Einfithrung nicht vergessen. Ge-
nauso wichtig ist ein Gesprach tiber Wortschatzaneignungstechniken, die sowohl
im Unterricht als auch zu Hause probiert werden konnen. Ein solches Gesprach
unterstiitzt die Lernenden dabei, Verantwortung fiir ihr eigenes Lernen zu iiber-
nehmen und gibt ihnen effektive Mittel, wie sie ihr eigenes mentales Vokabular
aufbauen koénnen.
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Némcina historickych prameni na Filozofické fakulté
Univerzity Karlovy

Helena Hasilova

Sviij prispévek bych rada uvedla povzdechem, Ze soucasni maturanti (a to i v pii-
padé, Ze Uspésné absolvovali maturitu z némeckého jazyka) maji stejné jako celd
soucasna populace v Ceské republice velmi nizkou troven znalosti némeckého
jazyka, z ¢ehoZ profituji mimo jiné vSechny dobré agentury zprostiedkujici po-
maturitni vyuku firemnich a individualnich kurzti némeckého jazyka. Neni zcela
jasné, pro¢ tomu tak je, protoze vétSina minulych generaci, véetné obyvatelstva,
které univerzitnim a mnohdy ani stfedoskolskym vzdélanim neproslo, timto ja-
zykem pomérné dobfe vladla. Divodem miize byt vSeobecné propagovana idea
0 nezastupitelné roli angli¢tiny, nedobra uroveni byt velkého mnoZstvi ulebnic,
nebo nevhodna politika feditelti $kol pti vybéru uciteld.

Nas prispévek se ovSem chce zaméfit na to, jakym zplsobem ma ucitel némciny
filozofické fakulty pracovat se studenty, ktefi obvykle nevlddnou némcinou ani na
urovni B1 a ktef{ jsou prijati do prvniho ro¢niku studijniho programu archivnictvi
a pomocné védy historické. Jak s nimi pracovat, aby na konci bakalarského studia
byli schopni jednak slozit zkousku B2 podle SERR, jednak, a to je z hlediska jejich
oboru daleko diilezitéjsi, aby mohli v archivu ¢ist a prekladat stredovéké prameny
a mohli byt nidpomocni v tomto ohledu uZivatelim archivu - historikiim, lidem
sestavujicim svij vlastni rodokmen, hledajicim spravedlnost z hlediska jejich by-
valého majetku a majetku celych rodin.

Pripravit studenty ke sloZeni zkousky B2 podle SERR je schopno kazdé dobte
fungujici jazykové centrum nebo jazykova Skola, at se jedna o jazyk anglicky, né-
mecky nebo dalsi. Ale metodika vyuky stredovéké a rané novovéké némciny zatim
vypracovana neni a z hlediska mnohych didaktikd se v tomto ptipadé vzdélavani
jedna pouze o jazykovou vychovu smérujici k drovni B2-C1 s profesnim zamére-
nim. Malokdo z uciteld ostatnich cizich jazykt (ale i uciteld némeckého jazyka) si
ale umi viibec predstavit text psany gotickym pismem ¢i kurentem, text stredove-
ky nebo novovéky, se kterym je absolvent oboru archivnictvi ve své odborné praxi
konfrontovan.

Nase zemeé je specificka tim, Ze se v rodinach i ve vefejném a hospodarském Zzivoté
setkavali Ce$i a Némci. A v archivech se dnes tudiZ prolinaji ¢eské a némecké
prameny. Z toho vyplyva nepominutelné dilezita role vzdélavat archivare tak, aby
byli schopni tyto prameny rozklicovat a zpristupnit badatelim. Navic je tfeba do-
cilit u studentti schopnosti velkého stupné jistoty a presnosti ¢teni s porozuménim
téchto textl, nebot mnohdy i nepatrni nedokonalost miiZze ovlivnit dal$i, mnohdy
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i soudni, jednani souvisejici napriklad s dédictvim nebo restitucemi. OvSem ani
produktivni dovednosti (obzvlasté psani) nemohou zistat stranou, protoZe se na
archivy obraceji potomci v Cechach diive Zijicich obyvatel a ti si zadaji vyklad
archivalie v cizich jazycich a podle informaci pracovnikd badatelen v prazskych
archivech poptavka po regestech v némciné vyrazné prevysSuje poptavku po re-
gestech v jinych jazycich.

Tuto zdanlivé neresitelnou situaci se rozhodl resit tym spolupracovnikd katedry
archivnictvi a pomocnych véd historickych FF UK pod vedenim doc. Ebelové, ktery
oteviel kurz celoZivotniho vzdélavani (CZV) s nazvem Némcina pro archivni a bada-
telskou praxi, jenz je urcen studentlim archivnictvi, ale i Siroké odborné verejnosti,
véetné zajemcu z rad studentli Univerzity tretiho véku (U3V).

Na rozdil od béznych kurzi némciny v ramci studia je zde mozno se skute¢né
intenzivné zamérit na dovednosti a s nimi spjaté gramatické struktury a lexikalni
komponenty, které absolventi budou opravdu potiebovat a nezabyvat se elemen-
ty podle velmi vSeobecné a Siroce pojatého Spole¢ného evropského referen¢niho
ramce pro jazyky, z nichZ nékteré jsou opravdu pro danou cilovou skupinu uzi-
vateld jazyka (pracovnikl v archivech) marginalni. Pfipomenme v této souvislosti
témata aktualné predepsanad pro kurzy némciny Jazykového centra FF UK, jako
napt. psani zZivotopisu, vypravéni déje filmu, komentar graft a statistik, pojednani
o cestovani a vztazich mezi lidmi nebo popis mistnosti ¢i hovofeni o neredlnych
déjich. O prevadéni nominalnich vazeb na verbalni nebo infinitivnich vazeb na
vedlejsi véty apod. ani nemluve.

Jako vyucujici a iniciatorka vzniku tohoto kurzu bych se chtéla podélit o své zku-
Senosti, jak postupuji v téchto profesné zamérenych kurzech, aby i v soucasnych
neutéSenych podminkach bylo moZno pfijatelné jmenované drovné znalosti a do-
vednosti u student dosahnout.

Po celou dobu kurzu je tfeba mit na zreteli nasledujici:

Uvodem je vhodné piehledné provést zopakovani, doplnéni a ¢asteéné i ,dovysvét-
leni“ zakladnich gramatickych a jazykovych konstrukei tak, aby frekventanti za po-
moci slovniku byli schopni porozumét vypovédim pronesenym ¢i prectenym v in-
dikativu prézentu, préterita a perfekta, a to v aktivu i pasivu. Tyto gramatické kon-
strukce je tfeba predstavovat a cvicit na slovni zasobé a vétach z oblasti tématikou
modernich déjin pocinaje a prechazeje co do volby texti plynule k obdobim star-
$im. Ddle je tfeba od samého pocatku zaradit sezndmeni s praci se slovniky, a to
nejen soucasného jazyka. Studenti museji mit prehled o tom, které slovniky jsou
v kterych knihovnach, pripadné a zejména pti on-line vyuce, které slovniky jsou
k dispozici v elektronické formé. Studenti se timto postupem seznamuji prakticky
se slovni zasobou jednotlivych historickych obdobi, pficemz ovSem nesmi chybét
doplnéni vykladu vyvoje historické mluvnice ze strany ucitele nebo alespon dopo-
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ruceni prehledu vyvojovych tendenci, které jsou v sekundarni literatute, ale i na
mnohych mistech dostupné on-line. Toto je mozné zaradit soubézné s nacvikem
produktivnich dovednosti jiz na arovni B1. Napriklad pri nacviku psani pojednani
o oblibené historické epoSe nebo shrnuti obsahu historického textu precteného
v némciné nebo i v jiném jazyce. Pti analyze, vysvétlovani a diskusi o formdlnich
nedostatcich vyprodukovaného textu mezi ucitelem a samotnymi studenty mezi
sebou je mozno opakovat a upevnovat jiz vysvétlené gramatické a lexikalni struk-
tury. Na takovyto pisemny referat miize student navazat referatem ustnim, v némz
bud’' shrne hlavni myslenky, nebo se zaméri na jeden z aspektl. Studenti si témata
voli sami, logicky si tedy zvoli téma sobé blizké. Tim je zarucena jejich vysoka
motivace a zaujeti. V ramci prezentace provadéji studenti ve skupiné seznameni
s uzitou slovni zasobou, a to v Gstni i psané podobé (k tomuto prispivaji studenty
oblibené powerpointové prezentace).

Cilem je dosazeni nasledujicich jazykovych dovednosti:

Dovednosti receptivni

U nacviku ¢teni s porozumeénim je tieba rozliSovat rtizné druhy ¢teni podle tcelu.
Jednak musi absolvent oboru archivnictvi na zakladé globalniho ¢teni umét zhruba
rozklicovat obsah némecké archivalie, coz postacuje pro ucel evidence archiva-
lif s uvedenim obsahu, ale student musi byt vybaven i schopnosti pomérné po-
drobného a ptesného prekladu textu jdouciho ruku v ruce také s paleografickym
prepisem. Je jeSté tieba pripomenout, Ze v tomto kurzu je vénovdna pozornost
i souCasnym odbornym historickym textim, protoze se zde nékteri studenti pri-
pravuji na zkousku B2. OvSem nad ramec této zkousky je tfeba seznamit studenty
s moznostmi, jak je mozné porozumét tvarim narecnim, ¢i jak urcit hodnotu mér
a vah, které se v rtiznych obdobich v Cechach a na Moravé uzivaly.

Poslech s porozuménim se stava aktualnim u nékolika malo absolventd, ktefi se
vydaji na védeckou drahu, a pocita se s tim, Ze budou tcastni zasedani v némciné,
i kdyz vétSina konferenci predepisuje jako konferen¢ni jazyk angli¢tinu®. Ale pro
praci v archivu je tfeba pripravit absolventy v prvni fadé na situaci, kdy museji
reagovat na telefonické nebo primé dotazy badatell, coZ samoziejmé predikuje
porozuméni kladenému dotazu.

Dovednosti produktivni

Co se ustnich komunikatl tyce, je stéZejni nacvik ustniho referatu s naslednou
diskusi a dale seznameni budoucich pracovnikli v badatelnach se zpisobem tstni
komunikace s némeckymi badateli. Pfi tom je tfeba se zamérit na komunikaci

1 Naprosto nelogicky i v pripadé, Ze ucastnici pochazeji z némecky mluvicich zemi, coZ je v posledni dobé
kvtli nejasnostem v terminologii samotnymi némeckymi jazykovédci kritizovano.
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pri vyhledavani archivalii, pfi urCovani ceny kopii, na chovani v badatelné a na
informace o moznostech zasilani kopii ve formé papirové nebo elektronické.

Pro tento kurz ma vyznam zatazeni nacviku prezentace odborného referatu s na-
slednou diskusi, protoze se jedna o vyznamnou produktivni dovednost a také pro-
to, Ze se jedna o aktivitu vedouci k volnému vyjadfovani myslenek v komunikaci,
o rozsirovani slovni zasoby ani nemluvé. A to i za predpokladu, Ze jsme si védomi
toho, Ze ne vSichni absolventi oboru archivnictvi a pomocnych véd historickych
maji védecké ambice, a budou své myslenky v némciné prezentovat. Zatrazeni téch-
to aktivit do vyuky vede i k prirozené komunikaci o jednotlivych historickych
tématech, pfi nichZ dochazi k vyjadrovani nazort celé skupiny.

K nacviku ustniho referatu, jak jiz bylo zminéno, lze pristoupit ihned po tivodnim
shrnuti némecké gramatiky na uvod kurzu, a to jiz na urovni B1 podle SERR. Stu-
dent po vzoru prectenych textd produkuje jednoduché vyroky o historické epose,
udalosti ¢i osobnosti, nebo shrne hlavni myslenky precteného textu, kdy nemu-
si byt podminkou, aby text, ktery je komentovan, byl nutné studentem precten
v némciné. Za pozitivni povaZujeme i prirozenou napodobu jazykovych struktur.

Kromé nacviku ustniho referatu je tfeba dale seznamit posluchace se zdvorilost-
nimi formami pro styk s badateli. Za timto Ucelem je nejefektivnéjsi sestaveni
modelovych dialogili a jejich nacvik v parové a skupinové komunikaci.

Co se produkce pisemnych texti tyce, je jednou ze soucasti kurzu zformulovat
pisemny referat (esej), coz je také jednim z poZadavkl pro slozeni zkousky B2,
ale dtlezitéjsi je nacvicit psani regestii v némciné, protoZe si je zadaji i archivy
na némecky mluvicim Gzemi. Mnohdy je nutno poridit preklad listiny do CeStiny
a jesté dale i do soucasné némciny. V neposledni fadé je nutno nacvicit schopnost
odpovédét na pisemny dotaz tazatele v némciné. Priprava na pisemnou komuni-
kaci v archivu s tazateli a badateli z Némecka, Rakouska ¢i Svycarska se stava
bezpodminecnou soucasti kurzu, protoZe k psani emailG v némciné bude archivar
nucen pristoupit zcela urcité ve svém pracovnim, ale i soukromém Zivoté.

Vyznamnou dovednosti, kterou v kurzu nacvi¢ujeme, je psani regesti, to zname-
na strucného shrnuti obsahu archivélie. Je to pro studenty casto problematické,
a to jak v némcing, tak Cestiné. Dotazem sméfujicim ke studentim, pracovnikiim
archivu Statniho oblastniho archivu v Praze, ktefi studovali obor na riiznych uni-
verzitdch Cech a Moravy, i k vedouci katedry archivnictvi a pomocnych véd histo-
rickych jsme zjistili, Ze psani regesti je nacvicovano pouze okrajové pti hodinach
diplomatiky a slouzi hlavné ke zjisténi pochopeni textu u studentd, nez Ze by byla
vypracovana a uZzita metodika jeho produkce. Absolventi oboru archivnictvi se
vyjadiuji v tom smyslu, Ze ,snad u jedné listiny zkouseli regest vytvorit a potom
s nimi prisli do styku hlavné pfi psani seminarnich praci jako uZzivatelé“. Psani
novych regestt je tedy vétSinou pouhou napodobou regestli produkovanych pred-
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chidci. V archivech regesty vytvari pracovnik, jehoZz funkce je oznacovana jako
zpracovatel archivni pomucky (napriklad inventarte). Pripadné, pokud jsou listiny
zvetejiiovany napriklad na virtualnim archivu Monasterium, vytvari je osoba, kte-
ra je ,projektem na tuto ¢innost najata“. A také pro tyto pracovni pozice studenty
vychovavame.

Pro zajemce budiz uvedeno, Ze norma pro psani regestu je k nalezeni v materialu
Zakladni pravidla pro zpracovani archivalif?, ktera ale pro nase ticely neni pouZi-
telna.

Pokud nechame studenty produkovat regest bez cilené ptipravy, ukazuje se, Ze
studenti nejsou spravné vedeni ke kondenzaci textd, coz je s podivem, protoZe
v sylabu jazykovych center byva uveden jako jeden z bodd psani resumé, coz je
slohovy utvar velmi obdobny.

Uvodem je velmi vhodné uvést definici tohoto slohového titvaru. Za timto ucelem
uzivdm heslo z Ceské terminologické databaze knihovnictvi a informacnich véd
(TDKIV).3

Protoze se jedna o kurz némciny, je velmi vhodné seznamit studenty i s némeckou
verzi vysvétleni*.

Pro ilustraci uvadime ukazku archivilie zcela béZzného typu text, s jakymi jsou
archivari ve vyuce a posléze pii své vlastni praci konfrontovani.

Je to dopis kralovny Zofie Bavorské, vdovy po ¢eském krali Vaclavu IV, ktery ode-
slala za svého pobytu v Bratislavé svému bratrovi Arnostovi do Mnichova. Vyda-

2 Michal Wanner, Zdkladni pravidla pro zpracovani archivalii, Odbor archivni spravy a spisové sluzby MV,
Praha 2015.

3 ,Regest je kratké shrnuti listiny ¢i jiné pisemnosti, a to jak za védeckym, nebo trednim tcelem. Podle
rozsahu se rozliSuje regest zahlavni (inventarni zdznam) a nahradni (katalogiza¢ni zdznam). Zahlavni
je kratsi, obsahuje jen kratkou zminku o pofizeni, pfi pouziti v edici prameni Casto za timto regestem
nasleduje listina v plném znéni. Nahradni navic obsahuje vS§echna mistni jména, plné tituly apod.”

4 ,Als Regest bezeichnet man in der Geschichtswissenschaft die Zusammenfassung des rechtsrelevanten
Inhalts von Urkunden des Mittelalters und der Frithen Neuzeit. Unter dem Plural Regesten versteht man
auch eine besondere Publikationsform, die Urkunden eines Ausstellers, einer Provenienz oder eines Betre-
ffs - geordnet nach Datum - nachweisen und mit inhaltlichen Zusammenfassungen, Nachweisen iiber die
Uberlieferung und quellenkritischen Hinweisen erginzen. Vom Umfang her unterscheidet man zwischen
dem Kopfregest oder Kurzregest, das Aussteller, Empfianger, Ort und Datum einer Urkunde sowie eine
kurze Zusammenfassung ihres rechtlichen Inhalts enthélt, und dem Vollregest mit einer ausfiihrlicheren
Beschreibung des Rechtsinhalts unter Nennung aller genannter Namen, teils einschliefdlich der Zeugen.
Auch Hinweise zur Art der Beglaubigung sowie eine Zusammenfassung der Narratio kdnnen in einem
Vollregest enthalten sein. Kurzregesten erscheinen iiblicherweise in Urkundeneditionen vor dem eigent-
lichen Text der Urkunde, wahrend Regesten im Sinne der Publikationsform normalerweise Vollregesten
enthalten.” (Hanns Leo MikoletzKy: Regesten und Regestentechnik. In: Anzeiger der Osterreichischen Aka-
demie der Wissenschaften. (= Philosophisch-historische Klasse. 87) 1950, s. 240-254.)
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Obr. 1: Zofie 27

vV

vatelem listu psaného 21. prosince 1424 je mélnicky probost Zikmund z povéreni

kralovny (Ad mandatum Regine Sigismundus etc.).

Pro Ctenare, ktefi nejsou zbéhli ve Cteni stiredovékych text(i, a neni jim na prvni

dna o list z 21. prosince

nme, Ze se je
1425 a kralovna zde oznamuje Vilémovi, Ze chce Zikmund konat osm dni po

v

Vv

Hromnicich (10. dnora) FiSsky sném ve Vidni a tam se chce sejit s nim i dalSimi

pohled zfejmy ani priblizny obsah textu, dopl

137



kurfifty, vévody i zastupci mést. Kral Zikmund ma byt na Vanoce v Bratislavé, kde
chce stravit celé svatky, a zfejmé tam setrva az do Hromnic a bude se pripravo-
vat na sném. V souladu s tim, jak mu jiZ psala prostrednictvim jejich pribuzného
Friedricha, se chce Fidit jejich radami, a proto také psala vévodovi Arnostovi. Zada
Viléma, aby spolu s ArnoStem za ni prijeli do Bratislavy jesté pred Hromnicemi
a pred prijezdem kurfirtd, coz by ji prineslo mnoho uZzitku, nebot’ by s jejich po-
moci doresila svoje zalezitosti. Na zavér vyjadiuje svou domnénku, Ze je mozné,
Ze kdyzZ prijedou, bude se kral obavat, aby na ného nezalovala, a tim diive bude
dosazeno dohody o vyrovnani.

Podivejme se bliZe na to, jak studenti museji k textu pristoupit: Nejprve musi pro-
vést paleograficky prepis. Na to jsou studenti na své matei'ské katedie pomérné
dobfte pripravovani, i kdyZ i zde je mozné na zakladé rozklicovani vyznamu mnohé
prepisy prepracovat nebo upresnit. Naptiklad pri prepisu tohoto textu zameénila
studentka archivnictvi na 5. fadku im za spravné nu, neoddélila jednotliva slova
u zudemselben, coz ji posléze ztiZilo preklad, na 10.adku zaménila wns ,uns -
nam"“ za wers ,ware es - bylo by“ a hilff za hulff, coz ji jiZ vyznam posunulo
velmi. Dale ji zcela vypadla predlozka mit pred vazbou handeln wellen noch allem
vns[erJemvormugen. O tom, Ze se studentka neinformovala dobie ve slovniku o vy-
znamu slova, svédci uvedeni tvaru schnist namisto bézné uzivaného schirist ,so
schnell wie méglich - co nejrychleji“ (radek 13).

Regesty v Ceském a némeckém jazyce, které k tomuto textu studentka odevzdala,
vypovidaji mnohé o nastinéné problematice. Jednak doslo k nedplnému porozu-
meéni textu, coz prameni hlavné z nespravné urceného vyznamu slova tag, kdy
pohledem do slovniku neni obtizné urcit, Ze kromé vyznamu , Tag - den” oznacuje
ve stiedovéku toto slovo také ,Tagung - jedndni, sném" Timto zdanlivé ne tolik
vyznamnym rozdilem v chdpani vyznamu jednoho slova ale vypadla z regestu
vyznamna obsahova cast.

Regesty - studentské prace:
V Cestiné:
PreSpurk, 21. prosince 1425

s N~z

Zofie Bavorska 74ad4 svého bratra (Viléma), aby pfijel stejné jako jejich bratr
(bavorsko-mnichovsky vévoda) Arnost ke krali, ktery bude jiz na Vanoce vPrespur-
ku a chystd se tam setrvat, aby mohli skrdlem projednat jistou zaleZitost jesté
dfive, neZ ve stanoveny ¢as - na Hromnice - prijedou kurfifti a ostatni kniZata,
jak bylo kralem drive urceno.

V némdciné:
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Prefdburg, 21. Dezember 1425

Sophia von Bayern bittet ihren Bruder (Wilhelm), wie ihren Bruder (Herzog von
Bayern-Miinchen) Ernst, zum Konig zu kommen, der zu Weihnachten in Prefsburg
sein und dort bleiben wird, damit sie eine bestimmte Angelegenheit mit dem Koé-
nig besprechen konnen, bevor die Kurfiirsten und andere Fiirsten in der bestimm-
te Zeit - auf dem Lichtmess - kommen, wie es vom Konig festgelegt war.

Regest v némciné se vyznacuje spravnym jednoduchym vyjadienim (aZ na jiz jme-
novanou chybéjici ¢ast) obsahu listu. OvSem z formy je patrnd nejednotnost pfi
oznacleni zicastnénych osob (jednou je v zadvorce jméno, podruhé titul), nedostat-
ky v koncovkach a volbé predlozek.

Jak je vidét z tohoto textu, vyznacuji se stiedovéké i novovéké texty volnym faze-
nim mysSlenek za sebou bez radnych (z dnesniho pohledu odpovidajicich) spojo-
vacich vyrazi, coz ztéZuje pochopeni a vyvolava na nékterych mistech i moznost
vicerého vykladu vyznamu. Studenty je tfeba upozornit i na ¢asté elipsy nékterych
podstatnych vétnych clent.

Psani regestu vychazi z dobrého pochopeni zpracovavaného textu. Po této ,pfi-
pravné” fazi se nam osvédcilo napsani regestu v materstiné studentd, tedy piede-
vSim v Cestiné. Je to vhodné z diivodu leps$i moznosti kontroly némeckého regestu
ucitelem. Na druhou stranu zlstava otazkou, zda timto nemuiZe dochdzet k inter-
ferenci z CeStiny. Ale bez ceské verze nékdy ucitel jen téZko porozumi studentove
Zameru.

Jako dalsi krok pri ptipravé na tuto produkci se ndm osvédcilo zopakovani ves-
kerych gramatickych jevii od koncovek adjektiv, substantiv, tvari minulych cas,
pasiva pres nominalizaci a verbalizaci s prihlédnutim ke slovoslediim a upozorné-
ni na nutnost uzivat soucasnou pravopisnou normu.

Dal$im dilezitym upozornénim je, aby se studenti nenechali ovlivnit historickou
slovni zasobou a neuzivali archaismy a dnes jiZ neuZivand slova v soucasném
textu, kterym regest je. Studenti si musi uvédomit, Ze i néktera slova, kterd ze
soucasného jazyka znaji, mohla zménit svilij vyznam, a tudiZ se musi prekladat
jinak. Takovym piikladem je mimo jiné stfedohornonémecké slovo arbeit, které
v té dobé znamenalo ,Miihe - snaha, Usili“ a neni ho mozné dnes prekladat ve
vSech kontextech jako ,Arbeit - prace”.

Z dalsich frekventovanych nesrovnalosti, které je tieba eliminovat, je moZno jme-
novat (priklady pochazeji ze studentskych regestii odevzdanych v minulém skol-
nim roce):

- nespravné uzivani ¢lend nebo jejich uplné vypousténi (zde se jedna ziejmeé
o interferenci z Cestiny) Auf Schloss namisto auf dem Schloss ,na zamku“
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- uziti chybnych slovesnych tvard, jako napt. Karl befehlt pro Karl befiehlt - ,Karel
rozkazuje“

- uZit{ tvaru substantiva bez koncovky: Ich habe den deutschen Name von Trutnov
verwendet.
Ich habe den deutschen Namen verwendet. - ,UZil jsem némecké jméno pro Trut-

«

nov.

- nespravna volba predlozky Am 17. Februar 1484 ist bei Vladislav in Trautenau
Friedrich von Schumburg gekommen, — namisto Am 17. Februar ist zu Vladislav in
Trautenau Friedrich von Schumburg gekommen. - ,17. inora priSel k Vladislavo-
vi v Trutnové k Vladislavovi Fridrich ze Sumburka.”

- uziti slova z ptivodniho textu v regestu, pricemz dnes ma slovo jiny vyznam
In dem zweiten Brief schrieb der Kénig Ladislav zu dem beriihmten Hans von
Trautenau - namisto dem schon genannten (berithmt ma dnes vyznam ,slavny“)

- uzitl neurcitého ¢lenu u fadové c¢islovky namisto ¢lenu urcitého hat einen drit-
ten Brief gezeigt pro hat den dritten Brief gezeigt - ,ukazal tfeti dopis*“

- uziti archaické predlozkové vazby napt. zu Trautenau namisto in Trautenau -
v Trutnove®,

- psani malého pismene u substantiv von kénig Wladislaus namisto von Konig
Wiadislaus - ,od krale Vladislava“

- prohresek proti spravnému slovosledu, jako napt. Wenn Balduin in einem ande-
ren Fall
als dem Krieg mit Bayern Hilfe braucht, er zahlt die Kosten - namisto zahlt er die
Kosten.

- ackoli je moZné vést diskuse o volbé uziti ¢eskych ¢i némeckych podob vlast-
nich jmen anebo zachovani podob jmen vyskytujicich se v historickych prame-
nech v regestech, existuji pripady, kdy je uziti ceské podoby vyloucené. Jako
napriklad u regestu k pramenu, kde vystupuje Ulrich von Hanau. Student se-
minaie se uchylil k nasledujicim formulacim: Der rémische Kaiser Ludvik verp-
fidndet die Einwohner und die Stadt Geylehnusen den Adligen Oldiich von Hanau
und seinen Erben als Belohnung ...Die Einwohner der Stadt sind Oldrich treu, bis
das Versprechen aufgehoben wird.

I kdyZ to nebylo pGvodné predvidano, ukazalo se v dobé koronavirové krize,
Ze je tento kurz velmi vhodny i pro on-line vyuku.

Jednak proto, Ze jsou mnozi Ucastnici kurzu studenty distan¢nich studijnich pro-
graml a musi promyslené délit sviij ¢as mezi ,pracovni“ a ,studijni“ a jednak
i proto, Ze ma-li byt intenzivné pracovano s historickym textem, je k tomu treba
nalezitého klidu. Kazdy student jako individualita potiebuje rtizné dlouhou fazi
pripravy a také si mtlize vybrat denni ¢i nocni dobu pro optimalni koncentraci.
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Kromé nékolika opravdu nutnych kontaktnich hodin je totiZ mozné pracovat
distanc¢né, na dalku, on-line.

Kurz je tedy on-line organizovan tak, Ze je ivodem urceno nékolik kontaktnich
hodin, kdy se celd skupina ,sejde” ptes ZOOM a zde ucitel vylozi opérné body
z hlediska gramatiky a zada tkoly. Vyborné se hodi texty ke ¢teni s porozuménim
s ukoly typu ,Prifad’te nadpisy k odstavcim®, ,Urcete, které z vypovédi odpovidaji
obsahové prectenému textu®, ,shrite kratce obsah® pripadné dopliovaci cviceni
na lexikalni ¢i gramatické jednotky. Ucitel mlzZe na emailem zaslana reSeni kratce
a jednoduse reagovat a student pripadné nedostatky opravi. Oblibené pro distanc-
ni praci jsou prehledy frazi pro komunikaci v archivu, némeckych vyrazi z oblasti
mér a vah, dataci, némeckych nazvi ceskych mést, vesnic ¢i rek, které ucitel zasle
studentiim jen ¢astecné kompletované a studenti za pomoci doporucené literatu-
ry, internetu, vlastnich pozorovani nebo i za pomoci dotazi v archivech v Cesku
i Némecku a Rakousku dopliiuji vyrazy a nazvy. V jednom z tivodnich kontaktnich
setkani je vhodné dale vybrat a zadat témata pro referaty. Referaty je tfeba nej-
prve vypracovat pisemné a poté, co ucitel text opravi a zaSle studentovi zpét, je
mozné, aby byl pronesen v kontaktni hodiné referat ustné. K tomu je velmi vhodna
powerpointova prezentace s uvedenim stéZejni slovni zasoby, protoze toto slouzi
celé skupiné k rozsiteni slovni zasoby. V tomto bodé je tfeba upozornit na velkou
nutnost dodrZeni ¢asu urc¢eného pro jednotlivé prezentace, protoZe se studenti
musi nutné vystridat a je bezpodminecné nutné vysettit i chvilku na naslednou
diskusi.

Ta cast kurzu, kdy se némecké texty prevadéji do soucasné némciny ¢i prekladaji
do Cestiny (mnohdy se na prani studentti provadi i paleograficky prepis), se pro
on-line vyuku primo nabizi. Studenti svou verzi poSlou uciteli a ten ji (pravdou je,
Ze mnohdy i opakované) opoznamkuje. Nékteré body prekladu ¢i sporné ¢asti lze
prohovofit v nékteré z kontaktnich hodin.

Pokusila jsem se v tomto prispévku shrnout své dlouholeté zkusenosti i zkusenosti
z doby zcela neddvné (koronavirové) z vyuky némeckého jazyka pro katedru ar-
chivnictvi a pomocnych véd historickych na FF UK v Praze. Snad budou uzite¢né
a inspirativni i pro dal$i némcinare.
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Jak studenti ceskych vysokych Skol pristupuji ke
studiu

Approaches to study in the Czech university students
Ivana Micinova

Abstrakt: Cilem této prehledové studie je identifikovat, jaké oblasti zkoumani pristupt k vy-
sokoskolskému studiu jsou v ¢eském badatelském prostiedi tematizovany v letech 2010-2020
a jaké vysledky prinaseji pro zkvalitiiovani vyuky na vysokych Skolach. Zachycena témata se
vénuji adaptaci studentli prvnich ro¢nik na naroky vysokoskolského studia, problematice
organizace vlastniho studia a postojli k samostudiu. Dals{ oblasti zdjmu jsou preference vy-
uzivani studijnich materiald, prezentace uciva a forem vyuky. Zrcadlenim studijnich pristupt
je 1 analyza zpracovani diplomovych praci a koncepce statni zkousky. Vysledky dil¢ich studii
jsou ukotveny na pozadi zpravy EUROSTUDENT VI a reflexe vyuky zacinajicich vysokoskol-
skych pedagogii. Celkové prinaseji sice dil¢i, ale zarovei velmi detailni sondy, které usnadnuji
porozuméni tomu, jak soucasni studenti pristupuji ke studiu v konkrétnim kontextu vysoko-
Skolského studia. V zavéru prinasi studie prehled témat, jimZ by se mohl vénovat pristi vyzkum
v oborovych didaktikach.

Klicova slova: pedagogicky empiricky vyzkum, pristupy ke studiu, studijni chovani, vyuka na
vysokych Skolach, vysokoskolské studium

Abstract: The aim of this study is to identify what areas of approaches to study in higher
education have been explored in the Czech research context between 2010 and 2020 and what
outcomes have been brought for the enhancement of quality of teaching in higher education.
The researched texts deal with the adaptation of first year students to the demands of uni-
versity study, organization of study and attitudes to self-study. Another area of interest is the
preferences of study materials usage, presentation of the subject matter and forms of teaching.
Approaches to study are also reflected in how students go about writing their Master’s theses
and how the final exams are conceived. The results of the extant studies are grounded in the
context of the EUROSTUDENT VI report and university teachers’ reflections of their own teach-
ing. Together they develop a partial, but somewhere deep understanding of how the current
students approach their study. The conclusion gives an overview of suggested topics for future
research in disciplinary didactics.

Key words: pedagogical empirical research, approaches to study, study behaviour, teaching in
higher education, higher education study

1 Uvod

Porozuméni tomu, jaké maji soucasni studenti postoje a motivaci ke studiu a jaké
strategie vyuzivaji pro uspésné plnéni pozadavki studia, je klicovym predpokla-
dem pro praci vysokoskolského ucitele, ktery jim umozni vytvairet podminky pro
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kvalitni vyuku a formovani zdravych studijnich postoji a navyki u studenti (Ma-
res, 1998).

Jak si v§ima ve své koncepcni studii Kasikova (2015), vysokoskolské pedagogice
a didaktice chybi empirické studie samotnych procesti vyuky a studia, bez nichz
neni moZné, aby vznikaly monografie, které se vyrovnaji tém zahrani¢nim jak $ir{
témat, tak hloubkou pohledu, a které by mély realné ambice ovliviiovat kvalitu
vyuky na vysokych Skolach.

V této situaci se jevi jako dilezité vytvorit prehledovou studii, ktera by shromazdi-
la a zhodnotila impulzy pedagogickych empirickych vyzkumi z oblasti vysokoskol-
ské vyuky za posledni dekadu, tedy mezi lety 2010 az 2020. Vybér obdobi je veden
uvahou, Ze jde nejenom o obdobi po zavedeni Bolonské umluvy do praxe ceskych
vysokych $kol, kdy se ,uzaviela“ etapa jejich transformace a prohloubila integrace
do mezinarodnich védecko-vyzkumnych struktur, ale zaroveii doslo k intenzivni
genera¢ni obméné a proméné akademického diskurzu (Sima, 2011).

Konkrétné jde v této prehledové studii o tato zjisténi:

1. Jaké oblasti zkoumani pristupt ke studiu, studijniho chovani a metod vysoko-
Skolské vyuky jsou v ¢eském badatelském prostredi tematizovany?

2. Jaké vysledky ptinaseji pro daldi smérovani ke zkvalitiiovani vyuky a vzdéla-
vani na vysokych skolach?

Pomoci vysledki této studie bude mozné popsat mozaiku vyzkumného pole pti-
stupl vysokoskolskych studentl ke studiu a vzajemnou komparaci posilit nebo
upresnit vyvozené zaveéry. Neméné zajimavé bude sledovat, kterd témata jsou
v ¢eském empirickém vyzkumu, opomijena, prestoze v globdlnim i evropském
kontextu se jim vénuje intenzivni pozornost, a tim nasmérovat ptipadné zajemce
o tuto problematiku k dal§imu badani v oborovych didaktikach, které pomize
ovérit, nakolik stavajici modely vyuky plni sviij pfedpokladany ucel pro soucasnou
generaci student.

2 Metodologie pirehledové studie

Tvorba této piehledové studie, volba kritérii vybéru podkladl a jejich nasledné
zpracovani vychazi metodologicky z Marese (2013). Podklady k této studii pocha-
zeji z reSerse literatury z prednich ceskych publikacnich zdroji a ¢asopist, jako
je Aula, Orbis Scholae, Pedagogika, Pedagogickd orientace a Studia paedagogica od
roku 2010 do roku 2019 (s presahem do roku 2020, pokud byly ¢lanky s timto
vro¢enim jiz k dispozici). K doplnéni prehledu byla vyuzita reSerSe pravidelné
konference Ceské asociace pedagogického vyzkumu (CAPV), kterd vydavala sbor-
niky prispévkl az do roku 2015 (a poté jiZ pouze sborniky abstrakti). Kontrolou
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bibliografickych udajt ¢lankt bylo navic ovéreno, zda nejsou k dispozici dalsi stu-
die ¢i monografie k zadanému prehledu.

V souladu s doporucenimi MareSe (2013) k metodice zpracovani pirehledovych
studii, byly nékteré ziskané podklady nakonec vylouceny s ohledem na nizkou
urovei jejich metodologického zpracovani, které branilo posoudit validitu a relia-
bilitu jejich zavért, nebo ohledem na nizky podil empirického vyzkumu studie ve
srovnani s ostatnim textem.

Zaroven je tfeba vysledky této studie vnimat se vSemi omezenimi, jimiZ je tato
reSerSe zatiZena. PredevSim tato reSerSe nemize byt v Zddném ohledu vycerpa-
vajici, protoZe nezachycuje veskeré publikacni moznosti badateli, ktefi se vénuji
vysokoskolské didaktice, potazmo pristupim studentl ke studiu. Specifickou ob-
lasti jsou zcela jisté oborové didaktiky dané rozmanitosti vysokoskolskych obort
a dale publika¢ni moznosti autord v zahranic¢nich zdrojich, které nebylo v silach
této studie zachytit.

Podobné specifickou oblasti je didaktika distan¢ni vyuky a jeji podoby e-learningu
nebo blended learning, kterym se vénuje vysoka mira pozornosti jakozto silicimu
fenoménu vysokosSkolského vzdélavani. Pokryti této oblasti by stalo za samostat-
nou prehledovou studii. Podobnou oblasti by byla vyuka cizich jazyka na vysokych
Skolach pro nefilologické ucely, ktera vSak pristupy ke studiu aplikuje na specific-
kou doménu osvojovani jazyka prostfednictvim strategii uceni (Lojova a VIckov,
2011; novéji viz pirehledova studie Fiserova, 2018).

Presto lze doufat, Ze zakladni trendy v predkladaném prehledu budou dostate¢né
ilustrovat, jakym smérem se ubird vyzkum v jednotlivych oblastech vysokoSkolské
didaktiky a do jaké miry odrazi potiebu ziskat relevantni poznatky o soucasném
chovani studentd a jejich pristupech ke studiu jako zdroji poznani pro zkvalitiio-
vani vyuky.

3 Kdo jsou dnesni studenti: proc a jak studuji?

Jak studuji dnesni studenti? Jak pristupuji k plnéni studijnich povinnosti? Jak re-
aguji na rtzné formy a metody vyuky? Toto jsou zakladni otazky, na které je tie-
ba odpovédét, aby na né bylo mozné v pedagogickém procesu reagovat a zajistit
kvalitu vyuky v konkrétnich kontextech vysokoSkolského vzdélavani. Zaroven jsou
tyto poznatky vyznamné i jako zdroj komplexnich informaci pro vytvareni koncep-
ce vyuky v jednotlivych kurzech, pro jejich organizaci, rozvrzeni optimalni studijni
zatéze, volbu forem a metod vyuky i pro nastaveni podminek ziskavani hodnoceni
a napliiovani cilii stanovenych kurikulem.

Diky pravidelnému celoevropskému Setfeni EUROSTUDENT, které se opakuje kaz-
dé Ctyri roky a zabyva se vyhodnocenim postojli a zivotnich podminek studenti
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v bakalarskych a magisterskych studijnich programech, mame k dispozici boha-
ta data, ktera na mnohé vysSe uvedené otazky odpovidaji. Posledni sociologicka
zprava o tomto vyzkumu, kterou zpracoval kolektiv autorli v Cele s Fischerem
a Vltavskou, pochazi z roku 2016.! Zapojilo se do né&j 16 653 studentil z vefejnych
i soukromych vysokych skol s relativné vyvazenym podilem respondentti riznych
forem studia, véku i pohlaviz.

V této studii uvadime pouze vybrané zavéry, které souviseji s popisem chovani
studentd, s volbou studijnich strategif a jejich studijni Gsp&$nosti.> Nasim cilem je
nejprve poskytnout vstupni vhled do této problematiky, ktery se opira o kvantita-
tivni Setfeni velkého rozsahu, a poté analyzovat hlavni trendy v chovani studenti
a jejich postoji ke studiu. Na tomto zakladé dale zformulujeme nezodpovézené
otazky. Odpovédi na né budeme pozdéji sledovat v publikacich zahrnutych do
této studie, abychom zjistili, nakolik se jim dari zvolenou metodologii na nékteré
z téchto vyzev odpovédét.

3.1 Souhrnné vysledky Setieni EUROSTUDENT VI

Vybrané vysledky, jak je prezentovali Fischer, Vitavska a kol. (EUROSTUDENT VI,
2016), lze shrnout do nékolika klastri, které se soustieduji kolem problematiky
motivace ke studiu, aktivniho/pasivniho piistupu ke studiu, ochoty vénovat se
samostudiu a spokojenosti s volbou studia.

vvvvvv

nebo snaha ziskat kvalifikaci, pro nizZ je potiebné absolvovat vysokoskolské stu-
dium. Zpétné hodnoti kladné svoji volbu pouze dvé tretiny student. Pro zhruba
¢tvrtinu studentt je vyznamnym faktorem prestiZ oboru nebo $koly, finan¢ni do-
stupnost studia a Sance na prijeti.

Povazujeme za velmi alarmujici, nicméné piiznacné pro tuto dobu, Ze témér ctvr-
tina studentd v minulosti neuspésné ukoncila vysokoskolské studium kvili nespo-
kojenosti s vybérem nebo naplni studia (45 %). Podobné vysoké procento stu-
dentl uvadélo jako divod naroc¢nost studia (38 %). S kvalitou vyuky vSak bylo
nespokojeno pouze 20 % studenti.

1 Dalsi getteni EUROSTUDENT VII probéhlo opét v ¢ervnu 2019 a zprava je v pripravé. Dil¢i vysledky
jsou aktudlné k dispozici na webové strance Setteni https://eurostudent.csvsdata.cz/application.html

2 Setteni nepracovalo s piisné reprezentativnim vzorkem, ani s nahodnym vyb&rem. Studenti byli oslo-
veni prosttednictvim studijnich oddé&leni vSech vysokych $kol v Ceské republice a odpovidali na zakladé
dobrovolnosti.

3 Mezi odliSnymi typy zaméfeni Skol a mezi formami studia existuji nékdy piekvapivé vyrazné rozdily,
a proto byly pro ucely této studie vybrany priimérné hodnoty. U otazek, na které tcastnici vyzkumu mohli
uvadét vice odpovédi, se ve vysledcich uvadéji relativni Cetnosti.
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Socioekonomicky vyznamny je faktor zaméstnanosti studentl. Témér 40 % stu-
dentl v prezenc¢ni formé ma néjaky prilezitostny pracovni pomér. Divodem je po-
tireba ziskat finance k Zivobyti nebo ziskat pracovni zkuSenosti. Studenti prezencni
formy se vénuji studiu v priméru 33 hodin tydné (z toho samostudiu pouze 4
hodiny tydné), v zaméstnani travi kolem 17 hodin tydné. Témér polovina studen-
th by chtéla vice ¢asu na samostudium, druha polovina by ho chtéla vénovat na
zameéstnani.

TF Ctvrtiny studentl jsou spokojeny s materidlnim zajiSténim vyuky, ale jenom
polovina je spokojena s nabidkou pfedméti. Studenti jsou vyrazné spokojeni s vy-
ukou, ktera vyuziva interaktivni a multimedialni metody. Témér poloviné studentti
vyhovuje nebo spiSe vyhovuje prednaska s monologem, avsak pouze 35 % je spo-
kojeno nebo témér spokojeno s vyukou v systémech LMS.

Vysledky tohoto Setfeni pfinaseji mnoho podnétnych informaci, které umoznuji
lépe pochopit pristupy studentli k vysokoskolskému studiu a divody jejich cho-
vani, zaroven vSak vyvolavaji fadu dalSich otazek, které vyZaduji doplnéni a dalsi
zkoumani.

Studenti sice ocCekavaji, Ze vyuka bude mit zna¢ny interaktivni charakter, otazkou
zUstava, co vlastné pro né znamena interaktivni vyuka, zdali si pod timto pojmem
predstavuji diskusni model vyuky, tymovou a projektovou vyuku nebo vyuku do-
provazenou videi a promitanymi obrazky, jak to znaji ze zakladni a stredni Skoly.

Dalsi otazkou je realita online vyuky. Pies obrovské prostiedky a usili vynalozené
na tvorbu podpirnych nebo samostatnych kurzl prostrednictvim LMS systémi,
zpétna vazba studentli neni ani trochu uspokojiva. V oblasti vyuky prostrednic-
tvim LMS by bylo tfeba ovérit, nakolik je tato forma studia aktivizujici a nakolik je
schopna zajistit efektivni prenos poznatki, aniz by se oCekavala pouha reprodukce
uciva.

Tato zprava rovnéz nezachycuje nékteré dalsi podstatné prvky vysokoskolského
vzdélavani, jako jsou formy a metody hodnoceni, mira a zplisoby vyuzivani indi-
vidudlni podpory v podobé konzultaci, zkuSenosti s psanim kvalifika¢nich praci ¢i
zapojenim do badatelské Cinnosti a programid mobility.

4 Postoje vysokoskolskych studentii k metodam a formam
vyuky - vysledky empirickych vyzkumii

V této kapitole se budeme vénovat dil¢im vyzkumlm, které se zabyvaji otazkou,
jaké metody, formy a prostiedky vyuky studenti vyuzivaji ke svému studiu a které
preferuji. Uvodni slovo vsak patii tématu, jak se studenti ptizpiisobuji narokiim
vysokoskolského studia.
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4.1 Jak se zacinajici studenti adaptuji na vysokoskolské studium

Otazkou prechodovych strategii se zabyva Dejmalova (2015), ktera se zaméruje
na adaptaci studentd prvnich ro¢nikd bakalaiského studia na Filozofické fakulté
Zapadoceské univerzity. V souladu s vysledky ankety mezi studenty a na zdkladé
analyzy snimki studijniho tydne vidi Dejmalova naroc¢nost tohoto prechodu v ab-
senci pribézné kontroly studia, ve znacném podilu samostudia a v nepriprave-
nosti nebo neochoté prizplisobit své dosavadni studijni navyky ze stredni Skoly
narokiim vysokoskolského studia.

Ve smyslu téchto vysledki se jevi o to vyznamnéjsi vyuzivat prechodové strategie
vyuky, které castecné vychazeji ze zvyklosti stfedni Skoly, dokud se u studentd ne-
zformuji nové studijni navyky. Dejmalova zde jako priklad uvadi zahrani¢ni praci
Nounise et al. (2006, cit. podle Dejmalova, 2015, s. 61), ktefi doporucuji, aby uci-
telé strukturovali praci do mensich celkd, zadavali pribézné ukoly k samostudiu
a kontrolovali vysledky pomoci kratkych, ale castych testli. Pro absence studentt
ve vyuce navrhuji vyuZzivat studijni e-opory a dodatec¢né ukoly, kde si studenti in-
dividualné doplni znalosti. Rovnéz doporucuji, aby ucitelé pripominali pravidelné
studijni povinnosti, vysvétlovali jejich vyznam a poskytovali studenttim piiklady,
které ilustruji, kolik ¢asu a Gsili je tfeba vynalozit na splnéni tkolu.

K dalS$im prechodovym strategiim patfi i to, Ze studenti nevahaji vyuZit znalosti
skrytého kurikula, aby si vytvareli situacné-specifické taktiky, které jim umozni pl-
nit studijni povinnosti. Dejmalova ve své pozdéjsi praci cituje Ondrejkovice (1997,
cit podle Dejmalova, 2018, s. 69), ktery tvrdi, Ze studenti se k témto strategiim
uchylujf o to castéji, ¢im vice citi, Ze pracuji pod ¢asovym tlakem, kdyZ nemaiji
jasnou predstavu, co obnasSeji pozadavky hodnoceni v jednotlivych pfedmétech,
a kdy se nemohou oprit o predchozi zkusenost.

Tyto vysledKky jsou pak opakované potvrzovany zavéry obdobnych studii jak u nas,
naptiklad Smidova (2019), tak i v zahranié¢i (Kyndt et al., 2017).

4.2 Jak si vysokoskolsti studenti organizuji studium

Hloubéji se pak osobni organizaci vysokoSkolského studia zabyva opét Dejmalo-
va (2012, 2018). Na zakladé vlastniho Siroce pojatého vyzkumu dovozuje, Ze vy-
sokoskolské studium pro ¢ast studentl ,zaujima stdle mensi prostor a vyznam*
ve prospéch vlastni ekonomické aktivity, osobnich zajma a volnocasovych aktivit
(2018, s. 68). Vysledky kvantitativné-kvalitativniho vyzkumu ziskané analyzou stu-
dijnich plant, dotazniki a rozhovori se studenty na FF ZCU ukazaly, Ze naroky na
samostudium a jeho formy se lisi podle oborti a jsou podchyceny i ve studijnich
planech.
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Naptiklad studenti filologického oboru preferuji kontaktni vyuku* a samostudium
se odehrava predevsim v prostiedi informacniho systému. Naopak studenti soci-
ologie maji za povinnost zpracovavat cetbu odborné literatury a studenti mezina-
rodnich vztahi mnohem castéji neZ ostatni zpracovavaji pisemné seminarni prace
formou eseje.

Pokud jde o ¢asovou narocnost studia, studenti uvadéji, Zze se zpravidla pripravuji
2-3 hodiny tydné. Intenzita vsak znacné stoupa az na nékolik dni pred zkouskou,
ktera miva charakter pisemného testu. Opét tu podle Dejmalové (2018) panuji
vyrazné rozdily mezi obory.

Zavérem shriime, Ze cas, ktery studenti vénuji samostudiu, mtze byt indikatorem
pristupt ke studiu a ukazovat na strategie, které jsou vyuzivany k ziskavani hod-
noceni. Tyto strategie mohou byt hloubkové, pokud jde o studium primarnich od-
bornych zdrojii a zpracovani seminarnich praci, nebo strategické, pokud studenti
vyuzivaji k pripravé na zkousku vlastni poznamky a ,bifluji se” pouze poznatky do
testli. Obecné vzato, mnozstvi ¢asu potirebného na samostudium se jevi jako dosti
nedostatecné, aby mohlo vést k hlubsimu poznani zakonitosti oboru a vytvareni
si mezioborovych souvislosti.

4.3 Jak studenti vyuzivaji studijni materialy

Na konkrétni ptistupy k uceni se zamétuje Sikorova a Cervenkova (2015), které
provedly studii u 299 studentti ucitelskych obort pedagogické a prirodovédec-
ké fakulty Ostravské univerzity. Ovérovaly si jednak pristupy k uceni (hloubko-
vy, povrchovy a vykonovy) prostfednictvim standardizovaného dotazniku ASSIST®
a zaroven se vlastnim dotaznikem ptaly na to, jaké materidly studenti pouzivaji
k pripravé na zapocty a zkousky.

Vysledky upozoriiuji, Ze studentiim casto staci k pripravé na zkousky vlastni po-
znamky nebo hromadné zpracované okruhy uciva. BEhem studia ¢tou malo od-
borné clanky, studuji vétSinou ze skript a didaktizovanych materidld spiSe nez
z monografii, které jsou pak typictéjsi pro magisterské studium.

Autorky poukazuji na fakt, Ze sami ucitelé nabizeji studentim své powerpointové
prezentace, a tim podporuji u studenti povrchovy pristup ke studiu. Na jedné
strané sice vychazejici vstric tém, ktefi se nemohou pirednasek zucastnit, na druhé
strané v$ak tim navozuji dojem, Ze pravé tyto materialy plné dostacuji pro osvo-
jeni uciva.

4 Kontaktni vyuka je na Zapadoceské univerzité nepovinna.
5 Autorem dotazniku ASSIST je Entwistle et al.,, 2006.
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Autorky sice nezkoumaly, v jaké didaktické kvalité jsou tyto materialy zpracovany,
nicméné vyvozuji, Ze jsou to materialy, které nemohou vést k hloubkovému uce-
ni, protoZe text, ktery se sklada z odrazek, bez jazykové vyjadienych souvislosti,
neumoziuje presné nastolovat vztahy a souvislosti mezi jevy oproti souvislému
textu. Na zavér apeluji, abychom ,vedli studenty k systematické praci s kvalitnimi
odbornymi zdroji a abychom dokazali tyto zdroje sami vytvaret (Sikorova a Cer-
venkova, 2015, s. 312).

Vyzkum téchto autorek oteviel radu otazek, které by si zaslouzily dalsi zkouma-
ni prostiednictvim rozhovort a dalsich vyzkumnych metod. Chybi nam informa-
ce, jak studenti pracuji s takto upravenymi a didaktizovanymi texty a jaka je je-
jich efektivita? Vedou ke skute¢nému porozumeéni ucivu nebo podporuji vytvareni
zjednodusenych zavéri? Odpovédi na tyto otazky by nam pomohly zjistit, jak by
méla byt zpracovavana skripta a obdobné didaktizované materialy, které usnad-
nuji porozuméni tim, Ze vytvareji kostru poznatkové baze.

4.4 Jaké formy prezentace uciva studenti preferuji

K problematice vyukovych materiall se vyjadfuje i Klement (2015), kdyZ konsta-
tuje, Ze vyuka na vysoké Skole se stava multimedidlni ve smyslu zapojeni nej-
riznéjSich forem prezentace uciva, z nichz se velka ¢ast mlze stat soucasti e-
-learningu jako studijni opory v LMS systémech. V praxi to znameng, Ze student
jiZ neni odkazan na klasické prednasky a seminéare, veden{ si vlastnich poznamek
Ci jejich sdileni se spoluzaky, ale ma k dispozici Sirokou skalu moznosti, které
pomohou doplnit chybéjici ucivo nebo oveérit, nakolik danou latku zvladl.

Na zédkladé vyzkumu u 170 studenti Pedagogické fakulty Univerzity Palackého
(strukturou odpovidajici slozeni studentii) a za vyuZiti metody sémantického dife-
rencidlu dosSel Klement ke zjiSténi, Ze vétSina studentl preferuje obrazovou infor-
maci (obrazky, grafy a videa) pred textovou podobou (ucebnice, skripta, monogra-
fie, poznamKky). Naopak prednasku a diskusi preferuji mnohem vice na rozdil od
studia prostiednictvim e-textii. Dale studenti davaji pfednost on-line komunikaci
(e-maily, vzkazy v LMS) pied osobnim rozhovorem s tutorem, ktery povazuji za

nejobtiznéjsi se jim jevi jednoznacné samostudium.

Klement nevyvozuje z téchto vysledkli Zzadné implikace pro metody a formy vedeni
vyuky, ani nepiedklada hypotézy o divodech, které k tomu vedou, nebo jaké to
muze mit dopady na kvalitu vyuky a vysledky vzdélavani. Nicméné vzhledem k za-
méfeni této prehledové studie se tu nabizi otazka, jaké je postaveni samostudia
v jednotlivych oborech studia a zdali deklarovana neoblibenost nesouvisi obecné
s pristupy ke studiu a uceni, jak vyvozuji mnohé zahrani¢ni studie (napt. Lake et
al, 2017). Obdobné bychom mohli uvazovat o korelaci mezi pasivnim zplisobem
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prijimani uciva (napf. hromadna prednaska) a povrchovym pristupem ke studiu,
ktery preferuje co nejsnadnéjsi cestu k priichodu studiem.

Jak vysvétluje Biggs a Tangova (2011), pro studenty s nejasnou studijni orientaci
nebo utilitdrnim ptistupem ke studiu, v némz sleduji pouze ziskani vysokoskolské-
ho diplomu ¢i opravnéni vykonavat profesi, je snazsi odsedét si prednasky, zapsat
si poznamky a pak se je naucit na zkousku, nez aby investovali ¢as a usili do prace
s textem, ktery je vZdy obsahové hutnéjsi a terminologicky narocnéjsi, nez tomu
byva u prednasky nebo seminare. Faktor Gsili se zd4 byt zjevny, jak to ostatné
dokladaji mnohé zahrani¢ni studie, které zkoumaly pristupy a strategie studentl
ke studiu (souhrnné Entwistle, 2018).

Vezmeme-li v potaz, Ze samostudium tvoii charakteristickou a obsahové vyznam-
nou cast vysokoskolského studia (napt. Vasutova, 2002), které obnasi praci s tex-
tem, coZ je zaroven studenty vnimano jako nesnadné kvili narokiim na osobni
disciplinu a organizaci prace (viz vySe Dejmalovd, 2015, 2018), 1ze jak samostudi-
um, tak samotnou praci s textem hodnotit jako jeden z indikatort kvalitni vyuky

a uspésného studia.

4.5 Inovace koncepce statni zkousky

Zahranicni ucebnice pro studenty vysokych skol a u nas typicky ekonomické a so-
cidlné orientované obory vyuzivaji pro zajisténi porozuméni ucivu piipadové stu-
die. Tento prvek navrhuji zaclenit do pregradualni pripravy ucitelli Stuchlikova
et al. (2014) s cilem zajistit tésnéjsi propojeni teoretickych poznatki s aplikaci
v praxi. Soucasné argumentuji i didaktickym principem tzv.,zpétné viny“ (an-
gl. backwash nebo washback - oba terminy v uzu), ktery pochazi z oblasti testo-
vani cizich jazyka®.

Clanek tohoto tymu autorek predstavuje evaluaci nové koncepce statni zkousky
z pedagogiky a psychologie na Pedagogické fakulté JihoCeské univerzity, ktera
oproti minulosti obsahuje i analyzu pedagogické situace. Cilem této Casti zkousky
je, aby studenti prokazali schopnost propojit teoretické poznatky s redlnou situa-
ci, kterou zazili b€hem své pedagogické praxe. Autorky zkoumaly, nakolik je ten-
to ukol pro studenty obtizny. Vysledky ukazaly, Ze nejnaroc¢néjsi je pro studenty
analyzovat konkrétni situaci z pohledu teorie, tj. zaradit ji do prislusnych oblasti
teorie, pojmenovat ji spravnou terminologii a navrhnout reseni vychazejici z pri-
slusnych teoretickych modell. Nejsnadnéjsi se jevi popis stavu a vstupni reflexe.

Autorky neuvadéji, zda jsou analyzy pedagogickych situaci béZnou soucasti metod
prace v seminari, ale povaZzuji tuto novou soucast hodnoceni za prinos, protoZe

6 Tento termin pouziva napt. A. Hughes, (2003). Testing for Language Teachers. Cambridge University
Press.
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priblizuje zkousku z pedagogiky a psychologie budouci praxi absolventli ucitel-
skych obori a opét podporuje hloubkovy pristup ve vyuce, ktery se neomezuje na
reprodukci uciva, ale vede k pochopeni problematiky, k prohlubovani dovednosti
aplikovat teorii na realnou situaci, predikovat dalsi vyvoje a navrhovat pedagogic-
ké intervence.

4.6 Diplomové prace jako zrcadlo pristupi studentii ke studiu

Kolektiv autori s primarné sociologickym zdmérem (Mouralova a kol, 2015)
zkoumal diplomové prace dvou pribuznych programi verejné politiky. Jejich cilem
bylo zjistit, nakolik se vyvoj koncepci obou obort odrazi v diplomovych pracich.

Mimo tento prvotni plan vSak autofi podchytili rozmanitost praci podle ambici
studentd a jejich vedoucich. Diplomova prace mtize byt pojimana jako ,samostatny
tvirci pocin ktery demonstruje, nakolik student ovladl sviij obor a dokaze v ném
samostatné a kriticky uvazovat (s. 54). Studenti si zpravidla témata vybiraji sami
a ta odrazeji jejich autentické zajmy nebo budouci profesni zaméfteni. Tyto prace
vedou zpravidla interni akademici.

Druhym typem je diplomova prace koncipovana jako kvalifikac¢ni vystup. Napadna
je tu jednotna struktura, témata jsou Sifeji koncipovana, zdroje literatury vychazeji
ze spole¢ného souboru zakladni literatury. Celkové se jejich autoii nepoustéji na
tenky led méné zazitych postupi. Prace typicky vedou zacinajici akademici.

Tretim typem jsou diplomové prace napsané jako nezbytny pozadavek na ukon-
Ceni studia. Zaméreni, cile a metodologie je spiSe volné povahy a zda se, Ze staci,
kdyz student vyprodukuje vlastnimi silami text, ktery ma potiebnou délku, a vyu-
Zije alesponi minimalné stanovené mnozstvi zdroja.

Takové rozdéleni diplomovych praci podle nas ndpadné kopiruje ptistupy ke stu-
diu, jak jsou popsané v zahranicni literature (Biggs a Tangova, 2011; Entwistle,
2018) a souhrnné popsané napiiklad MareSem (1998) nebo Pabianem (2012).
Prvni typ odpovida charakteristice hloubkového ptistupu ke studiu, druhy je typ
organizacni/strategicky, ktery vyuzivdA maxima metodické podpory, aby splnil za-
dani. Treti 1ze oznacit za povrchovy, protoze se soustfedi na splnéni pozadavki
s minimalnim usilim a soustiedi se na reprodukci teoretickych poznatkd, aniz by
se pokousel o hledani hlubsiho pochopeni souvislosti a interpretaci dat.

Obdobné je mozné kategorizovat droven zpracovani seminarnich praci, které se
svym rozsahem a hloubkou zabéru blizi kvalifikacnim pracim, protoZe jak rika
McEwan (2017), seminarni prace funguje jako ,zvétSovaci sklo“ pristupt ke stu-
diu. Dokaze vykreslit velmi presny obraz o strategiich, které student pro tspésny
prichod studiem vyuziva.
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Oba tyto vyzkumné prispévky (Mouralova a kol,, 2015 a McEwan, 2017) poukazuji
na prace studentl jako na vyznamny zdroj poznatkl o tom, jak studenti studuji,
jak vnimaji hodnotu vysokoskolského studia a kolik usili a ¢asu jsou ochotni vé-
novat zi{skani vysokoskolského diplomu.

5 Interakce pristupii k vyuce a pristupti ke studiu

Jako doklad platnosti zavértl, k nimz dospély predchozi studie o pristupech stu-
denti ke studiu v ¢eském vysokosSkolském prostiedi, slouzi i vypovédi samotnych
vysokoskolskych ucitelti. Zachytila je kvalitativni studie vedena tymem badateld
z Masarykovy univerzity (Sedova a kol,, 2016), ktefi provedli analyzu 19 rozho-
vorl se zacinajicimi uciteli s délkou kariéry do 5 let a s nadprimérnym hodnoce-
nim kurzl. Prestoze cilem studie byla snaha najit vztah mezi sebepojetim uciteli
a jejich pojetim dobré vyuky, z citovanych vypovédi lze odvodit i mnohé dalsi
poznatky, které ukazuji, Ze ucitelé uvazuji o strategiich vyuky jako o reakci na
strategie studia a chovani studentl. Autofi tyto strategie neanalyzuji, ale pro ucely
tohoto textu se pokusime jejich vysledky okomentovat pohledem teorie pfistupi
ke studiu (Biggs a Tangova, 2011; Entwistle, 2018) a propojit je s vySe diskutova-
nymi Ceskymi vyzkumy.

Zatimco Sikorova a Cervenkova (2015) zjistily, Ze studenti pro zvladani uciva
a pripravu na zkousky radéji spoléhaji na materialy, které jim poskytuji ucitelé na-
piiklad ve formé prezentaci, v této studii z Masarykovy univerzity (Sedova a kol,,
2016) nachazime jedno z mozZnych odlivodnéni volby této strategie. Piedevsim
zacinajici ucitelé citi zodpovédnost za piredavani spravnych, dplnych a zaroven ak-
tualnich poznatki. Jejich cilem je poskytnout studentim uceleny material ke stu-
diu a kompenzovat naptiklad nedostatek srozumitelného a dostupného védeckého
textu, ktery by odpovidal pozadavkiim kurikula, nebo jim suplovat vyuku, kterou
studenti zameskaji ucelenym prehledem. Tim vSak ucitelé prebiraji zodpovédnost
za ty studenty, ktefi z riznych divodi nedochazeji na prednasky, a zaroven tuto
moznost legitimizuji, kdyZ davaji najevo, Ze je takova praxe tolerovatelnd. Umoz-
nuji tim studentlm pristupovat ke studiu jako ke strategii, tj. volit takové zplisoby
studia, které jim umozni ho Uspésné plnit, aniZ by museli vynalozit vice ¢asu ¢i
usili na zvladani obsahu vyuky, aniz by si museli sami vytvaret vlastni pojmové
mapy a nachazet souvislosti na zdkladé studia primarnich zdroji. Tato strategie
vede k povrchovému pristupu ke studiu, protoZe studenti mohou chapat vytah
z prednasky jako obsah, ktery se staci ,nabiflovat” a poté u zkousky reprodukovat,
at' uz v podobé pisemného testu nebo tstniho zkouseni.

Aby didaktizované materidly ve vyuce skutec¢né plnily ucel, pro ktery jsou vytvare-
ny, tj. aby omezily psani doslovnych poznamek a usettily tak cas, ktery je mozné
vénovat problémovym tkolim a diskusim, musely by byt didakticky zpracovany
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spisSe ve formé ukoli nez ve formé kratkych textd a odrazek, které postradaji
formulaci vztahil a souvislosti.

Touto strategii také ucitelé bezdécné ptistupuji na pravidla hry, kterou hraji stu-
denti, kdyz vyjadiuji ve studentskych evaluacich spokojenost ¢i nespokojenost
s kvalitou poskytovanych materialti do vyuky, jako by to byla povinnost vyucuji-
cich jim zajistit Uplné a vycCerpavajici zdroje studijnich materiald, protoze vychaze-
ji z presvédceni, Ze vzdélani je néco, co maji dostavat ,naservirované na stribrném
podnose’, staci jen vzit, vstiebat a odprezentovat (Biggs a Tangova, 2011, s. 4).

Tyto pristupy ke studiu jsou rovnéz posilovany zménami, kterymi proslo vysoko-
Skolské vzdélavani v Evropé po implementaci Boloiiské dohody a které rozdélilo
predchozi souvislé studium na bakalarskou a magisterskou troven. To umoznilo,
aby do vysokoskolského vzdélavani vstoupilo Siroké spektrum studentti, kteri by
diive o vysokoskolském vzdélani neuvazovali nebo by ho v celé jeho délce ne-
zvladli (VaSutova, 2002; Pabian, 2008; Biggs a Tangova, 2011). Na toto reaguje
vyuka na vysokych skoladch mezi jinym i tim, Ze usnadiiuje pristup k ziskavani
studijnich materialii a zdroji v mnoha riznych podobach vcetné studijnich opor
dostupnych napf. v LMS systémech, na druhou stranu tim vsak posiluje tyto zvyk-
losti do podoby normy, aniZ by rozliSovala kvantitu materiali od kvality jejich
didaktizace.

Dalsi vyzvou pro zacinajici uditele je podle Sedové a kol. (2016) zabavnost vyuky.
Podle uciteld, ktefi se vnimaji jako pedagogové, jejichZ poslanim je vzdélavat stu-
denty, musi byt ,dobrd vyuka dostate¢né zajimava (az zabavna), aby ji studenti
vénovali dostatecnou pozornost a byli motivovani se ucit” (s. 25). Evidentni je
tu obava, aby kognitivni zatéZ neodradila nékteré studenty v prvnich rocnicich
od dalS8iho studia tim, Ze nebude kompenzovana primérené zdbavnou a pestrou

vyukou. Jde o to ucinit vyuku stravitelnéjsi a ,zabalit ji do obalu zabavy, ktera
cely proces zptijemni“ (s. 25).

Z vypovédi respondentl vyplyva, Ze si ucitelé uvédomuji, Ze jde o balancovani na
tenkém ledé, jehoZ cilem je vyvazit vaZznost a hloubku sdéleni formou, ktera je pti-
jatelna zejména pro studenty, ktefi se teprve adaptuji na vysokoskolské studium,
a zvykaji si na ,novou zodpovédnost a kompetence* (Smidové, 2019), naroky na
organizaci vlastniho ¢asu a miru samostudia (Dejmalova, 2018).

Souvisejicim postfehem vyse zminéné studie (Sedova a kol.,, 2016) je i snaha uci-
telli o interaktivni zplisob vedeni vyuky, ktery si klade za cil vzbudit u studenti
zajem, podporit jejich schopnost soustredit se na vyklad, pribézné si ovérovat, do
jaké miry studenti latku pochopili, a umoznit jim, aby o ni samostatné premys-
leli a kladli si vlastni otazky (s. 26). Takové chapani interaktivni vyuky je podle
vyrazného podilu respondentd dal$i podminkou dobré vyuky. VSeobecna obliba
interaktivni vyuky je pak i v souladu s vysledky zpravy EUROSTUDENT VI (2016).
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Pro vétSinu studenti je takova forma vyuky vice preferovana nezZ monologické
vyklady. Ochota studentli podilet se na spolecném vytvareni poznatkové baze je
dobrou zpravou, zacinajici vysokoskolsti ucitelé vSak pripoustéji, Ze vytvorit ve

vy

vyuce atmosféru spoluprace a diskuse je nejtézsi ukol, na ktery narazeji.

6 Diskuse

Vysledky studie Sedové a kol. (2016) sice odrazeji pouze zkusenosti s vyukou
u zacinajicich uciteld a pro ziskani komplexnéjsich dat by bylo zadouci provést
vyzkum u celé populace vysokoskolskych uciteli, nicméné zavéry jejich studie
podporuji vysledky, které jsme prezentovali vySe. Koncepce vyuky je vzdy inter-
akci mezi pojetim kvalitni vyuky a pristupy ke studiu, které studenti zaujimaji at
uz kvili svym zkuSenostem z predchozi vyuky, mife motivace nebo individualnim
osobnostnim charakteristikam.

Pristupy studenttli ke studiu nelze z vySe diskutovanych vyzkumi zevSeobecnovat,
ale pro zajisténi kvality vzdélavani je dilezité nékteré pristupy ke studiu vnimat
jako hrozby, které devalvuji hodnotu vysokoskolského vzdélavani. Konkrétné jde
o povrchovy pristup ke studiu, ktery degraduje komplexnost poznani na jeho pou-
hou reprodukci. Podobné rizikovy je i strategicky pristup ke studiu, ktery vyuziva
organizacni dovednosti a skryté kurikulum k plnéni studijnich povinnosti s cilem
ziskat vysokoskolsky diplom, aniz by si osvojil akademické a profesni hodnoty.

Jak jsme vidéli, tyto pristupy jsou castéjsi v pocatcich studia, jak se shoduji jak
domadci, tak i zahrani¢ni studie, proto by se dalsi vyzkumy mély zamérit i na zjis-
téni, jak lze studentim toto prechodové obdobi usnadnit, tj. jak jim didaktickymi
a poradenskymi prostiedky usnadnit zvladani novych studijnich situaci.

PrestoZe se v literatufe objevuji skeptické pochybnosti o vyznamu teorie pfistupt
ke studiu a jejich vlivu na vysledky vzdélavani (napi. Vickova, Bradova, 2014), ne-
znamena to, Ze bychom méli rezignovat vyzkumy, které zkoumaji studijni chovani.
Pravé naopak. Vyse predlozené empirické studie jsou dokladem toho, Ze pfi sprav-
né volbé metod a forem vyuky mizZeme omezit povrchové a strategické pristupy
ke studiu tim, Ze se soustfedime na takové prilezitosti, které povedou k hlubsimu
porozuméni a zadjmu o obor, se ztotoznénim se s normami akademické a profesni
komunity (Mic¢inova, 2020) a k vyuzivani inovativnich forem zpétné vazby, které
souhrnné posiluji volbu hloubkovych pristupi ke studiu (Mic¢inova, 2019).

7 Zavér

Cilem této prehledové studie bylo identifikovat, jaké oblasti zkoumani pristupt
k vysokoskolskému studiu jsou v Ceském badatelském prostiedi tematizovany
a jaké vysledky ptinaseji pro zkvalitiovani vyuky na vysokych Skolach. Zachycena
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témata se vénuji adaptaci studentli prvnich ro¢nikd na naroky vysokoskolského
studia, problematice organizace vlastniho studia a postoji k samostudiu. Dalsi
oblasti zajmu jsou preference vyuZzivani studijnich materiall, prezentace uciva
a forem vyuky. Zrcadlenim studijnich pristupi je i analyza zpracovani diplomo-
vych praci. Vysledky dil¢ich studii byly ukotveny na pozadi sociologické zpravy
EUROSTUDENT VI a reflexe zkuSenosti z vyuky u zacinajicich vysokoskolskych
pedagogii.

Celkové tyto empirické studie prinaseji vyznamné a konkretizované porozuméni
tomu, jak soucasni studenti pristupuji ke studiu. Vzhledem ke zna¢nym oborovym
specifikim by bylo proto zadouci, aby si podobné sondy zpracovavaly jednotlivé
fakulty a obory.

Obecné vzato vsak ve vyzkumu vyuky na vysokych Skolach citelné chybéji prace,
které by se zabyvaly procesy vyuky. PovaZujeme za dileZité analyzovat, jak ucitelé
a studenti pracuji s texty ve vyuce, jaké formaty prednasek a cviceni povazuji
studenti za efektivni ptipravu k osvojeni uciva, a zda jsou v souladu s vyuZivanymi
formami testovani a zkouSeni. Druhym okruhem problému je efektivita power-
pointovych prednasek a studijnich opor v LMS systému a kvalita jejich didaktiza-
ce, aby podporovaly hloubkové pristupy ke studiu. Tietim okruhem pro budouci
badatelsky zdjem je samotna prace v kurzu, analyza seminarnich praci a formatd,
které se osvédcuji pro podporu hloubkového pristupu ke studiu.

Rovnéz chybi poznatky o tom, jak ucitelé formuji u studenti akademické doved-
nosti a jak jim vStépuji akademické normy prace, jakym zptisobem brani plagiator-
stvi jiz na Urovni prace v kurzu a jaké strategie vyuky pouZzivaji k prevenci nezdra-
vych strategii studia. Metodologicky se jevi jako zajimavy postup propojovat data
z vyzkumi percepci studia u studentli s percepci vyuky u uciteld a s obsahovou
analyzou studijnich material(, praci studentii a zavérecnych kvalifikacnich praci.

Diskutované vyzkumy domadcich badatel jsou vSak nesporné inspiraci ke zvyso-
vani kvality vyuky na vysoké $kole prostfednictvim dal$ich vyzkumd, které hleda-
ji odpovédi na otazku jak ucit studenty v dobé ptevratnych technologii a zmén,
které méni socialni zvyklosti, hodnotové Zebricky a spolecenské klima véetné aka-
demického prostiedi. Doufejme, Ze jsou inspiraci i pro vSechny ucitele, ktefi re-
flektuji vysledky vlastni vyuky, kdyz se dennodenné ocitaji na kfriZovatce volby,
jaké vyukové strategie zvoli pro své studenty, aby jim umoznili pochopit vyznam
a hodnotu vysokoskolského vzdélani a ptinos pro jejich osobni rozvoj.
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Les étudiants tcheques et slovaques en mobilité
internationale : différentes interactions en Erasmus

Marie Cervenkova, Hana Delalande

Abstract : Les programmes de mobilité internationale permettent aux étudiants de découvrir
non seulement un autre systéme universitaire et d’approfondir leurs connaissances et com-
pétences en langues étrangeres mais par le biais de ces séjours ils peuvent connaitre d’autres
cultures ainsi que leurs porteurs. Les jeunes diplomés ayant effectué une mobilité interna-
tionale sont appréciés par les employeurs potentiels sur le marché du travail puisque leurs
expériences représentent des atouts supplémentaires de compétitivité : ils font preuve d’'une
plus grande autonomie, d’'une plus grande capacité a prendre des initiatives, de responsabilité
et de capacité a résoudre des problémes.

Dans notre contribution nous présentons une recherche en cours de réalisation et ses résultats
partiels portant sur la mobilité Erasmus + des étudiants tcheques et slovaques de I'Université
Masaryk de Brno. La recherche s’appuie sur des travaux et articles sur le sujet (Papatsiba,
2003; Dervin & Byram, 2008 ; Parpette & Mangiante, 2010 ; Murphy-Lejeune, 2013) dont les
auteurs examinent les expériences d’étudiants étrangers en France et dans d’autres pays euro-
péens. A partir d’'un échantillon de participants constitué d’étudiants de la faculté d’Economie
et dAdministration qui ont effectué leur mobilité Erasmus+ au cours de 2019 et 2020 dans
un pays francophone, nous avons obtenu des données sous forme d’entretiens semi-directifs
réalisés apres leur retour. Lanalyse des données a permis de dégager différents types de dif-
ficultés et les interactions des étudiants dans des situations variées non seulement avec les
jeunes de leur age et de méme statut mais également avec leurs enseignants, responsables et
des employés de bureaux ou d’administration publique avant et aussi pendant la crise sanitaire
du Covid 19.

La recherche sur le sujet se poursuivra dans les mois prochains en vue de préparer mieux les
étudiants a la mobilité internationale, de les motiver d’'une facon adéquate a ce type de séjour
et d’adapter les contenus didactiques de nos cours afin d’éviter ou diminuer le choc culturel.

Mots-clés : en francais : Erasmus, mobilité, analyse des besoins, interactions, préparation

Abstract : International mobility programs allow students to not only explore a different
university system and enhance their foreign languages skills, but through these stays they
enable participants to learn about other cultures as well as their bearers. Young graduates who
took part in a mobility stay are valued by potential employers on the labor market since their
experience represents an additional competitive asset: they demonstrate greater autonomy,
better ability to take initiative, responsibility, and deal with problems.

The paper presents an ongoing research and its partial results on Erasmus+ mobility of Czech
and Slovak students of Masaryk University in Brno. The research is based on works and ar-
ticles on the subject (Papatsiba, 2003; Dervin & Byram, 2008; Parpette & Mangiante, 2010;
Murphy-Lejeune, 2013) whose authors examine the experience of foreign students in France
and other European countries. Based on a sample of participants made up of students of the
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Faculty of Economics and Administration who participated in their Erasmus mobility between
2019 and 2020 in a French-speaking country, we obtained data in the form of semi-structured
interviews conducted after their return. Data analysis identified different types of difficulties
and interactions students encountered in various situations not only with their peers but also
their teachers and administrative employees before and also during the Covid 19 health crisis.

The research on the subject will continue in the coming months aiming to better prepare
students for international mobility, to motivate them adequately for this type of stay and to
adapt the didactic content of language courses in order to avoid or decrease culture shock.

Key words: Erasmus, mobility, needs analysis, interactions, preparation

1 Introduction

Les programmes de mobilité internationale permettent aux étudiants de décou-
vrir non seulement un autre systéme universitaire et d’approfondir leurs connais-
sances et compétences en langues étrangeres mais aussi de connaitre, par le biais
de ces séjours, d’autres cultures ainsi que leurs porteurs.

Les jeunes dipldmés ayant effectué une mobilité internationale sont appréciés par
les employeurs sur le marché du travail puisque leurs expériences représentent
des atouts supplémentaires en terme de compétitivité : ils font preuve d’'une plus
grande autonomie, d'une plus grande capacité a prendre des initiatives, de res-
ponsabilité, de capacité a résoudre des problémes.

Pourtant, le nombre d’étudiants tchéques partant en Erasmus diminue. Selon les
statistiques de la DZS (Maison de la coopération internationale), le nombre d’étu-
diants des universités tcheques qui partent a I'étranger en stage Erasmus diminue,
les chiffres des étudiants partant en France ou dans d’autres pays francophones
descendent! :

2014/2015 : 604 (France) - 260 - (Belgique) - 5 (Luxembourg) - 6 545 (total)
2015/2016 : 539 (France) - 219 - (Belgique) - 8 (Luxembourg) - 6 290 (total)
2016/2017 : 499 (France) - 174 - (Belgique) - 8 (Luxembourg) - 5 869 (total)
2017/2018 : 419 (France) - 193 - (Belgique) - 7 (Luxembourg) - 5 467 (total)

Pour pouvoir réagir a cette situation et stimuler la motivation des étudiants a
partir en Erasmus, nous organisons, depuis 2018, des workshops avec des pré-
sentations des étudiants alumnis, des discussions avec d’autres étudiants avec
la participation des représentants de Campus France République tchéque. Pour
pouvoir mieux assister et accompagner les étudiants dans la préparation de leur
mobilité, un cours spécifique dédié a la thématique de la mobilité universitaire et

1 Source : https ://www.naerasmusplus.cz/cz/mobilita-osob-vysokoskolske-vzdelavani/statistiky /
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la préparation linguistique et interculturelle des étudiants avant le départ est pré-
vu d’étre créé. Pour pouvoir rendre ces enseignements les plus efficaces possible,
nous nous sommes engagées dans une analyse des besoins de ces étudiants grace
a des entretiens portant sur leur expérience.

2 Théorie

La thématique de la mobilité étudiante a suscité l'intérét de chercheurs diffé-
rents qui, dans leurs travaux, analysent de facon détaillée I'expérience des étu-
diants en séjour dans une autre culture que la leur. Les différents sujets qui sont
traités sont par exemple les motivations, mais aussi les obstacles que les étu-
diants rencontrent (Perez-Encinas et al,, 2020), les spécificités de I'appréhension
de 'étranger, le développement de 'altérité et le processus d’adaptation ou encore
le choc culturel (Murphy-Lejeune, 2013 ; Papatsiba, 2003). Sont traités également
les questions de la vie universitaire : les méthodes de travail et les examens, I'in-
sertion des étudiants étrangers et leur accompagnement. Dans certains ouvrages,
les chercheurs mettent en évidence le manque de préparation linguistique, mé-
thodologique et interculturelle des étudiants. Ils soulignent le besoin de préparer
les étudiants a des pratiques culturellement différentes : prise de notes, écrits uni-
versitaires, mais aussi a I'expérience interculturelle en développant la compétence
et la sensibilité interculturelles des futurs étudiants Erasmus (Dervin & Byram,
2008; Jackson, 2011 ; Papatsiba, 2003).

Dans le contexte de la didactique de la langue francaise étrangére, la nécessité de
la formation et préparation des étudiants étrangers qui arrivent dans les univer-
sités francaises et francophones a donné naissance a un nouveau concept, le FOU,
francais sur objectif universitaire (Mangiante & Parpette, 2011). Dans le dispositif
de préparation aux études en frangais, il est ainsi proposé d’adapter la démarche
FOS (Frangais sur objectif spécifique) et d’analyser les besoins de ces étudiants,
de collecter des données en faisant des entretiens ou en analysant les documen-
tations des universités francaises, d’analyser ces données pour enfin en élaborer
un cours (Goes & Mangiante, 2010, p. 145-146). Selon les auteurs, il existe un
manque de préparation des étudiants allophones avant leurs départs dans les
universités francaises ou francophones, tandis que des moyens institutionnels et
pédagogiques devraient étre mis en place pour accompagner les étudiants, faci-
liter leur insertion dans les universités étrangeres et augmenter leurs chances
de réussir leurs stages d’études (Papatsiba, 2003 ; p. 256-266). Pour combler ce
manque, il est possible d’utiliser des ouvrages méthodologiques spécialisés dans
des domaines d’études différents selon les profils des étudiants, par ex. en écono-
mie et gestion (Parpette & Stauber, 2014).

En réaction a un manque de formation (et de motivation) pour la mobilité interna-
tionale identifié chez nos étudiants en francais des affaires a I'Université Masaryk,
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nous nous sommes inspirées de la démarche FOS pour effectuer notre propre
analyse des besoins des étudiants en mobilité et I'analyse des données recueillies
nous permettra de proposer de nouvelles activités ou d’élaborer un nouveau cours
de FOU ouverts aux étudiants qui souhaitent partir étudier dans les universités
francaises et francophones.

3 Méthodologie de la recherche

En ce qui concerne la méthodologie, il s’agit d'une recherche qualitative, conduite
sur la base de la théorie ancrée, Grounded Theory Method, une méthode de type
inductive typique pour les sciences sociales et introduite dans les années 60 du
20e siécle par les chercheurs américains Glaser et Strauss (1967).

Les buts de la recherche sont d’identifier les besoins des étudiants tchéques et
slovaques qui partent en Erasmus dans des pays francophones et d’analyser ces
besoins en vue de la création d'un cours préparatoire en amont du stage Erasmus
pour mieux préparer les étudiants avant le départ.

L'échantillon de la recherche est composé de quatorze étudiants tcheques et slo-
vaques de la Faculté d’Economie et d’Administration de I'Université Masaryk, agés
de 20 a 24 ans, qui ont effectué leurs stages Erasmus en France ou dans des
pays francophones pendant les semestres de printemps 2019, automne 2019 et
printemps 2020.

Les données de cette recherche ont été recueillies grace a quatorze entretiens
semi-directifs avec les étudiants, la durée de chaque entretien varie entre 45 et
85 min. Trois entretiens réalisés en présentiel ont été enregistrés au dictaphone,
les onze autres entretiens ont été réalisés a distance, par téléphone ou grace au
logiciel MS Teams, entre mai 2019 et juillet 2020.

Concernant les universités d’accueil, il s’agissait de huit universités au total, si-
tuées en France (Paris Business School - Ecole de commerce, Grande école de
Lille - IESEG School of management, Ecole de management de Normandie a Caen,
Montpellier Business School et IUT Perpignan), en Belgique (Université VUB de
Bruxelles - Solvay Business School et Université Saint Louis a Bruxelles) et au
Luxembourg (Université de Luxembourg).

Apres la transcription des enregistrements, nous avons effectué une analyse de
contenu, suivie par une catégorisation des thématiques et par la définition des
catégories et concepts en accord avec la méthodologie de la théorie ancrée. Dans
les chapitres suivants est présentée la thématique centrale consistant en la des-
cription et 'analyse de différentes interactions réalisées dans des situations de
communication variées. Cette thématique a été choisie par les chercheuses en cor-
respondance avec I'une des sections du colloque international Language Centres at
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a Crossroads : Open Directions for New Generations of Learners, soit Learners and their
environment : interactions, roles, strategiesz.

4 Analyse des données

Apres avoir réalisé et retranscrit les entretiens avec les étudiants, nous avons
identifié tous les types d’interactions communicatives dans lesquelles les étu-
diants s’étaient engagés : a 'école avec d’autres étudiants, avec les enseignants
et les employés de 'administration universitaire, hors de la classe avec leurs ca-
marades, les jeunes de leur age et d’autres personnes dans les situations de la vie
quotidienne et ensuite les interactions dues a I'arrivée de la pandémie du Covid
19 en mars 2020. Les entretiens avec les étudiants ont été menés en tchéque, les
étudiants ont parlé de leurs expériences dans leur langue maternelle, c’est-a-dire
en tcheque ou en slovaque. Pour les besoins de cet article, nous avons traduit les
citations des répondants en francgais. Pendant la transcription, les données ont été
anonymisées, les participants a notre recherche sont désignés ici par R1-R14.

4.1 Interactions avec les enseignants

Tous les étudiants effectuant leur mobilité Erasmus, c’est-a-dire une mobilité
d’études, sont entrés naturellement en contact avec les enseignants des cours sui-
vis. Selon les propos des étudiants nous pouvons observer que le comportement
des enseignants envers les étudiants Erasmus differe selon le type de programme
(anglais ou frangais) et selon le type d’école (université ou école de commerce). En
général, les programmes en anglais étaient plus adaptés aux étudiants étrangers
puisque la plupart des étudiants dans ces programmes étaient des étudiants Eras-
mus. Dans les écoles de commerce, les étudiants sont répartis en classes comptant
d’habitude une trentaine de personnes qui ne changent pas au cours du semestre.
De ce fait, les enseignants et les étudiants étaient plus proches et leurs relations
ressemblaient plutdt a celles des écoles secondaires.

Les interactions avec les enseignants se déroulaient généralement sans probleme,
les enseignants étaient disponibles, préts a expliquer de nouveau les points que
les étudiants n’avaient pas compris, comme dans I'exemple de R8 : ..le cours
Economie de I'environnement, il était donné en francais, et il a beaucoup développé
mes connaissances, c’est un spécialiste qui 'enseignait, un homme super apprécié dans
ce domaine. Moi, j'étais la seule étudiante Erasmus dans ce cours... Je dois dire que
ce cours était tres bien enseigné et organisé, le prof s'occupait de moi. Aprés chaque
cours, il consacrait une demi-heure a m’expliquer en anglais des choses importantes ...
il a vu par exemple que je ne saisissais pas trop le cours, il me I'a expliqué a nouveau

2 Le XIVe colloque international de I'association des Centres de Langues Cercles tenu du 10 au 12 sep-
tembre 2020 a I'Université Masaryk de Brno, République tcheque.
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en anglais, m’a envoyé des articles en anglais. Par contre, certains enseignants ne
prenaient pas en considération leur statut d’étudiants Erasmus comme le constate
R9 : les enseignants n’accordaient pas beaucoup d’attention aux étudiants Erasmus,
disant qu'ils devraient savoir ce qu'il faut faire.

Certains étudiants participant a notre recherche se sont inscrits au programme
francais et ils étaient les seuls étudiants en classe qui ne maitrisaient pas le fran-
¢ais comme langue maternelle. Quelques-uns ont ressenti des problémes de com-
préhension, en particulier au début de leur séjour. R9 dit : ...je ne les comprenais
pas beaucoup. Je pense que pendant les quinze premiers jours nous étions trés fatiguées
surtout a cause du frangais, c’était difficile de faire attention pendant les trois heures
de cours et de prendre des notes en méme temps. Mais apres, ¢a s’est amélioré, je ne
sais méme pas comment, mais apres j'ai réalisé que j’arrivais a la maison le soir et que
j'avais entendu du frangais toute la journée et que c’était pas un probléme pour moi, je
n’avais méme pas réalisé que c’était une langue étrangeére. R11 a choisi, pour éviter
d’éventuels malentendus et des sentiments désagréables pendant la communica-
tion, une autre stratégie : ensuite, j'ai commencé a enregistrer ces entretiens avec les
profs sur mon portable, parce que parfois nous ne les comprenions pas, nous faisions
semblant d’avoir compris parce que c’était embarrassant de poser la méme question
cing fois. R1 et R2 étaient au contraire surprises de comprendre relativement bien
les professeurs sauf ceux qui ne parlaient pas un frangais standard ou avaient un
fort accent en anglais. R1 dit : moi, j’étais bien surprise de bien comprendre les profes-
seurs en classe, ou plutét, dans un cours, il y avait un prof et lui, il ne parlait pas du tout
correctement, en fait, il utilisait de I'argot, des expressions familiéres et ca me posait
probléme, mais sinon, je dois dire que je comprenais vraiment bien. Et R2 ajoute : puis,
on avait un cours en anglais et il y avait un prof et son anglais, moi, je ne savais pas des
fois qu’il parlait anglais, c’était un accent frangais tellement fort... A partir de cette
expérience, ces étudiantes ont recommandé que ceux qui partent en Erasmus et
parlent plus ou moins bien francais s’inscrivent au programme frangais.

Dans certains cas et surtout au début de leur séjour, les étudiants n’arrivaient pas
a former des équipes de travail avec d’autres étudiants et les enseignants n’inter-
venaient pas pour qu’ils ne soient pas exclus. La situation s’est progressivement
améliorée au cours du semestre au fur et a mesure que les étudiants connaissaient
mieux leurs camarades de classe et quand ils ont été capables de s’organiser
eux-mémes. Les régles requises par les enseignants concernant les retards ou les
rafraichissements pendant les cours étaient considérées comme plus strictes par
rapport a 'université tcheque. Certains étudiants ont parlé des enseignants qui ne
permettaient aux étudiants en retard d’entrer dans la salle qu’apres la pause, et
de l'interdiction de manger mais aussi de boire pendant le cours.

Les informations sur les formats, les dates et les résultats des évaluations étaient
présentées par les enseignants. Cependant, dans quelques cas, les étudiants les ont
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considérées comme insuffisantes ou pas tres claires et par conséquent, ils étaient
confus, comme R4 lors de son examen : dans le cours de négociations, c’était pas du
tout clair, moi, je ne savais méme pas qu’on était en train de passer I'examen. Tous les
cours ne finissaient pas a la fin du semestre, certains cours se terminaient un mois plus
tot, par exemple ce cours de négociations. On s’est divisés en binémes et on a fait une
négociation devant toute la classe, et suite a ¢a le prof nous a donné une note, si j’ai bien
compris, en tout cas, c’était la derniére chose que nous avons faite et puis nous avons
vu les notes finales dans le systéme.

A cause de ce manque d'informations, deux étudiantes n'ont pas pu participer
a un examen. R11 dit : ... les dates, on ne nous les a dites que quelques jours avant
I'examen. Ou peut-étre que les étudiants réguliers le savaient depuis longtemps, mais
personne n’a eu l'idée de nous I'annoncer a nous aussi, et donc pendant la premiéere
session nous avons manqué au moins un examen. Si nous avions communiqué plus ou
avions écrit tous les deux jours a la coordinatrice, nous l'aurions peut-étre appris ...
Personne n’a eu l'idée de nous mettre dans le carnet d’adresses électroniques. R1 et
R2 ont aussi observé que les enseignants ne donnaient pas autant d’'informations
sur la forme et sur le contenu des examens que dans leur université d’origine
ou elles faisaient plus d’entrainement pour les tests en classe. Les étudiants ne
recevaient pas souvent de retour sur leur travail ou bien si retour il y avait, le
nombre de points obtenus par exemple n’était pas clair, comme dans le cas de
R13 : jusqu’a présent, je ne sais pas comment cela a été évalué. Personne a l'université
ne nous a expliqué le systeme d’évaluation. Peut-étre qu’ils nous 'expliqueront a la fin
ou je demanderais a quelqu’un. Nous avons obtenu des points, mais je ne savais pas si
J’avais réussi ou non. J’ai dii attendre que les crédits apparaissent pour savoir si j'avais
réussi le cours ou non. (...) Ce qui me manquait, c’était un retour, des commentaires, sur
mon travail. C’est peut-étre a cause du coronavirus et que tout était en ligne. Mais je
dois dire que certains résultats m’ont surprise, je n’ai pas compris comment j'avais pu
obtenir autant ou si peu de points...

D’autres difficultés sont apparues, par exemple 'interdiction d’utiliser un diction-
naire pendant I'examen malgré la permission explicite dans le syllabus du cours
ou bien l'attribution d'un test en langue anglaise dans un cours du programme
francais. Quant aux compétences langagiéres des étudiants en frangais (a part
dans les cours de frangais), la plupart des enseignants ne les évaluaient pas ou
exprimaient plutot leur soutien ou satisfaction avec les efforts des étudiants étran-
gers. Toutefois, R9 témoigne de l'attitude d’'un enseignant qui s’est comporté d'une
facon dépréciative envers sa maitrise du francais : un professeur s’est un peu moqué
de nous, c’était bizarre, mais enfin... Sinon, c’était cool, on n’évaluait pas beaucoup la
langue, mais parfois oui, et ca m’énervait, parce que... je ne sais pas... ils ont dit par
exemple : «Mais votre frangais...» et moi «Monsieur, moi, je ne suis pas Frangaise, ¢ca ne
va pas, je ne peux pas étre comme les autres».
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4.2 Interactions avec d’autres étudiants en classe

L'analyse des entretiens montre que le caractére des interactions avec d’autres
étudiants en classe dépendait de plusieurs facteurs, dont le format et la méthode
d’enseignement (cours magistraux - travaux dirigés, travail en équipe - travail
individuel), le type de programme (programme francais - programme anglais), la
personnalité de I’étudiant et la personnalité de ses camarades de classe ou bien
le fait de venir en Erasmus seul.e ou avec un.e ami.e de son pays.

R11 et R12 regrettent que la plupart des cours aient été donnés sous forme
de cours magistraux consistant en un enseignement purement frontal et souvent
en un simple recopiage des informations écrites au tableau. De plus, comme les
pauses étaient tres courtes entre les cours, elles étaient obligées de se dépé-
cher apres le cours pour arriver a temps au suivant. Dans ces conditions, il était
presque impossible de nouer des contacts en classe avec d’autres étudiants. Par
contre, les étudiants suivant des cours plus interactifs avaient plus de chance de
faire la connaissance de leurs camarades de classe puisqu’ils devaient former des
équipes de travail et collaborer sur des projets avec les autres.

Dans les programmes anglais suivis par un nombre plus important d’étudiants
Erasmus, les relations se sont plus facilement nouées. En effet, tous les étudiants
Erasmus se familiarisaient avec un nouvel environnement, souhaitaient trouver de
nouveaux amis et rencontraient plus ou moins les mémes difficultés dans la vie
quotidienne dans un pays étranger. Au contraire, dans les programmes francais, il
n'y avait souvent qu'un seul étudiant Erasmus, ou deux provenant de la méme
université d’origine. S'ils étaient venus a deux, ils formaient un groupe a part,
et étant partiellement satisfaits quant au besoin de partage et de convivialité ils
se sont contentés du statu quo et n'ont pas fait autant d’efforts pour créer de
nouvelles relations que s’ils étaient seuls. De l'autre coté, les étudiants du pays
voyaient que leurs camarades étrangers se suffisaient, dans une certaine mesure,
a eux-mémes. R9 dit que les étudiants dans le programme anglais ont trouvé des
amis plus facilement parce qu’avec elles, les Frangais ne parlaient pas beaucoup. Moi,
je pense que nous étions deux avec (R7), et si j’étais toute seule, ¢ca aurait été différent.
Mais comme nous étions deux, les Frangais croyaient que nous n’avions pas besoin de
parler avec eux, (...) et pour eux, c’est aussi plus facile de bavarder avec leurs copains
dans leur langue.

La non-communication de certains étudiants frangais pendant I'élaboration des
projets en équipe a causé l'échec du travail de tous les participants, méme de
ceux qui avaient fait des efforts. R1 dit qu'en tant qu’étrangére elle ne voulait
pas persuader les autres de travailler. Selon elle, la communication n’a pas eu de
bons résultats aussi a cause des caracteéres difficiles des étudiants dans le groupe.
Elle était également décue que les autres étudiants en classe ne prennent pas en
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considération que le francais n’était pas sa langue maternelle : Pendant le travail
en équipe (...), moi, je ne les intéressais pas, ¢a ne les intéressait pas que j’étais étrangere
et ils ne parlaient pas un frangais correct et utilisaient plein de mots familiers, et puis
quand on discutait quelque chose sur Facebook par exemple, ils utilisaient des abrévia-
tions, et nous, avec R2, les regardions et ne savions pas ce que ¢a voulait dire. R2 ajoute
que l'échec a été causé par un autre facteur - une mauvaise gestion du temps :
D’habitude, on divisait le travail et on travaillait dessus, mais quelquefois il est arrivé
que les étudiants commencent a s’y intéresser la veille du jour de la remise. Et ils ont
commencé a communiquer a minuit.

4.3 Interactions avec d’autres étudiants en dehors de la classe

Les interactions avec d’autres étudiants en dehors de la classe correspondaient
dans une certaine mesure aux relations établies en classe. En effet, la plupart des
étudiants ne sont pas arrivés a nouer des relations durables avec leurs cama-
rades de classe francais ou francophones tandis que ceux dans les programmes
anglais se sont relativement bien intégrés dans la communauté d’autres étudiants
Erasmus et sont restés en contact méme aprés la fin du séjour a I'étranger. R2
a déclaré :toutle monde le dit, on va dans un pays étranger mais on ne parle pas avec les
gens de ce pays mais plutot avec les étudiants Erasmus. C'est comme ¢a dans la plupart
des cas et moi, je le comprends, quand je vais a I'école ici, dans mon pays, je ne bavarde
pas avec les Erasmus. Quoique, maintenant je le ferai.

Alors que R6 désigne la cuisine de la résidence universitaire comme un point de
rencontre possible avec d’autres étudiants ou elle a facilement trouvé des amis
au début de son séjour, I'expérience de R14 est différente : la premiére impression
de la résidence universitaire n’était pas bonne. C’étaient surtout des Frangais et des
Asiatiques qui y logeaient et ils avaient leurs communautés a eux, ils se retrouvaient
entre eux. Il n’y avait qu’une cuisine pour les sept étages et il était compliqué de venir
dans la cuisine ot les étudiants étaient en groupes. Méme si je voulais bavarder avec
eux, ¢ca n’a pas trop marché, ils ne nous ont pas acceptées.

La personnalité de l'étudiant et celle de ses camarades de classe était aussi un
facteur important. Tandis que certains répondants n’ont pas réussi a sortir de
leur zone de confort et a oser faire des erreurs en communiquant, d’autres ont pu
créer de nouvelles amitiés. Pour R12 il était difficile de faire connaissance avec les
autres. N'aimant pas faire des fautes, elle ne se sentait pas a 'aise en frangais. De
plus, elle ne comprenait pas souvent les étudiants d’origine africaine qui étaient
logés, comme elle, a la résidence universitaire et qui n'ont pas essayé d’adapter
leur facon de parler (francais familier, articulation, vitesse) de maniére a ce qu’elle
les comprenne mieux. L'utilisation de I'argot et du langage sms par les étudiants

frangais empéchait souvent une bonne compréhension des étudiants tcheques et
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slovaques. R3 avoue que la connaissance du langage sms lui manquait : si j’en
connaissais au moins quelques-uns, j’aurais évité plusieurs malentendus.

R11 se considére comme moins sociable, elle ne s’adresse donc pas d’habitude a
une personne inconnue en premiere. Quand elle bavardait avec quelqu’un, c’était
donc de linitiative de celui-ci. Grace a une étudiante Erasmus et sa capacité a
réunir les gens, R3 a pu vivre une expérience tout a fait différente, riche en nou-
velles relations : Je crois que c’était grdace a une Allemande, étudiante Erasmus, qui
a créé un groupe ot il y avait des étudiants Erasmus et ses copains de classe. Et, par un
concours de circonstances, c’était une communauté de personnes qui aimaient danser,
et a I'école on avait des cours de bachata gratuits et on se rencontrait aussi la. A mon
avis, c’était un concours de circonstances qu'il y avait cette excellente teamleader et
qu’on avait tous le méme intérét, la danse, (...) et peut-étre c’était aussi grdce a l'ouver-
ture d’esprit des Frangais, parce que c’était des gens qui avaient aussi fait Erasmus ou
ils aimaient vraiment voyager. (...) Moi, je communique en frangais au quotidien, je suis
toujours en contact avec ces gens, sur facebook ou on s’appelle. Cette ouverture d’es-
prit des Francais envers les étudiants étrangers qui correspondait a leur attitude
envers la mobilité Erasmus en général a été aussi mentionnée par R14 : apres,
j’ai rencontré quelques Frangais dans les cours en bloc, en anglais, mais eux, ils étaient
amicauy, ils s'intéressaient aux étudiants Erasmus, ils étaient cool. Ils se préparaient
eux-mémes a la mobilité Erasmus ou ils 'avaient déja effectuée. Le fait pour R3 d’avoir
fait partie de ce groupe lui a également permis de perfectionner son frangais :
nous nous sommes mis d’accord au début que nous étions ici pour apprendre le frangais,
nous parlerions donc en frangais. De plus, il y avait une Espagnole qui ne savait pas
parler anglais et nous ne voulions pas l'éliminer de notre groupe. C’était un avantage.

Certains étudiants ont remarqué que leur maitrise du francais facilitait les inter-
actions et contribuait a une résolution plus rapide des problémes. Comme c¢a, ils
ont méme pu aider d’autres étudiants en difficultés comme c’était le cas de R1 :
C’était un tres grand avantage de pouvoir communiquer en frangais et ¢a faisait une
trés grande différence parce que ceux qui ne savaient pas bien parler frangais mais qui
essayaient de régler des choses en anglais, par exemple a la résidence universitaire, on
leur a dit, ¢a ne va pas, on ne peut pas le faire pour vous, ¢a n’ira pas et ces filles en
étaient bien malheureuses, nous sommes arrivées, j'ai posé la question en frangais, oui,
pas de probléeme, et tout a bien marché. (...) On vous comprendra (en anglais) mais
jamais on ne sera aussi disponibles qu’avec le frangais.

4.4 Interaction avec les services administratifs

Alors que les contacts avec les professeurs étaient dans la plupart des cas en pré-
sentiel, avec les services administratifs la communication se déroulait en majeure
partie par courriel. Avant leur départ, les étudiants sont entrés en contact notam-
ment avec le service international de 'université étrangere. En général, ces inter-
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actions se sont bien déroulées. Par contre, ce qui a vraiment posé probleme, c’était
la quantité de documents a remplir et en particulier le manque d’informations sur
les cours. Non seulement les informations sur le contenu des cours n’apparais-
saient pas sur le site universitaire mais en plus, les listes de cours disponibles
pour les étudiants Erasmus étaient incompletes, voire erronées. R3 dit : javais un
probléme, on m’avait envoyé une autre liste. La liste du semestre d’automne au lieu de
la liste du semestre de printemps, et personne ne s’en est inquiété. ]'ai méme recu deux
listes différentes, apres je suis arrivée sur place et aucun cours n’était disponible, donc
j’ai tout refait, sur place, j’étais hyper stressée, vous pouvez l'imaginer.

Certaines écoles n’ont pas informé les étudiants Erasmus du stage d’'un mois a la
fin du semestre de printemps destiné aux étudiants réguliers, et en conséquence,
les étudiants Erasmus ont d{ terminer leur séjour d’études plus tot et rendre
ensuite une partie de leur bourse.

Les écoles organisent d’habitude quelques jours ou une semaine d’intégration,
souvent seulement au début de l'année universitaire, c’est-a-dire au semestre
d’automne et pas au semestre de printemps. Cet événement aide beaucoup les
nouveaux étudiants dans les démarches administratives - qu’il s’agisse de la créa-
tion d’'un compte bancaire, du paiement de l'assurance ou de l'inscription aux
cours choisis, tout se fait sur Internet mais avec l'aide des employés de I'école ou
d’autres responsables. Pourtant, il y avait des écoles ou les étudiants devaient ve-
nir au bureau a chaque fois qu’ils voulaient faire un changement dans leur emploi
du temps, et de cette facon, la création de 'emploi du temps était trés compliquée
et a pris beaucoup de temps (chevauchement des cours, longues queues dans le
bureau, etc). R11 parle de ce probleme ainsi : méme si nous nous sommes inscrites
aux cours sur Internet et nous les avions dans nos LA3, nous avons dii faire aprés un
tour dans les bureaux de la scolarité des facultés et dire ce que nous souhaitions.
Mais nous ne savions pas ce que nous souhaitions parce qu’il n'y avait une liste
compléte nulle part. Le catalogue qu’on nous a donné ne comprenaient que les cours
inscrits par les étudiants Erasmus avant nous. Au final, nous avons appris que nous
avions un choix beaucoup plus large et nous avons dil faire ce tour des bureaux de
scolarité plusieurs fois et a chaque fois que nous y sommes allées, (...), il y avait
toujours une file d’attente et nous ne sommes pas arrivées a accéder au guichet
parce qu’il y avait un cours qui commengait déja et nous avons dil y aller et cela
a duré pendant des semaines.

Les interactions avec les employés des services universitaires se poursuivaient
souvent par mails apres le départ des étudiants parce qu'’ils n’avaient souvent que
des notes provisoires que le service des relations internationales de leur universi-
té d’origine n’acceptait pas. Il est aussi arrivé que ces interactions ne puissent plus

3 learning agreement - contrat d'études
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se poursuivre pendant les deux mois d’été étant donné qu’il n'y avait personne
dans les bureaux.

Les étudiants Erasmus en France peuvent faire une demande pour la CAF, qui est
une forme de soutien financier facilitant le paiement du loyer. Quelquefois, les
démarches administratives qu'’il fallait faire ont pris beaucoup de temps et 'aide
n’a été accordée aux étudiants qu’a la fin de leur séjour, voire aprés leur retour
a la maison. C’'était par exemple le cas de R3 qui a essayé, a travers cette expé-
rience, de comprendre et d’accepter cet aspect de la situation considéré comme
interculturel : mais la demande de la CAE cela a aussi duré jusqu’a la fin de mon
séjour. Ce n’est qu’a la fin que je l'ai eue. (...) Je recommanderais aux étudiants
de rester patients, car moi, je n’en pouvais plus, je ne m’attendais pas a ce qu'il
en soit ainsi. Mais ensuite je me suis dit, c’est un pays différent, il y a une telle
bureaucratie, je dois l'accepter, et quand je veux les allocations du gouvernement
frangais, ce n’est pas si évident, dans d’autres pays ¢a n’existe pas du tout, je dois
faire des sacrifices pour cela. Et ca m’a beaucoup aidé a la fin, ca m’a payé la moitié
des loyers mensuels.

L'étudiante R8 était étonnée que certains services de I'administration francaise
emploient des personnes ne parlant pas anglais. Elle décrit son expérience quand
elle a déposé une demande de permis de séjour : nous avons attendu une heure
et demie, et quand c’était notre tour, la dame ne parlait pas du tout anglais, mais
pas du tout, uniquement le francais, je lui ai finalement tout expliqué, mais j'aurais
préféré traiter de ce genre de choses administratives en anglais. (...) puis nous avons
dii le régler par e-mail, et ¢ca, c’était nul. On leur a écrit en anglais, ils ont répondu
en frangais... ca ne me dérange pas, mais il y a des Américains, par exemple, qui ne
parlent pas du tout frangais.

4.5 Autres types d’interactions

En dehors de I'école, pendant leur séjour, les étudiants ont effectué des interac-
tions dans la vie courante, c’est-a-dire en faisant les courses, en voyageant, en
cherchant un petit job et en travaillant, en communiquant avec les employés du
campus ou avec les médecins en cas de maladie.

Etant donné que la plupart des étudiants communiquaient avec leurs camarades
de classe en anglais (sauf quelques-uns qui ont fait leurs études dans le pro-
gramme francais et R3 qui pouvait communiquer en frangais dans la communauté
d’étudiants Erasmus et frangais dont elle faisait partie - cf. chapitre 4.3), ces situa-
tions de communication mentionnées ci-dessus ont permis aux étudiants d’amé-
liorer leurs connaissances et compétences en francais. Les étudiants étaient plon-
gés tous les jours dans un milieu francophone, le frangais les entourait partout. De
ce fait, ils ont pu perfectionner en particulier leurs compétences réceptives. R6 dit
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qu’en faisant ses courses au marché et en utilisant les transports publics elle a fait
des progres surtout en compréhension orale. Mais pas seulement. Elle a également
trouvé un petit job sur un site Internet et a travaillé comme baby-sitter dans
une famille franco-tchéque. Comme ¢a, elle a été amenée a communiquer aussi
en francais dans la famille et avec les maitresses et institutrices des enfants. Pour
R13 c’étaient notamment les voyages qui lui ont permis de s’engager dans des
situations de communication variées : en voyageant nous avons pu nous entrainer
en frangais, par exemple au restaurant, et ¢a nous a fait énormément plaisir, avec
les hétes, par exemple a Bordeaux nous étions logées chez un héte trés sympa qui
nous a fait visiter la ville. Et en fait, 'utilisation du frangais était trés spontanée.
C’était formidable. Nous avons aussi essayé Blablacar et ces choses-la.

R7 est entrée en interaction avec des employés dans la résidence universitaire
pour régler des problemes. Dans le premier cas, c’était a cause d'un départ tardif
des copains de classe du campus : la résidence était surveillée 24/24, il y avait un
réceptionniste, et c’était un avantage et un inconvénient a la fois. A la fin, je me
suis disputée avec lui parce qu’il m’a interdit les visites. Nous avons révisé avec un
groupe de frangais dans notre chambre et nous avons terminé vers onze heures du
soir. Normalement je devais les accompagner et leur ouvrir la porte. Mais il faisait
tard et eux, ils m’ont dit, mais non, reste ici, on est frangais, on lui demande de nous
laisser passer. Et bien sir, c’était un énorme probléme, il m’a fait venir, en disant
que si ce sont mes invités, c’est moi qui dois descendre avec eux et qu’il m’interdit
les visites. Et donc, je lui dis, oui, interdisez-le-moi, je suis sur le point de rentrer
chez moi. Je m’en foutais déja. Dans le second cas, elle a dii s’adresser a plusieurs
reprises au personnel de la résidence a cause d'une panne d’eau chaude dans sa
chambre : je n’ai pas eu d’eau chaude pendant trés longtemps. (...) J'ai lutté contre
ca tres longtemps, en septembre, en octobre, et ld, ca ne me dérangeait pas trop,
parce qu'il faisait vraiment chaud. (...) Ca a commencé a me géner a la fin d’octobre,
c’était trop pour moi. (...) Apreés, je I'ai annoncé x fois, on doit répéter et répéter
des choses aux Frangais, donc j'y suis allée autant de fois qu'il fallait pour qu'ils le
réparent, et ¢'a été a la mi-novembre, je pense.

Ensuite, pendant le semestre de printemps 2020, la pandémie du Covid 19 a causé
une situation tout a fait imprévue et les étudiants ont été obligés de faire face a
de nouvelles situations de communication avec des nouveaux interlocuteurs.

4.6 Interactions du printemps 2020

Le début de la pandémie de la Covid-19 en Europe a influencé et compliqué les
stages Erasmus de 5 étudiantes de notre échantillon qui se trouvaient en France
dans les villes universitaires de Caen (R10, R11 et R12), Montpellier (R13) et Lille
(R14). La nouvelle situation a apporté de nombreuses difficultés, mais la période
a été tres riche en communications et interactions différentes ou inattendues.
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Méme lorsque début mars 2020 la République tchéque s’apprétait a fermer les
établissements scolaires et universitaires, les 5 étudiantes rapportent continuer
leurs études comme avant, comme en témoigne R13 : Les nouvelles venaient de
la Tchéquie. En France, tout continuait comme avant. Mais avec la décision de la
France de fermer les universités, la position des étudiantes allait changer. Selon
R13, tout s’est passé tres vite apres, les informations changeaient au jour le jour,
c’était tres difficile de s’orienter dans tout cela. Les étudiantes ont été informées
par les bureaux internationaux des universités des mesures en cours et des suites
possibles de leurs séjours, comme dans I'exemple de R12 : on recevait des mails,
les informations n’étaient pas toujours claires ou siires, on me demandait d’informer
le bureau international sur si je reste ou si je pars, on nous a proposé d’annuler
notre Erasmus, mais ce n’était pas vraiment clair si on devait aprés rendre la bourse
ou pas et personne ne savait nous répondre. Sous pression de leurs familles en
République tchéque et en Slovaquie, 4 étudiantes ont décidé de partir du jour au
lendemain, mais R11 en a décidé autrement : je pensais que le virus allait passer,
que je pourrais finir mes études comme prévu. R13 est partie du jour au lendemain,
les autres filles aussi, mais moi je voulais prendre mon temps et distribuer mes
provisions aux autres étudiants a la cité-U, je ne voulais pas tout laisser juste comme

ca.

Pour prendre leurs décisions et organiser leurs départs, les étudiantes ont été
en interactions écrites par courriel, ou orales par téléphone, avec différents locu-
teurs : services universitaires, enseignants, compagnies aériennes ou de bus, les
Ambassades tchéques et slovaques pour négocier leurs départs puis chercher le
meilleur moyen de transport pour se rendre au point de destination. R10 raconte
son départ de France : le jour de mon départ, tous les trains et bus ont été an-
nulés. On a trouvé un taxi avec d’autres étudiants Erasmus, on a payé 300€ mais
on a partagé les frais. Les changements, les imprévus, les déplacements avec les
valises et la peur de rater la derniére connexion mettaient les étudiantes dans
un état de stress, comme 'explique R13 : mon vol a été annulé, mais ’Ambassade
m’a informée de l'existence d’'un bus pour le lendemain. C'était trés hystérique, pas
beaucoup de temps pour tout préparer. Apreés, a Paris, je devais prendre un taxi pour
aller a I'Ambassade mais je n’arrivais pas a le trouver sur le parking. Au téléphone, je
ne comprenais pas l'accent du chauffeur, j'étais super stressée, j'avais peur de rater
le bus.

Le départ précipité a apporté des situations de communication et interaction im-
prévues quand il fallait négocier les départs hors contrat et négocier les rembour-
sements des cautions, comme par exemple R13 : J'ai dii payer 600€ parce que je
quittais 'appartement précipitamment, j'ai dil utiliser presque tout ce qui me reste
de ma bourse Erasmus pour ce paiement. Ca n’a pas été facile. Méme apres leurs
retours en République tcheque ou en Slovaquie, les étudiantes ont dii s’occuper
de la gestion administrative et demander les remboursements des amendes ou
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cautions, les communications avec la CAF ou la fermeture des comptes bancaires.
R14, encore au moment des entretiens, a décrit ses soucis avec la banque : le
compte n'est encore pas cloturé. Je I'avais ouvert pour pouvoir bénéficier de la CAE.
La j'ai recu un courriel de la CAF il faut que je retourne une partie des allocations
comme je ne suis plus en France. Mais je n’arrive pas a accéder au compte francais,
a l'argent. Je ne peux rien faire, il y a de I'argent, mais je n’ai pas de codes, ils ont
dil étre livrés par la poste a l'adresse frangaise aprés mon départ. Je ne sais pas
comment faire pour le cloturer.

Aprés la fermeture des universités pendant le semestre de printemps 2020, il est
possible de constater un manque considérable d’interactions personnelles rempla-
cées par de la communication a distance, des échanges par courriels ou par télé-
phone. Les étudiantes ont di agir de maniére flexible et s’adapter aux nouvelles
situations imprévues.

Les enseignements de la fin du semestre, aprés les retours des étudiantes en Ré-
publique tchéque ou en Slovaquie, ont été organisés en ligne. Les examens ont été
parfois modifiés, les étudiantes ont été évaluées seulement a partir de leur travail
continue en France fait avant la fermeture des universités, comme le témoigne
R11 : le cours de phonétique, le prof a décidé que I'évaluation du cours, cela sera
juste le contréle continu de la premiére moitié du cours. Pour le cours d’anglais, on
a modifié les modalités d’examen.

Malgré tout, les 5 étudiantes disent qu’elles ne regrettent pas d’étre parties parce
que les points positifs de leurs expériences sont plus nombreux que les points
négatifs. Elles souhaitent toutes repartir en Erasmus plus tard pour le vivre de
facon plus «classique ». Elles esperent aussi que leur expérience Erasmus incom-
pléte pourra étre reconnue par les futurs employeurs car elles ont d{i, chacune
individuellement et a leur fagon, gérer des imprévus, prendre des décisions en
étant stressées et sortir de leur zone de confort.

5 Discussion

Les analyses thématiques présentées dans la partie 4 de cet article nous ont servi
de données de base pour I'élaboration d'un cours de préparation a la mobilité
internationale. Il est possible de diviser les axes thématiques en trois grandes
parties, I'organisation universitaire et administrative, les méthodologies de travail
et les différences interculturelles.

Pour avoir plus d’informations et comprendre 'organisation universitaire d'un
autre pays, les étudiants seront amenés a effectuer une étude plus approfondie
des sites web des universités, des programmes d’études proposés pour les Eras-
mus en francais ou en anglais et les comparer et contraster entre eux. Dans le

but de s’entrainer aux futures interactions avec différents locuteurs des admi-
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nistrations différentes, nous voulons nous inspirer des expériences des étudiants
de cette recherche et des taches pratiques ou jeux de roles. De cette fagon, les
étudiants pourront s’entrainer a rédiger des courriels de demande d’informations
et de relance, a remplir des documents administratifs (par ex. CAF, ouverture d'un
compte bancaire). Suite aux expériences négatives de certains étudiants de cette
étude avec les clétures de comptes bancaires, un jeu de role pourra aider les
étudiants a poser des questions a un conseiller bancaire et s’'informer de facon
détaillée sur les modalités de cloture du compte sur place (avant le départ) ou a
distance (aprés le retour dans leur pays).

Quant a la méthodologie de travail universitaire, il est possible de s’inspirer des
ouvrages existants dédiés a cette thématique (Mangiante & Parpette, 2011; Par-
pette & Stauber, 2014) et travailler, avec les étudiants, sur : la prise de notes,
la compréhension des modalités des examens, I'analyse des consignes, la rédac-
tion des commentaires, des syntheses, des comptes rendus ou dissertations ou la
préparation d'une présentation orale. Les interactions avec les enseignants et les
autres collegues de classe constituent une autre partie du travail a 'université.
Les étudiants vont s’entrainer davantage a poser des questions aux enseignants
ou a entrer en contact avec les étudiants francgais du cours sans avoir I'impres-
sion de déranger. De méme, comme la gestion des projets communs s’est avérée
étre problématique, travaux en groupe et gestion des projets menés par plusieurs
étudiants feront partie du cours de préparation également.

La dimension interculturelle de la préparation a la mobilité internationale est es-
sentielle (Jackson, 2011 ; Papatsiba, 2003) et sera intégrée dans I'ensemble des
cours que nous préparons. Il est important de familiariser les étudiants avec les
concepts de l'interculturel, des différences interculturelles et avec l'adaptation
dans un pays étranger (Bennet, 2013 ; Fitzpatrick, 2020; Ting-Tommey & Dorjee,
2019). C’est pourquoi des exemples concrets des malentendus ou problémes se-
ront étudiés et analysés avec les étudiants sous forme d’études de cas.

Grace a la participation des étudiants Erasmus frangais ou francophones en mo-
bilité a Brno, les étudiants de l'université tcheque pourront discuter avec les étu-
diants Erasmus étrangers sur les différences pergues, sur les stéréotypes, clichés,
habitudes ou regles qui peuvent étre différents d’'un pays a l'autre (retards, pauses,
rafraichissements en classe). Cette discussion permettra aux étudiants tcheques
et slovaques de voir leur propre culture a travers les yeux des personnes venant
d’ailleurs. Aussi d’autres difficultés identifiées grace a notre étude pourraient étre
travaillées : abréviations, langue des sms, langue des jeunes (activité de traduction
des messages ou textos, par exemple) ou la peur d’initier une interaction avec
d’autres personnes.

D’autres thématiques du cours de préparation a la mobilité seront ajoutées plus
tard, puisque le recueil des données de notre recherche continue, méme pendant
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I'année académique 2020/2021 ce qui permettra de compléter notre recherche
avec de nouvelles spécificités de la mobilité internationale dans les conditions de
la pandémie actuelle. Les étudiants actuellement en mobilité, tout comme les 5
étudiantes du printemps 2020, sont a I'épreuve de l'adaptation aux restrictions
sanitaires qui changent et ont besoin d’étre flexibles et de gérer I'imprévisible.

Nous planifions d’élargir I'échantillon des personnes interviewées a des employés
des universités - enseignants ou employés administratifs des universités fran-
caises ou francophones pour pouvoir comparer et contraster les données sor-
tantes de notre étude, mais aussi apporter le point de vue des établissements
d’accueil.

La partie sur la comparaison des systemes universitaires francais ou francophones
et tcheques sera enrichie par les informations données grace aux entretiens avec
les étudiants Erasmus francais qui arrivent en séjour Erasmus a I'Université Ma-
saryk de Brno. Nous avons déja réalisé 6 entretiens semi-directifs depuis 2018,
et continuons a ajouter d’autres répondants a cette recherche, y compris dans
I'année universitaire actuelle de 2020/2021 ce qui permettra de contraster les
différentes expériences d’études pendant la crise covid-19 et la vie des étudiants
étrangers en France et en République tchéque.

6 Conclusion

L'analyse des entretiens nous a permis de connaitre les types et le déroulement
des interactions auxquelles les répondants ont participé pendant leur mobilité
d’études. Grace aux résultats de cette analyse, les enseignants de frangais de I'uni-
versité d’origine pourraient adapter le contenu et les activités d’enseignement de
maniere a mieux préparer leurs étudiants a un tel séjour dans un pays franco-
phone et les mener a gérer au mieux les difficultés éventuelles qui ressortent des
interactions réalisées.

En élargissant 1'échantillon des répondants, nous pourrons poursuivre notre re-
cherche sur le sujet puisque la pandémie du Covid 19 a entrainé de nouvelles
situations de communication. Une partie des étudiants sont, malgré tout, toujours
intéressés par la mobilité Erasmus et la situation actuelle ne les a pas dissua-
dés de partir dans une université étrangére. Il serait donc intéressant de voir
comment leurs besoins évoluent au fur et a mesure des changements dus aux
restrictions sanitaires dans tous les domaines de la vie étudiante. Les résultats de
la recherche pourront également servir aux étudiants qui souhaiteraient effectuer
leur mobilité internationale mais sont découragés par l'inconnu et ont peur de
I'imprévisible.
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Jazykova expresivita v hlavnich zpravodajskych relacich
celoplosnych televiznich stanic

[B. Bednarikova, J. Horakova, V. Jilek, M. Kopeckova, M. Pitnerova, W. Zimmerova:
Jazykovd expresivita v hlavnich zpravodajskych relacich celoplosnych televiznich sta-
nic.]

Monografie Jazykovd expresivita v hlavnich zpravodajskych relacich celoplo$nych
televiznich stanic predstavuje dalsi ¢ast védeckého zkoumani jazyka Zurnalistiky,
kterému se autorsky tym z FFUP v Olomouci systematicky vénuje, a navazuje
tak na predchozi prace Jazykové prostiedky s potencidlem porusit normu v oblasti
medidlniho zpravodajstvi (Jilek, Bednatikova a kol., 2015) a Jazyk moderdtori Udd-
losti, hlavniho zpravodajského poradu Ceské televize (Jilek, Bednaiikova, Svobodova

a kol,, 2016).

Monografie se vénuje tématu expresivity jako lingvistického prostredku k vyjad-
feni emoci, konkrétné jeho uzivani v publicistickém stylu, v jazyce hlavnich zpra-
vodajskych potadd ¢eskych celoplosnych stanic (CT 1, TV Nova, FTV Prima a TV
Barrandov), pricemz je provedena kvantitativni analyza expresivnich prostredki
na urovni zakladnich jazykovych rovin, tedy expresivnich prostredkt zvukovych,
morfologickych, lexikalnich a syntaktickych.

V erudovaném teoretickém uvodu se autofi vénuji jednak tématu vymezeni jevu
expresivity v jazyce obecné a zvlasté potom spojeni expresivity a hodnoceni, ne-
bot’ expresivita miiZze byt jak prvkem primo hodnoticim, tak i prvkem podptrnym,
ktery lze pouzit k nepfimému ovliviiovani a manipulaci prijemct sdéleni, coz auto-
i povazuji za uziti vysoce neetické, vzhledem k tomu, Ze pfi medialni komunikaci
v oblasti zpravodajstvi je vyzadovana objektivita, vyvaZenost a nezaujaté informo-
vani vefejnosti - autofi zde zminuji zvlaSté normativni koncept zasad informac-
ni kvality (objektivity) zpravodajstvi ]. Westerstahla, spolu se zakony regulujicimi
¢innost médii a Etickym kodexem novinare.

Cil analyzy, tedy identifikace expresivnich jazykovych prostredki, kvantifikace
a komparace jejich vyskytu véetné sledovani jejich uziti v souvislosti s hodnoce-
nim, naplnéni cile prostiednictvim taxonomie expresivnich jazykovych prostredki
a postup pri nastaveni a konstrukci analyzovanych vzorki jsou popsany v kapitole
Metodologie a metodika analyzy. Vzorky pro analyzu byly vytvotreny z celkového
Casového useku 70 minut pro kazdou televizni stanici, pricemz vzdy je sestfihano
prvnich deset minut jejich hlavnich zpravodajskych relaci ze sedmi dnd.

V nejobsahlejsi ¢asti monografie vénované prostredkiim expresivity v jednotlivych
jazykovych rovinach jsou v jednotlivych kapitolach vZdy nejprve peclivé popsana
teoreticka vychodiska popisujici expresivitu a jeji vyjadireni v dané jazykové roviné
(zvukové, morfologické, lexikalni a syntaktické), poté jsou tyto prostiedky syste-
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maticky sledovany v analytické casti. VSechny sledované prostiredky jsou kvantifi-
kovany a nasledné zaneseny do prehlednych tabulek, které na zavér udavaji pra-
meérny vyskyt vSech expresivnich prostredki dané jazykové roviny u jednotlivych
televiznich stanic. Na zavér kazdé kapitoly vénované zkoumané jazykové roviné
autori zaradili prehledné shrnuti, které slouzi k interpretaci ziskanych poznatkd.

Vysledky odborného badani jsou v monografii predkladany prehlednym a logicky
strukturovanym zpuasobem, ktery je vzhledem ke své provazanosti s teoretickymi
vychodisky vhodny i pro Sir$i neZ jen tzce specializované lingvistické publikum.
K orientaci v textu kromé prehlednych tabulek napomahd i peclivé zpracovany
rejstiik.

Monografie jazykovd expresivita v hlavnich zpravodajskych relacich celoplosnych
televiznich stanic je velmi piinosnou publikaci, ktera se vénuje komplexni analyze
neprili§ Casto zpracovavaného lingvistického jevu. Expresivita zvlasté ve spojeni
s hodnocenim mize mit velky vliv na celkové vyznéni sdéleni ve zpravodajskych
relacich, které prijemci a priori povaZuji za objektivni a nestranné - tohoto ne-
bezpeci pripadné manipulace by si méli byt pfijemci védomi, proto je uceleny
rozbor mozného uziti expresivity velmi dilezity pro Kritické zpracovani informaci
predkladanych médii.

Autorka

PhDr. Ivana Mrozkova, Ph.D., Univerzita obrany Brno, Centrum jazykového vzdélavani,

e-mail: ivana.mrozkova@unob.cz

PhDr. Ivana Mrozkov4, Ph.D., je hlavni metodickou Centra jazykového vzdélavani Univerzity obrany Brno.
Kromé vyuky a testovani anglického jazyka se dlouhodobé zabyva problematikou komunikace a komu-
nikace pri vedeni a fizeni (Leadership communication); je spoluautorkou monografie Introduction to
Leadership Communication (Olomouc, 2014).
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Fakulta aplikovanych jazykov, Ekonomicka univerzita
v Bratislave

Fakulta aplikovanych jazykov (FAJ]) vznikla v roku 2010 ako siedma fakulta Ekono-
mickej univerzity v Bratislave. Bola to vak vlastne plynula transformacia z Ustavu
jazykov, ktory mal uz vtedy 20-roénu tradiciu. Tento Ustav jazykov zabezpedoval
vyucbu cudzich jazykov na ostatnych Siestich fakultdch univerzity. Hlavnou na-
pliiou ich ¢innosti bola vyucba vSeobecnych cudzich jazykov ale najma cudzich
jazykov pre Specifické ciele (odborny ekonomicky jazyk). Tato tloha potom presla
aj na novovzniknutu fakultu, kde cast ucitelov pokracuje vo vyucbe anglického,
nemeckého, franctizskeho, Spanielskeho, ruského a slovenského jazyka na ekono-
mickych fakultich EU v Bratislave (pre cudzincov). No zaroven fakulta predlozi-
la na Ministerstvo Skolstva navrh na akreditaciu vlastného studijného programu
»Cudzie jazyky a interkultirna komunikacia“ ktory bol v roku 2010 schvaleny.
Prvi Studenti tohto bakalarskeho Studijného programu nastupili v akademickom
roku 2009/10. Neskor pribudol aj akreditovany Studijny program pre magistersky
stupeni Studia. Dnes fakulta plne pokryva vlastny Studijny program na 1. a 2. stupni
vysokoskolského Studia.

Fakulta je rozdelena na 5 katedier:

¢ Katedra interkultirnej komunikacie (KIK)

o Katedra jazykovedy a translatolégie (KJaT)

o Katedra romanskych a slovanskych jazykov (KRaS]J)
« Katedra anglického jazyka (KAJ)

e Katedra nemeckého jazyka (KNJ)

Katedry KIK a KJaT sa venuju vylu¢ne vyucbe vlastného studijného programu FA],
zatial' co KAJ a KN]J sa venuju vyucbe na ostatnych fakultach a KRaS] zabezpecuje
vyucbu na vsetkych fakultach.

Studijny program nasej fakulty momentalne poskytuje vzdelavanie v nasledujticich
jazykovych kombinaciach:

¢ Anglictina a nemcina

¢ AngliCtina a franctzstina

¢ Anglictina a Spaniel¢ina

No je mozné zvolit si aj iné kombinacie tychto jazykov a navySe, mame na akre-
diticiu pripravené aj kombindacie s ruskym jazykom.
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FA] ma uz niekol'’ko rokov akreditaciu na postgradualne stadium pripravy pre Ri-
gordzne konanie s cielom ziskania titulu PhDr. V sticasnosti pracujeme aj na moz-
nosti poskytovat' treti stupen vysokoskolského vzdelania a priprave doktorand-
ského $tudia. Studijny program je plne pripraveny na akrediticiu Akredita¢nou
komisiou SR.

Absolventi Studijného programu Cudzie jazyky a interkultirna komunikacia su
podla prieskumov velmi dspesSni na trhu prace. Ich zamestnavatelia ocenuju nie-
len jazykové kompetencie ale zaroven aj znalosti z oblasti ekondémie, ktoré zvac-
$a chybaju absolventom filologicky orientovanych $tudijnych programov. Toto je
dosledkom velmi vyvazenej kombinacie predmetov, kde tretinu tvoria predmety
z oblasti ekondmie, druht tretinu tradicné, filologické predmety a poslednu, pred-
mety so zameranim na kultiry a komunikaciu.

Zial, od februara 2019 bola Fakulta aplikovanych jazykov spolu so vietkymi os-
tatnymi inStiticiami vysokoSkolského vzdeldvania ndtend z dévodov pandémie
COVID-19 prejst na diStan¢nu, virtudlnu formu vyucby. VSetci ucitelia sa preto
v sucasnosti ststreduju na vypracovanie novych, technolégiami podporovanych
foriem vyucby. Stali sme sa svojim spésobom rukojemnikmi réznych platforiem
na vyucbu so vSetkymi ich vyhodami i chybami. Neustdle komunikujeme so Stu-
dentmi a hladdme optimalne rieSenia naSich spolo¢nych problémov. Podla nefor-
malnych prieskumov sme dospeli k poznaniu, Ze ani ucitelia a ani $tudenti nie st
spokojni s touto formou Stadia. Chyba osobny kontakt, priama interakcia a ply-
nulost vyucby. Preto velmi diafame, Ze pandemicka situacia nam umozni zacat
nasledujuci akademicky rok uz v priestoroch nasej univerzity.

Autorka

PhDr. Tatiana Hrivikova, PhD., e-mail: tatiana.hrivikova@euba.sk, pracuje na Katedre interkultiirnej
komunikécie, na Fakulty aplikovanych jazykov, ktora je sticastou Ekonomickej univerzity v Bratislave.
V sucasnosti zastava funkciu veducej katedry. UZ od ukoncenia $tudii na Filozofickej fakulte Univerzity
Komenského v Bratislave sa venuje metodoldgii vyucby jazykov, odbornému jazyku a v sticasnosti najma
skiimaniu vztahu jazyka a kultury.
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