Editorial

Vazené kolegyné a kolegové,

je mi cti, Ze vdim mohu predstavit nové monotematické cislo ¢asopisu CASALC
Review, které vzniklo jako vystup z mezinarodni konference poiradané Centrem
jazykové piipravy Univerzity obrany se sidlem v Brné konané ve spolupraci s Ces-
kou a slovenskou asociaci jazykovych center.

Konference s ndzvem Foreign Language in Academic and Professional Education je
organizovana pravidelné jednou za dva roky od roku 2007 a navazala na tradici
predchozich konferenci poradanych Centrem jazykového vzdélavani s plvodnim
nazvem Kompetence v cizich jazycich jako dileZitd soucast profilu absolventa vy-
soké Skoly. Cilem této konference bylo vytvorit férum pro jazykové specialisty v ci-
vilnim i vojenském sektoru, ktefi se zabyvaji vyukou cizich jazykt v akademickém
a profesnim prostiedi.

V tomto ¢isle ¢asopisu jsou uvefejnény piispévky autori z Ceské republiky, Slo-
venské republiky, Makedonské republiky, Bulharska a Francouzské republiky, p¥i-
spévky jsou publikovany v ¢eském, slovenském, anglickém a francouzském jazyce.

Jako ucitele mé zaujaly prispévky zamérené na vyuku studenti a jejich pripravu
na zkousky, ale rovnéz jsem se zaujetim precetla prispévky tykajici se rozvoje ku-
rikul pro rzné obory. Pravé Siroky okruh obord, které se vyucuji na jednotlivych
Skolach, a pristupy k vyuce ¢ini naSi praci tak zajimavou, napt. vyuka laborator-
nich technik ¢i ridicich letového provozu a pilotd, a to je jenom mala ochutnavka.

S pestrosti vyucovanych oborl souvisi i terminologie zamérena na antonyma
v dal$im z obor(, v tomto ptipadé v logistice, ale jde i o schopnost lexikalni jed-
notky spojovat s jinymi jazykovymi jednotkami tak, abychom ziskali smysluplnou,
gramaticky spravnou a stylisticky adekvatni odpovéd.

Dalsi z prispévka se napriklad tyka hodnoceni znalosti student a srovnani ces-
kého prostredi s instituci podobného zaméreni v zahranici, konkrétné ve Francii
a Belgii. Zajimavym c¢tenim jsou i ptispévky zaméfené na rozvoj a projektovani ku-
rikula. Osobné jsem velmi rada, Ze se autori vénuji i principtim zdvorilosti, coz je
pro vSechny, ktefi se zabyvaji efektivni komunikaci studentli v pisemném i istnim
projevu jak ve vyuce face-to-face, tak i online nejen nezbytnosti, ale i predpokla-
dem pro Uspésné vykonavani prace i ispéSny osobni zivot.

Zavérem mi dovolte vyjadrit podékovani vSem autorim, ktefi se s nami podéli-
li o své zkuSenosti a vysledky z vyzkumi, a zaroven bych chtéla vyjadrit prani,
abychom se na podobnych férech schazeli Castéji a abychom se podileli o své
nazory s dalsimi kolegy i odbornou verejnosti.

Ivana Cechovad







Obsah

Anglictina pro specifické tucely / English for SpecificPurposes 5

Barbora Benesovd, Radmila Holubovd, Stanislav Rychtarik: English for

porters - ESP curriculum development . ... ... ........... 6
Adéla Cuttovd: Jazykové vzdélavani a hodnoceni znalosti cizich jazykd na

Ecoledelair . .. .. ... ... . 15
Elena Spirovska Tevdovska: Analysis of ESP assessment modes and

selection of grading components and criteria ... ........... 27
Eva Starikovd: Course design in teaching aviation English as EOP . . . .. 36

Teresa Geslin, Jamie Rinder et David Tual : Le projet GELS (Global
Engineers Language Skills) . . . . ... ... ... ... ... ..... 45

Martina Binderovd: Priprava ucebnych materidlov a ich vyuzitie na
vyucovani odborného cudzieho jazyka pre potreby policie . ... .. 54

Stépdnka Hronovd, Oldrich Johannes Petr: PoZadovany profil absolventa
na trhu prace imperativem pro kvalitni jazykové vzdélavani na
univerzitdch . . . . . ... 63

Galyna Karnatova: Ptiprava studenti na ustni projev zkousky podle
STANAG 6001 z ruského jazyka . . . ... ... .. .. ... ....... 73

Jelena Ondrejkovicovd: Vyucovanie odborného cudzieho jazyka a tvorba
uCebnych materidlov na Akadémii policajného zboru v Bratislave .. 83

Ladislav Vdclavik: To use or not to use: adapting the textbook for the
course of English for laboratory technicians . ... ........... 91

Dagmar Vrbéckd: Guide for authors - English for Medical purposes:

Activating teaching methods . . . . . .. .. ... ... ... ... ..., 100
Yvona Vrchlabskd, Jana Jadrnd, Hana JaroSovd: K vyuce produktivnich
dovednosti v rezortnich kurzech francouzského jazyka. .. ... ... 106
Metodologie / Methodology 115
Krystyna Heinz, Martina Chylkovd: Assessing students’ needs in English
language teaching . ... ... ... ... .. ... ... 116
Alena Hradilovd: Videokonference a principy zdvorilosti . . . . ... .. .. 127




Stanislava Jondkovd: Projektovani jazykového kurikula na fakultach
technického zaméfenf . . . . ... ... ... ... L

Svatava Heinlovd: Learning support and testing accommodations for
he students with dyslexia, with emphasis on English as a foreign
language . . . . . ...

Oborova terminologie / Terminology of Specializations

Jérome Boyon : La categorie de « specialite » a 'epoque des lumieres et
ayjourd’hui . . ... ...

Jiri Dvordk a Daniela Dvoridkovd: Collocability and contextualization in
the process of acquiring lexis . . . . ... ... ... ... ... .....

Galina Velikova: Antonyms in the Terminological System of Logistics in
English and Bulgarian . . . . .. ... ... ... ..............

Zpravy / Reports

Sdrka Zikesovd, llona Bourovd: »Je mehr Sprachen du sprichst, desto
mehr bist du Mensch” - spoluprace némecké sekce Jazykového
centra UPa a nadace Briicke/Most-Stiftung Dresden . ... ... ...

4 Obsah



a

CE‘%P

Anglictina pro specifické ucely

English for Specific Purposes



English for porters - ESP curriculum development
Barbora BeneSova, Radmila Holubova, Stanislav Rychtarik

Abstract: Designing an English language curriculum that is relevant to students’ needs and
empowers them to use their language skills in real life situations with respect to their job is the
focus of English for Specific Purposes. This paper addresses both the theoretical peculiarities
of designing an authentic and valuable ESP course in English for Porters, as well as the actual
process of implementing it. Fundamental principals of ESP are explained in the theoretical
part. Research carried out through questionnaires established the basis for a detailed profile
of the porters’ needs. This paved the way for creating a coursebook and an intensive course
that directly mirrors the demand. Implementing such a course may benefit porters at other
universities as it gives them a specific set of tools and enables them to communicate in English
in their work.

Key words: ESP (English for Specific Purposes), porters, curriculum development, coursebook
design

Introduction

English for Specific Purposes (ESP) undoubtedly holds a prominent place in En-
glish language teaching and learning. With the on-going need for international
communication, English is the lingua franca serving the immediate needs of vari-
ous work-related situations. This paper attempts to contribute to the field of ESP,
specifically by discussing the issue of English for porters. In the first part of the
article, a review of the literature is provided. The first section gives information
on the place of ESP in English language teaching, characteristics of ESP and design
of an ESP curriculum. The following section describes the rationale of the research
and design of the particular study. The outcomes of the project are given in the
last section. They comprise a description of questionnaire results and an intro-
duction to the coursebook which is used in the course English for Porters, taught
at the Institute of Applied Language Studies, at the University of West Bohemia.

1 Theoretical background

In recent years, there have been an increasing number of international students
and university employees coming to the Czech Republic. According to the annual
reports of the University of West Bohemia in Pilsen (UWB), in five years’ time, the
number of foreign students and university employees coming to UWB has grown
significantly, namely 346 students and 24 university employees in 2010 and 484
students and 136 university employees in 2015 (Vyrocni zprava o ¢innosti, 2010;
2015). As a result, a need to increase the communication skills of porters, who
are often the first people in contact with international visitors at the university,
has emerged.




It is without any doubt that English is an international language that is used as
a means of communication worldwide. Focusing on educating people in specific
professions and equipping them with the knowledge and skills that help them
communicate in their profession in English is widely known as English for Spe-
cific Purposes (ESP). The following paragraphs introduce ESP and its place within
the field of English as a Foreign Language (EFL), as well as some of the basic
characteristics and principles that make English for Specific Purposes come to life
through meaningful curricula and fulfil its purpose with respect to the needs, in
this case, of the University of West Bohemia.

1.1 The place of ESP in English language teaching

Most of the time, English is learnt as English for General Purposes (EGP). As
Richards (2001) puts it, it is learnt simply “for its own sake, or to pass a gen-
eral examination” (p. 28). In other words, it is taught without necessarily being
useful in a given contextual situation. As for English for Specific purposes, there
is a clear incentive to learn the language. The term specific is sometimes used
interchangeably with special or specialized. Mackay and Mountford describe the
notion of specific as “a restricted repertoire of words and expressions selected
from the whole language because [it] covers every requirement within a well
defined context, task or vocation” (as cited in Javid, 2015, p. 17).

Johns & Price-Machado (2001) argue that all good language teaching should be
tailored to the target audience while taking the sociocultural contexts into ac-
count (p. 43). That would imply that any kind of language teaching is a kind of
ESP because teachers are aware of their students’ abilities, differences in needs,
interests, etc. and alter their approach accordingly. While this holds true to some
extent, it is important to differentiate between a teacher’s personalized approach
to students and teaching English for Specific Purposes. Simply said, in ESP, stu-
dents are studying in order to develop or improve the language skills useful for
their profession. The most important point to be considered is that the students of
ESP are studying to “perform a role [and] the measure of success is [...] whether
they can perform convincingly” in that role (Richards, 2001, p. 33).

There are a number of taxonomies that explain the place of ESP and its further
divisions. It is important to note that a language always reflects the needs of the
people who use it, and that ESP therefore constantly evolves to respond to new
needs.

1.2 Characteristics of ESP

Despite the constant evolution of ESP, there are several basic characteristics that
have not changed over time. Strevens states that for ESP to be effective, it must
be:

Empirical Study / Empiricka studie 7



e focused on the learner’s needs and [waste] no time
e relevant to the learner
e successful in imparting learning

e more cost-effective than General English (as cited in Johns and Price-Machado,
2001, p. 43 and Khalid, 2016, p. 38).

Other scholars support Strevens’s characteristics. Dudley-Evans and St. John de-
fine ESP by:

« specific needs of the intended language learning
e activities to demonstrate the real language use
e appropriate grammar and lexis (as cited in Brunton, 2009, p. 2).

ToSi¢ and Aleksi¢ (2015) stress the importance of ESP in the context of communi-
cation for various purposes at an international level and cluster characteristics of
ESP around three key areas that define the concept of ESP. Firstly, there is the
development of different fields of academic and professional cooperation, each
of which, naturally, asks for a specific language of communication, e.g. technical,
business, medical. Secondly, the issues discussed become less general and more
topic-bound, which requires specific terminology. Both these matters lead to the
third: the role of the language learner has changed. The learner has a central role
in ESP, and the content taught is thus determined accordingly. Furthermore, the
whole ESP methodology evolves from satisfying students’ goals. In the course of
time, ESP tasks have placed more and more emphasis on communication, both
spoken and written, in connection with demands of the particular students (Lee,
2016).

To sum up the characteristics of ESP, it is obvious that the key issue is a learner-
centered approach. As Lee (2016) puts it, despite the myriads of language usage,
the successful ESP course reflects demands of the specific field of work or re-
search. Thus, the courses are specifically tailored to their students. In order to
design such a course, it is necessary to obtain information about what the stu-
dents need from the course.

1.3 Designing an ESP curriculum

Conducting needs analysis is a core step in changing the approach to designing
an ESP curriculum. Richards (2001) states that “rather than developing a course
around an analysis of the language, an ESP approach starts with an analysis of
the learner’s needs” (p. 32). In other words, the ESP approach has the students’
best interest at heart and attempts to design the curriculum around their needs.
Richards (2001) goes on to say that “in ESP learner’s needs are often described in
terms of performance, that is, regarding what the learner will be able to do with




the language at the end of a course” (p. 33). There is a quote from the year 1962
by Barber which Khalid (2016) mentions as the most quoted and still viable: Tell
me what you need English for and I'll tell you the English you need.

There is a universal model of a needs analysis—the Munby model. Notwithstand-
ing it being developed in 1978, it has become a reference point that is, only with
subtle alterations, still used today. Put simply, it attempts to create a profile of
the learners’ communicative needs in order to create a course that will be the
best possible (Khalid, 2016, p. 41). Schutz and Derwing divided the model into
nine components and they are as follows:

1. personal - culturally significant information about the individual, such as lan-
guage background

2. purpose - occupational or educational objective for which the target language
is required

3. setting - physical and psychosocial setting in which the target language is
required

4. interactional variables - such as the role relationships to be involved in the
target language use

medium, mode, and channel - communicative means

dialects - information on dialects to be utilized

target level - level of competence required in the target language
anticipated communicative events - micro- and macro-activities

O 00N o

key - the specific manner in which communication is actually carried out (as
cited in Richards, 2001, p. 34).

Moreover, it should not be forgotten that different purposes of an ESP course
require a different level of broadness/narrowness of language input. The language
needed should be examined in concordance with the particular situations, utter-
ances and skills to be learnt (Brunton, 2016).

There are a number of possibilities of collecting data to comply with the require-
ments needed, such as questionnaires, interviews, observation, job-shadowing, etc.
(Johns & Price Machado, 2001, p. 49). According to Brunton (2016), the prelimi-
nary survey brings valuable information for ESP coursebook design that is realis-
tic, motivational and authentic. The grammar and vocabulary should correspond
with the objectives of the course and the four language skills (listening, reading,
speaking and writing) should be well-balanced (Brunton, 2009; Lee, 2016).

Based on these theoretical premises, a description of porters’ ESP needs at the
University of West Bohemia is outlined in the following sections.
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2 Method

In summer 2015, there was a request at the University of West Bohemia in Pilsen
(UWB) to improve basic English communicative sKkills of porters at this university.
These university employees increasingly come into everyday contact with people
who do not necessarily speak Czech. Porters from different buildings of all uni-
versity faculties found themselves in situations when they were asked questions
in English by people coming from different countries.

2.1 Participants

The target audience of this project was a group of twenty-six UWB porters which
consisted of middle-aged men and women. The following information was, howev-
er, gathered from twenty-three porters, as three were not present at work when
the data was collected. The ages of the research participants ranged from 50-60
years old (30%) to over 60 years old (70%) and their gender ratio comprised
52% males and 48% females. As for the level of English language knowledge,
14 porters (61%) were beginners and 9 (39%) were false beginners. 19 porters
(82%) had experienced encountering English-speaking foreigners coming to UWB
porters’ lodges, while only 4 (17%) had not.

2.2 The questionnaires

The questionnaires included 33 items presented in 6 categories and were dis-
tributed in a monitored environment in order to elicit as much quality data as
possible. To obtain complex answers, the questionnaire was distributed by the
course designers, who checked if all questions were clearly answered. In case
of need, they asked for clarification or elaboration. The porters could also add
any comments and wishes regarding the course. The language used was Czech to
prevent the porters from misunderstanding the question items. The first part of
the questionnaire (1 item) focused on the porters’ background in learning English,
i.e. their existing knowledge of English, and experience with English-speaking for-
eigners coming to UWB porters’ lodges (1 item). The second part of the question-
naire, consisting of 23 items, aimed to identify the type of issues and questions
the university porters are asked to deal with. The final part of the questionnaire
(8 items) focused on the different learning styles and techniques the university
porters had used or would prefer to use.

2.3 Research design

The starting point for creating a language course curriculum, and especially for an
ESP course, was the language needs analysis. Based on the literature concerning
different perspectives, methods and recommendations, we opted to find informa-
tion on:
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 existing English language skills and knowledge of porters at UWB

* topics, phrases and vocabulary porters find useful to know in English for their
profession

 learning styles and strategies the porters prefer

A language knowledge and needs analysis is absolutely necessary prior to ap-
plying a responsible approach towards developing the content and methodology
of a course. The research instrument to help us design the course and course-
book was a questionnaire, which focused on collecting data on the three issues
mentioned above. On the basis of the questionnaire findings, a curriculum was
designed, a suitable coursebook was written and an intensive course for university
porters was provided.

Generally speaking, the whole project included five main phases:

designing and distributing the questionnaire
analysing the answers of the questionnaire
designing the course based on the specific needs of UWB porters

creating a suitable coursebook

v W e

teaching the course English for Porters

3 Outcomes of the project
3.1 Questionnaire results

The results of the questionnaire showed that the university porters had no or
very little proficiency in English. The enquiries from foreigners porters received
ranged from asking for directions to university buildings, classrooms, offices, de-
partments, university canteen, library, cloakroom, to questions about phone num-
bers, emergency situations, lost-and-found or treatment of minor injuries. The
particular enquiry topics and their response rates which exceeded 60% are illus-
trated in Table 1—Enquiries porters received. It should be noted that some of
the questions included were open-ended, such as: “Please, give other questions
you had to deal with.” This question was asked with the purpose of encouraging
the widest possible range of answers. The responses to the final section of the
questionnaire showed that the most common learning styles used were a mixture
of visual, aural, verbal, logical, social and solitary styles.

3.2 Course and coursebook design

The course and coursebook English for Porters were designed on the basis of the
analysis of questionnaire results and the subsequent creation of the profile of
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Tab. 1: Enquiries porters received

Enquiry topic Response rate
Leaving a letter for somebody 91%
Reporting a found object 91%
Asking for directions to a classroom 87%
Asking for directions to a campus building 87%
Asking for directions to a restroom 87%
Reporting loss of an object 87%
Asking for directions to a study department 74%
Asking for a teacher’s office/classroom 74%
Asking for a phone number 70%
Asking for treatment of minor injuries 65%
Asking for directions to a faculty 61%
Asking for directions to a library 61%
Asking for directions to a copy room 61%
Requesting an emergency call 61%

the porters’ needs, as stated above. It contains three main parts. The course was
taught on three consecutive days, each covering one part.

The first part enables the porters to learn:

¢ greetings and introductions

« the English alphabet

e numbers 0-20

¢ designation of buildings and rooms

e practical vocabulary related to porters’ needs—nouns
 practical vocabulary related to porters’ needs—verbs

This part offers a comprehensive range of various exercises and activities includ-
ing pair work and group work, odd-one-out exercises, matching exercises, pronun-
ciation practice and role-plays.

The second part of the course focuses mainly on:

« giving directions

¢ practical vocabulary related to porters’ needs—university landmarks
e names of the faculties

e practical vocabulary related to porters’ needs—city landmarks

e practise giving directions

12



This part is accompanied by simplified university maps, dialogues, role-plays and
useful phrases. It builds on the first part and serves as an ideal tool for basic
conversation the porters might need.

The third part is devoted to some simple grammar points:

 positive and negative imperatives
e verb CAN

e verb BE

 useful phrases

All the explanations used in this part are accompanied by many concrete examples
and practised through various exercises. The language used for explaining the
grammar is Czech. The coursebook is supplemented by a final revision, several
extra maps and model conversations.

As for the organization of the course, the UWB porters were put into two groups,
with 13 porters each, and the course lasted for three days at five hours per day
distributed over three mornings or three afternoons, to comply with the porters’
work responsibilities.

In spite of the fact that the time frame of the course was very limited, the learners
demonstrated a high degree of maturity, motivation, enthusiasm and willingness
to learn. Based on an evaluation questionnaire given to the porters after finishing
the course, 94% of them were satisfied with the course and coursebook. Con-
cerning the usefulness of the course, 56% of the porters strongly believe and
38% (simply) believe the course would be beneficial when encountering English-
speaking visitors. This was positively surprising, bearing in mind that it is consid-
erably demanding to start learning a new language as an adult, in such a short
time and with a specific focus related to the needs of one’s profession.

The main shortcoming of the course was the limited time. This was determined
by the conditions of the project. Nevertheless, the experience was rewarding, en-
riching and enjoyable for both the students and the teachers of the course. In
addition, another reward came when other Czech universities, which felt that they
could benefit from a similar workplace English programme tailored to their needs,
expressed interest in using this course. Namely, these were Charles University
in Prague (150 coursebooks), Masaryk University in Brno (50 coursebooks) and
University of Chemistry and Technology in Prague (10 coursebooks).

Conclusion

The intention of this paper was to describe the concept of a course on English
for Porters and its placement within the scope of ESP. The main requirement for
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the design of an effective ESP course is an analysis of the specific requirements of
potential students. Based on an analysis of the questionnaire results, an English
course for porters in the Czech Republic was designed, and a coursebook for this
course created. The coursebook focuses on vocabulary, phrases and sentences
useful to porters for helping people find their way around the university campus.
Taking part in the course not only contributed to developing English communi-
cation skills, but also helped porters become more confident in their job when
encountering foreigners.
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Jazykové vzdélavani a hodnoceni znalosti cizich
jazykt na Ecole de l'air

Adéla Cuttova

Abstrakt: V predkladaném ¢lanku je vénovana pozornost jazykovému vzdélavani na francouz-
ské vojenské vysoké $kole Ecole de I'Air, spolu s hodnocenim znalosti cizich jazykd, které je
s nim spojené. Prvni ¢ast ¢lanku popisuje nalezitosti jazykového vzdélavani budoucich distoj-
niki na francouzské letecké akademii, spolu s moZnostmi testovani a hodnocenim jazykovych
znalosti studentd. V druhé ¢asti jsou uvedeny zavéry z realizovaného prizkumu jazykové pri-
pravenosti a jejiho vyznamu pro distojniky Francouzskych vzdus$nych sil. Vzhledem k tomu,
Ze zminény prizkum byl v minulych letech realizovan také na vojenskych vysokych Skolach
a s diistojniky rezortu Ministerstva obrany Ceské republiky, belgické armady a Francouzskych
pozemnich sil, ve treti ¢asti ¢lanku bude provedeno srovnani vysledkl prizkumu ve vSech
zminénych zemich.

Kli¢ova slova: jazykové vzdélavani, Ecole de I'Air, hodnoceni znalosti cizich jazykd, prizkum
jazykové pripravenosti

Uvod

Vv

Objektivni pricinou této skutecnosti je zejména celosvétova globalizace, integrace
Evropské unie, migracni procesy a obecné vytvareni multikulturniho prostredi.
Predstava plynouci z evropskych dokumenti je takova, Ze obcané clenskych statt
budou béhem nékolika let schopni komunikovat mimo svého rodného jazyka ale-
spon ve dvou dalSich evropskych jazycich. Na to se snaZzi reagovat i vzdélavaci sys-
témy jednotlivych zemi, které vyuku cizich jazyki v ¢im dal vyssi mife zarazuji do
ucebnich osnov od primarni, pres sekundarni, aZ po terciarni vzdélavani. Jazykové
kompetence potom zvysuji absolventiim Skol konkurenceschopnost na narodnim
i mezinarodnim trhu prace a zatim co znalost druhého ciziho jazyka je stale jesté
povazovana za vyhodu, primarni cizi jazyk, kterym je dnes anglictina, se stal jiz
nezbytnosti a jeji znalost se témér automaticky predpoklada alespoii u absolventl
vysokych skol.

Oproti primarnimu a sekundarnimu vzdélavani, kdy se vyuka jazykl zaméruje
predevsim na obecny jazyk, vysokoskolska jazykova priprava je dzce propojena
s pripravou budoucich absolventii pro jejich uplatnéni na trhu prace. Mélo by se
proto jednat o profesni jazykovou pripravu. Diiraz je potfeba klast na prakti¢nost
vyuziti jazyka v pracovnim prostiedi, pricemz nutné je spravné sladit napli vyu-
ky s metodami, prostiedky, ¢innostmi, postupy a strategiemi, kterymi studentovi
bude ucivo predano. Opomenuty by nemély byt ani okolnosti, za kterych vyuka
probiha, napriklad organizacni a materialni podminky, objem uciva apod., aby bylo
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dosazeno pozadovaného vysledného efektu a vzdélavani bylo pro studenty ptinos-
né a pokud mozno i interesantni.

Nasledujici ¢lanek je vénovan jazykovému vzdélavani na francouzské letecké aka-
demii Ecole de I'Air, ktera je, mimo jiné, vojenskou vysokou $kolou ptipravujici
veSkeré budouci distojniky Francouzskych vzdusnych sil. Nejvétsi ¢ast jejich ab-
solventl tvori piloti, leteCti inZenyti a technici, pro které je anglicky jazyk soucasti
kazdodenni praxe vyplyvajici z povahy prace. Aktivné ji vyuZzivaji nejCastéji pri
radiové komunikaci, pasivné potom pfi praci s technickou i jinou dokumentaci,
ktera zpravidla taktéz byva v anglictiné. Mimo tGzemi Francie vyuzivaji anglicky
jazyk studenti, budouci ddstojnici, béhem mezinarodnich kulturnich a sportovnich
setkani, také béhem studijnich pobyti a stazi ve spratelenych zemich, v budouci
kariétre predpokladaji nejcastéjsi vyuziti ciziho jazyka pti plnéni vojenskych tkold
vyplyvajicich z alian¢nich zavazku. Dilezité je také dodat, Ze urcita uroven anglic-
kého jazyka je vyzadovana i pro samotné ziskani vysokoskolského diplomu, proto
by méla vyuka jazykd na této Skole plné odpovidat potfebam studenti.

Jazykové vzdélavani budoucich distojnikl na francouzské letecké akademii bude
popsano spolu s tim, jak probiha testovani a hodnoceni jazykovych znalosti. Nasle-
dovat budou vysledky z realizovaného priizkumu jazykové pripravenosti a jejtho
vyznamu pro ddstojniky Francouzskych vzdusnych sil, které budou v hlavnich bo-
dech v posledni ¢asti ¢lanku srovnany s vysledky stejného prizkumu realizované-
ho na vojenské vysoké $kole v Ceské republice, Belgii a Francouzskych pozemnich
silach.

1 Ecole de I'air

Francouzska leteckd akademie, nesouci nazev Ecole de IAir, je vojenska vysoka
Skola, kterad organizuje a zabezpecuje vzdélavani vSech budoucich distojnikii Fran-
couzského letectva. Jeji historie sahd az do roku 1935 a jiz od roku 1937 sidli
na jihu Francie v Salon de Provence, kde ji lze nalézt i dnes. Rocné zde ukonci
v akreditovanych studijnich programech nebo specializovanych kurzech své studi-
um okolo péti set vojaku.

Mimo frekventanty odbornych a specializacnich kurzl tu stravi studenti tfi, nebo
dva roky. Ttileté studium je urcené tém, ktefi pfimo navazuji na studium na stied-
ni Skole a pripravné tridy, které jsou pro vstup na vysokou Skolu ve Francii po-
vinné. Do dvouletého studia potom nastupuji poddtstojnici francouzského letectva
z praxe, ktef{ se rozhodnou doplnit si vzdélani a uspéji v prijimacim fizeni. VSichni
studenti jsou nasledné integrovani do spole¢nych skupin v ramci ro¢niki a rozdily
ve formé ani obsahu vzdélavani neexistuji, coZ je novinkou od akademického roku
2015/2016. Rozdilna je pouze jiz zminéna délka studia, studenti bez predchozi
sluzby zlstavaji na skole o rok déle. Leteckd akademie se zaméfuje na tri roviny
vzdélavani, z nichz prvni rovinou je akademické vzdélavani, druhou rovinou je
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vojensky vycvik rozvijejici viid¢i a manaZerské schopnosti a posledni z nich je le-
tecky vycvik budoucich pilotl. Soucasti hned dvou z téchto rovin - akademického
vzdélavani a leteckého vycviku je i jazykova ptiprava, navic v poslednim ro¢niku
studia odjiZdi na partnerské instituce a organizace primérné sedmdesat procent
studentd na zahrani¢ni staze za Ucelem zpracovani zavérecné prace, kde se bez
ciztho jazyka taktéZ neobejdou.

1.1 Pozadavky na jazykovou troven studenti

Jak uz bylo zminéno vySe, jednou z moznosti, jak se dostat na leteckou akade-
mii, je Uspésné projit pripravnymi kurzy a obstat v relativné vysoké konkurenci
uchazecd. V pripravnych kurzech se jazykiim vénuje velkd pozornost, tudiZ proto,
aby uchazeci obstali v konkurenci a byli vybrani pro studium na letecké akade-
mii, musi neustale dosahovat velmi dobrych vysledkl ve vSech predmétech, tedy
i v anglickém a druhém cizim jazyce. Pro samotné prijimaci rizeni, a tedy i dru-
hy zpisob vstupu na leteckou akademii, neni sice stanovena uroven minimalnich
znalosti, ale studenti prichazeji do Skoly s odhadovanou drovni B1 az B2 podle
Spolecného evropského referenéniho ramce pro hodnoceni znalosti cizich jazyka
(dale jen SERR). Tato droven je stanovena na zadkladé statistik, které si vedou
ucitelé z oddéleni jazykd ne z letecké akademie.

Oproti vstupnim pozadavkiim, které primo stanoveny nejsou, je vystupni uroven
jazykovych znalosti pevné zakotvena. Podminkou pro viechny studenty Ecole de
I'Air je totiZ pro uspésné ukonceni studia a obdrzeni diplomu zvladnuti jazykové
zkousky Test of English for International Communication (dale jen TOEIC) z do-
vednosti poslech a porozuméni psanému textu s minimalnim pocétem pét set pa-
desat bodl pro ukonceni dvouletého studia a ziskdnim minimalné sedmi set osm-
desati péti bodd po studiu triletém. Toto natizeni stanovila ve Francii Komise pro
inZenyrské tituly (Commission des titres d’ingénieur). U vojaki se dale ziskané po-
¢ty bodi ze zkousky TOEIC prevadéji na format Grovné vojenské jazykové zkousky
dle normy NATO STANAG 6001, které jsou vedeny v jejich osobnich spisech. Na
test TOEIC jsou vojaci na letecké akademii pfed jejim vykondnim systematicky
pripravovani. Ve Skole maji na jeji zvladnuti dva pokusy - jeden bézny a jeden
opravny, pokud ani v jednom z nich nedosahnou pozadovaného poctu bodd, muse-
ji si zkousku doplnit v civilnim zarizeni a naklady s ni spojené si také sami uhradit.
Vzhledem k tomuto pravidlu lze konstatovat, Ze s predepsanou urovni anglického
jazyka odchazi sto procent studentli, mnoho z nich dokonce s urovni vyssi. Pro-
zatim nebyl zaznamenan pripad, kdy by student pozadovaného poctu bodid ani
po nékolikanasobném opakovani nedosahl. Ostatni cizi jazyky nemaji stanovenou
vstupni, ani vystupni Uroven.
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1.2 Priibéh jazykové pripravy

Jazykova priprava na francouzské letecké akademii je v gesci oddéleni jazykd, kte-
ré je soucasti organizacni struktury skoly. Ucitelé na tomto oddéleni jsou prevazné
obcanskymi zaméstnanci, vyjimkou jsou dva vojaci. Jedna se prevazné o osoby
s odbornym pedagogickym vzdélanim, pripadné se specidlnim kurzem pro vyuku
jazykl, ktery zabezpecuji Francouzské vzdusné sily v jednom z nadrizenych jazy-
kovych center. Vyucujici jazyka jsou zaroven testery, hodnotiteli, nékdy i tvirci
zkousek. Co se vyuky tyce, jednotlivi vyucujici se vétSinou specializuji na vyuku
anglického jazyka konkrétni odbornosti studentd, coz ale neni vzdy pravidlem. Vy-
ucovan je zejména profesni jazyk potiebny pro vykon sluzby v budoucim zarazeni
u francouzského letectva.

Vyuka anglického jazyka je povinna pro vSechny studenty dvouletého i triletého
studia. Druhy cizi jazyk je umoznéno studovat pouze studentlim, kteii prokazou
ka a na zakladé toho, po domluvé s vyucujicim, je jim nasledné schvaleno polovinu
vyucovacich hodin uréenych vyuce angli¢tiny prevést ve prospéch jiného ciziho
jazyka. Vyuka cizich jazykl probiha pouze na ucebnach, které jsou velmi dobie
technicky vybavené. To umoziiuje vyuziti nejenom béznych ucebnich materiald,
jako jsou ucebnice nebo Casopisy, ale i internetovych zdroji a online ptistupnych
systému Fizeni vyuky. Maximalni pocet studentli v jedné skupiné je dvanact, je
tedy zaji$téna velmi blizka interakce mezi studenty a vyucujicim. Casova dotace
je sedmdesat pét vyucovacich hodin pro vSechny skupiny v kazdém roce, v po-
slednim roce triletého studia je vyucovacich hodin pouze padesat. Zdokonalit se
v anglickém nebo jiném cizim jazyce mohou studenti i na tfimési¢nich zahranic-
nich stazich pired koncem studia, kde zpracovavaji své zavéreéné prace. Uéastni se
jich priblizné sedmdesat procent budoucich distojnikd.

1.3 Hodnoceni jazykovych znalosti

K hodnoceni jazykovych znalosti, mimo pribézné testy a Ustni i psanou zkousku
na konci kazdého rocniku, které vyucujici jazykli sami pripravuji, je na letecké
akademii v Salon de Provence vyuzivan TOEIC Listening & Reading Test a vojenska
jazykova zkouska dle normy STANAG 6001. Obé dvé zkouSky pouze pro anglicky
jazyk. Testu TOEIC, jak uz bylo zminéno v odstavci ,pozadavky na jazykovou uro-
vell, se Ucastni vSichni studenti a bez jeho tispéSného zvladnuti by nebylo mozné
uspésné ukoncit studium a ziskat vysokosSkolsky titul. Priprava na test TOEIC je
i hlavnim cilem vyuky anglického jazyka na Skole. Samotné testovani probiha pti-
mo na oddéleni jazykili v centru Skoly, které je akreditovanym testovacim centrem.
Uéastni se ho povinné vsichni ze studentll ve ¢étvrtém semestru studia, dale dle
vysledki a potteb.
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Co se tyce vojenské jazykové zkousky dle normy STANAG 6001, ta se vyuziva
na letecké akademii pouze jako doplikova forma hodnoceni jazykovych znalosti
z anglictiny pro uroven SLP 4. Format zkousky vytvari na zakladé obecné platnych
deskriptorti sami zaméstnanci oddéleni jazykl. Moznost dobrovolné se prihlasit
k této zkouSce maji pouze studenti, kteff dosahli v testu TOEIC minimalniho poctu
sedmi set Ctyticeti péti bodil, pripadné distojnici francouzského letectva, kteri
potiebuji prokazat své jazykové znalosti na této Urovni pro postup kariérou, nej-
Castéji v momenté, kdy se uchazi o prijeti do kariérového kurzu. Pocet uchazeci
se kazdoroc¢né pohybuje okolo osmdesati osob, z nichz vétSinu tvoii studenti.

Zajimavosti hodnoceni jazykovych znalosti u student je fakt, Ze ptrestoze absolvuji
zkousku TOEIC, vysledek je pomoci tabulky ekvivalentd pieveden a v osobnim
spise vojaka prezentovan jako dosaZena jazykova urovein dle normy STANAG 6001,
a to ve vsech jazykovych kompetencich i presto, Ze test TOEIC testuje pouze recep-
tivni dovednosti poslech a ¢teni, ale Zddnou z dovednosti produktivnich. Dilezité
je také zminit, Zze droven prokazujici jazykové schopnosti, dosazené kteroukoliv
z moZnosti, které leteckd akademie poskytuje, neni mezinadrodné uznavana a je te-
dy platna pouze na uzemi Francie, ptipadné pro potieby Francouzskych vzdusnych
sil. Mezinarodné platné certifikaty maji pravomoc vydavat prislusnikiim letectva
pouze Certifikovana testovaci centra NATO nachazejici se ve Strasburku, v Tours,
Saint-Mandrier a Guer. Tabulka ekvivalentii jednotlivych zkousek pro hodnoceni
znalosti anglického jazyka je zobrazena nize:

Tab. 1: Ekvivalenty hodnoceni jazykovych znalosti platné pro Francouzské vzdusné sily

SERR Al A2 B1 B2 Cc1
STANAG 6001 SLP 1 SLP 2 SLP 3 SLP 4
TOEIC L&R 120-220 | 225-545 | 550-780 | 785-940 | 945-990

Zdroj: Tableau d’équivalence interarmées langue anglaise. Annexe d la note
n°1118/DEF /DRHAA/SDEF/ BAF/DCF/SALE du 01/06/2015. Vlastni
zpracovani autorky.

2 Prizkum jazykové pripravenosti a jejiho vyznamu pro
distojniky francouzského letectva

Pro prizkum jazykové pripravenosti a jejiho vyznamu pro distojniky Francouz-
ského letectva byly zvoleny metody kvalitativniho vyzkumu. Hlavni zdrojem zis-
kani informaci byly polostrukturované, na diktafon nahravané rozhovory, které
byly nasledné narativné vyhodnoceny. Pro prizkum jsem zvolila ¢tyti referencni
skupiny respondenti - vyucujici, testery a hodnotitele jazykovych znalosti; stu-
denty bez ptredchozi vojenské praxe, studenty s predchozi vojenskou praxi; posled-
ni skupinu tvotili absolventi Ecole de I'Air, jiz zatazeni na distojnickych mistech.
Prizkum byl realizovan primo na letecké akademii v Salon de Provence v ob-
dobi kvéten az Cerven 2016, s celkovym poctem tricet Sest respondenti. Pocet
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respondentli byl omezen bodem saturace. Obsahem priizkumu byl soubor dvanacti
otazek, které jsou po odstavcich vyhodnoceny v nasledujici kapitole.

2.1 Vyhodnoceni prazkumu

Na tvrzeni, Ze jazykova vybavenost je nezbytnou soucasti povolani vojenského
profesiondla, se shodli vSichni z respondentd, vSech ctyr referencnich skupin, bez
vyjimky. Nékolikrat v odpovédich navic zaznélo, ze tvrzeni je ¢im dal vice ak-
tualni s ohledem na vyvoj bezpecnostniho prostiedi. Nejc¢astéji zmiiovanym du-
vodem nutnosti jazykové vybavenosti byla mezinarodni spoluprace s koali¢nimi
armadami, at uZ béhem operaci, nebo pfi spolecnych cvicenich, kde je anglicky
jazyk jedinym spole¢nym komunika¢nim prostiedkem. Respondenti se také shodli
na tom, Ze jazyk je dilezity pro vSechny hodnosti i vSechny zastavané funkce ve
francouzském letectvu, ale prilezitost ke komunikaci maji castéji vySe postaveni
dUstojnici, ktefi jsou vice konfrontovani se zahrani¢nimi partnery.

U druhé otazky, tykajici se vyuziti anglického jazyka ve vojenském prostiedi, se
odpovédi lisily u jednotlivych referencnich skupin na zakladé zkuSenosti. Distoj-
nici s praxi, dle svého aktualniho zarazeni, nejcastéji uvadéli doprovody zahra-
ni¢nich delegaci a organizaci mezinarodnich aktivit skoly, piloti svoji kazdodenni
praxi, protoze veskerd radiokomunikace probiha v anglictiné, stejné jako briefingy.
Mechanici zase velmi Casto pracuji s technickou dokumentaci v anglickém jazyce.
Béhem predchozi kariéry se vétSina z dotazovanych dcastnila i zahrani¢nich ope-
raci a mezinarodnich cviceni. Mimo delegace a zahrani¢ni navstévy velmi podobné
odpovidali i studenti Skoly s predchozi praxi na poddistojnickych mistech. Mladsi
ze studentd, bez predchozi praxe, angli¢tinu vyuzili nejvice béhem studijnich po-
byt a stdzi v ramci studia, také pii mezinarodnich konferencich, seminatich ¢i
sportovnich setkdnich s jinymi vojenskymi Skolami. Néktefi v ramci dobrovolnych
aktivit jako doprovody zahrani¢nich hosti. Vyucujici jazykl, s ohledem na to, Ze
vétSina z nich jsou obcansti zaméstnanci a do Skoly dochazeji pouze na vyuku,
nemaji o vojenském zivoté prilis presné predstavy. Nejcastéji vSak uvedli vykon
sluzby v zahranici.

Za jazykové pripravené pro svoji kariéru se povazuje pét z deseti diistojnikd, Ctyti
by chtéli svoji droven jazykovych znalosti zdokonalit, pfestoZe komunikace v cizim
jazyce v takové mite, jakou k vykonu sluzby potrebuji, jim nedéla problémy. Jediny
distojnik povazuje svoji anglictinu za velmi Spatnou, ale zaroven se ji snazi zlepsit.
Ze studentt, byvalych poddistojnik{, se naopak citi byt plné jazykové pripraveni
pouze dva, tfi z nich maji dobry zaklad, zbyvajici Ctyfi pripraveni jesté nejsou.
Zaroven Ctyfi respondenti z této skupiny uvadéji, Ze mimo anglicky jazyk, se vénuji
i jinym cizim jazyklm, které by chtéli ve své dalsi kariére vyuzit. Mladsi studenti,
kteri svoji kariéru v letectvu teprve startuji, jsou dle svych slov pripraveni vSichni
a nadale chtéji na sobé v této oblasti pracovat. Stejné tak skupina vyucujicich
a testertl jazykl se shoduje na tom, Ze vétSina ze studentl a absolventd $koly ma
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pro kariéru dostacujici tiroveni anglického jazyka, ¢asto i diky tomu, Ze na Skolu
prichazeji jiz velmi dobte jazykové vybaveni. Vstupni uroven dle respondenti této
skupiny hraje vZdy zasadni roli.

Cela skupina dotazovanych vyucujicich a testert vyjadrila také spokojenost s po-
litikou jazykového oddéleni na letecké akademii, s pribéhem a organizaci vyuky,
s materidlnim i technickym zabezpecenim. Nejvice chvalend byla prace se studenty
v malych skupinach, maximalné o dvanicti studentech, ktera umoziuje vysokou
miru interakce zainteresovanych osob. Za jediny mensi nedostatek dva z vyucuji-
cich povazuji absenci fixniho rozvrhu, tedy casovou pravidelnost vyucovacich ho-
din. Presto, Ze velikost skupin také chvali, stejné jako vysokou kvalitu vyucujicich,
obé skupiny studentli uz jsou méné spokojeny. Vyhrady maji zejména k prehnané
akademicnosti vyuCovaného jazyka a ddrazu kladenému na gramatiku. Vadi jim
také postaveni druhého jazyka, o ktery kdyz projevi zajem a splni podminku mi-
nimalnich znalosti angli¢tiny coby jazyka primarniho, probiha jeho vyuka na tukor
Casu vyClenéného vyuce anglického jazyka. Nazory dastojniki z praxe se u této
otazky velmi lisi. Za dlivod rozdilnosti odpovédi povazuji odliSna ¢asova obdobi
jejich studia. Obecnou spokojenost, dle jejich vlastnich slov, nejlépe a nejéastéji
vystihuje vyraz ,padesat na padesat, s tim, Ze jsou si védomi toho, Ze situace se
zlepsuje s rostouci hodnotou jazykovych znalosti v dnesnim svéteé.

VSichni testeri a vyucujici také souhlasi s tim, Ze vyuce jazyk je na $kole vénovana
dostate¢na pozornost a ¢asova dotace je odpovidajici. Z obou skupin studentd by
vsichni vyménili jiné predméty za dodatecné hodiny cizich jazykd, pricemz nejvice
by ocenili konverzacni hodiny. UzZite¢né by jim také prislo vyuzit anglického jazyka
pri vyuce nékterych jinych predméti. Volny cas by na tkor navySeni poctu vyuco-
vacich hodin chtéli obétovat pouze tii ze student(, pricemz u vSech tfech se jedna
o ty jedince, ktefi mimo anglicky jazyk studuji i dalsi cizi jazyky. Z distojniki,
ktefi jsou jiz v praxi, se po ukonceni vzdélani vénuje nadile jazykiim polovina
z nich. Nejcastéjsim divodem je priprava na jazykovou zkousku coby podminku
vstupu do kariérového kurzu, ktery nékteré z nich ceka v blizké budoucnosti. Dal-
$im divodem je vlastni zajem o jazyk ¢i osobni zodpovédnost pro plnéni ukoli
spojenych s funkci, kterou vykonavaji. Systematickou a organizovanou pripravu
zminuji pouze tfi, zbytek se snazi Uroven svych jazykovych dovednosti udrzet
alespoi sledovanim filmi v cizim jazyce a Cetbou cizojazyc¢né literatury.

Co se tyce vhodnosti ,online“ kurzli pro vyuku cizich jazykd, odpovédi napiic
skupinami se velmi li§i. Cast studenti i diistojnik{ s nimi nema Zadnou zkugenost
a nikdy je nevyuzila, nékolik z nich je povazuje za vhodné vyuziti volnych chvil,
zejména diky existenci mnoha mobilnich aplikaci. Jeden ze studentii s praxi a dva
z distojniki méli moZnost vyuzit v minulosti online jazykovych kurzi poskytova-
nych armadou, které jim bylo umoZnéno absolvovat na vlastni Zadost a se kterymi
byli spokojeni, prestoze potiebovali vysokou miru vlastni motivace a svého volné-

ho casu Kk jejich dokonceni. Ze skupiny vyucujicich a testeri je jeden respondent,
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bez blize uvedeného divodu, naprostym odptlircem tohoto stylu vyuky bez inter-
akce s vyucujicim. Pouze dva maji zkuSenost s online kurzy primo vytvorenymi
pro vojaky, které povazuji za vhodné. Zbyvajici cast skupiny vyuzivani komuni-
kacnich a informacnich systémd pro vyuku anglického jazyka neodsuzuje, chape
ji jako vhodny doplné€k pro trénink nékterych z dovednosti, zejména poslechu
a gramatiky, osobni zkuSenost s nimi vSak také nema.

V otazce odborny versus obecny jazyk, jednoznacné zvitézil jazyk odborny, jehoz
vyuku vétsSina z respondentl tfi skupin, mimo skupinu dlistojnikd z praxe, pova-
se odborny a obecny jazyk vzajemné prolinaji a dopliiuji a bez komunikacnich
schopnosti a znalosti zakladli obecného jazyka neni mozné prohlubovat znalosti
smérem k jazyku odbornému. Jak jiz bylo zminéno, zcela odliSné odpovidali di-
stojnici z praxe. Ti by vyuku jazyk na letecké akademii vénovali jazyku obec-
nému, protoZe odborny jazyk se lisi u vojakt pro jednotlivé odbornosti, navic je
dle jejich nazoru velmi jednoduché a rychlé se ho naucit v momenté zatazeni na
funkci, kdy se stane soucasti kazdodenni praxe.

Cilem dalsi z otazek bylo zjistit, zda uZ respondenti nékdy délali zkousku dle nor-
my STANAG 6001 z anglického jazyka. S ohledem na jiZ popsany systém fungujici
ve francouzském letectvu, nebylo prekvapenim, Ze této vojenské, v ramci Severo-
atlantické aliance standardizované zkousky, se ztcastnilo pouze pét respondentd,
Ctyti ze skupiny distojniki v praxi a jeden ze studentd s piredchozi praxi. Pri¢inou
tohoto faktu je, Ze studenti ziskavaji Osvédceni o dosazeni jazykové drovné pomo-
ci ekvivalentli zkousky TOEIC a u vyucujicich a testerl jazykd neni absolvovani
zkousky podminkou. Ti z nich, ktefi nejsou testery, ¢asto ani neznaji jeji format.

Vzhledem k tomu, Ze vSichni z dotazovanych maji oproti malym zkuSenostem se
zkouskou dle STANAG 6001 casté zkuSenosti se zkouskou TOEIC, byly porovnava-
ny nejcastéji tyto dvé zkousky. Hlavni odlisnosti je, Ze format zkousky TOEIC, tak,
jak je vyZadovana pro ziskdni inZenyrského titulu, pokryva pouze dvé receptivni
jazykové dovednosti - poslech a porozuméni psanému textu. Na zakladé prevo-
dovych tabulek poté ekvivalentem ziskaji osvédceni o dosazeni jazykové drovné
dle STANAG 6001, a to ze vSech ¢ty dovednosti, které jsou bézné testované, a to
i presto, Ze jejich produktivni dovednosti - mluveni a psani testovany vibec ne-
byly.

Bez podivu lze konstatovat, Ze ani jeden z respondentli nepovazuje zkousku TO-
EIC za vypovidajici o jazykové urovni. Naopak zkousku dle STANAG 6001 ti, kteri
ji znaji, povazuji za vysoce vypovidajici, zejména diky tomu, Ze testuje vSechny
Ctyri dovednosti, navic je orientovana na vojenské prostredi. Na zkouSce TOEIC
se nejvice libi studentiim, Ze je relativné jednoduché splnit poZadovanou uroven,
pfi nedspéchu ji Ize nékolikrat opakovat a lze se na ni naucit diky velkému mnoz-
stvi testl stejného formatu dostupnych na internetu, pripadné vyuzitim mobilni
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aplikace k tomu vyhradné urcené. Pro testery je zase velmi jednoduché timto
zplsobem otestovat hodné uchazect za kratky cas, protoZe samotna zkouska ani
jeji oprava pro ziskani vysledkd neni nijak ¢asové naro¢nd, navic testy nemusi ja-
zykové oddéleni samo vytvaret. Jako nedostatek respondenti vSech skupin uvadeéji,
Ze zkouska neni komplexn{ a je zaméfena nikoliv na odbornou vojenskou, ale ob-
chodni angli¢tinu, ktera nijak nesouvisi s potfebou jazykovych znalosti vojenskych
profesionald.

Na predposledni otazku, zda je vyuka jazykl poskytovana leteckou akademii do-
state¢nd pro dosaZeni poZadované jazykové urovné pro uspésné ukonceni studia,
vétsSina respondentti vSech skupin odpovédéla ano, a to opét diky nastaveni systé-
mu, kdy ziskdni poZadované urovné ekvivalentem zkousek i sami studenti povazuji
za relativné jednoduché. Tomuto tvrzeni odpovidaji i statistiky, kdy vSichni z ab-
solventli pozadovaného stupné jazykovych znalosti dosahli na prvni nebo druhy
pokus. Velmi vyjimecné pri dalsim opakovani.

Pfi posledni otdzce zamérené na vyhody, které certifikat prokazujici dosazenou
jazykovou uroven miiZze budoucim duistojnikiim ptinést do kariéry, se opakovalo
odpovédi nékolik, nelisicich se dle zafazeni v referen¢nich skupinach. Velmi c¢asto
byla zminéna zahranicni pracovisté, o které, kdyz se vojak uchazi, musi prokazat
jazykové znalosti. Neopomenuty byly i kariérové kurzy, kde vstupni podminkou,
tedy i podminkou pro dalsi postup kariérou, je urcitd dosazena uroven jazykovych
znalosti. Méné cCasto je zminovana i konkuren¢ni vyhoda pfi postupu kariérou.
Presto prekvapivé témér polovina respondentd zaroven tvrdi, Ze samotny certi-
fikat neni tak dilezity jako samotné znalosti.

3 Srovnani vysledki prizkumu jazykové pripravenosti a jejiho
vyznamu pro duistojniky v Ceské republice, Belgii a Francii

Na zakladé realizovaného prizkumu, srovnani jazykové pripravy, hodnoceni a tes-
tovani jazykovych znalosti v rezortu Ministerstva obrany v Ceské republice, Bel-
gické armadé, Francouzskych pozemnich silach a Francouzskych vzdusnych silach,
lze vyhodnotit hlavni podobnosti a rozdily. V uvahu je potieba vzit fakt, ze pra-
zkum byl realizovan v jednotlivych armadach v priibéhu tif let (Ceska republika
a Francouzské pozemni sily 2014, Belgie 2015, Francouzské vzdusné sily 2016)
a od té doby mohlo dojit ke zménam.

S ohledem na provedené rozhovory lze konstatovat, Ze ve vSech vybranych ze-
mich je jazykova vybavenost vnimana jako nezbytna soucast povolani vojenského
profesionala, dliraz na jazykovou vybavenost vojaki se ¢im dal vice prohlubuje
a hlavnim divodem tohoto tvrzeni je mezinarodni spoluprace mezi armadami Se-
veroatlantické aliance. VSichni z respondentt, ktefi se prizkumu ucastnili, maji
jasné predstavy o vyuziti jazyka v kariéfe vojenského profesiondla a obecné plat-
nym pravidlem se ukazalo byt i to, Ze pokud nékdo ma zajem se jazyk naucit
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a v kariére ho vyuzit, dokaze si najit zpisob, jak toho docilit. Znalost anglického
jazyka se ukazala byt nejvice diileZitd pro diistojniky v Ceské republice a ve Fran-
couzskych vzdusnych silach, o néco méné ve Francouzskych pozemnich silach, coz
mize byt ovlivnéno frankofonni povahou velké Casti jejich zahrani¢nich operaci.
A7 na tretim misté je anglicky jazyk pro belgické dlstojniky, ze zfejmého divodu
bilingvnosti naroda, kdy na prvnim a druhém misté je francouzstina a vlamstina.
Pouze v Ceské republice je jazyk predepisovan na vSechna systemizovana mista
diistojnika jako kvalifikacni pozadavek. V ostatnich uvedenych zemich jsou sice
prokazané jazykové znalosti soucasti osobniho spisu vojaki, avSsak obecné nemaji
ani povahu konkuren¢ni vyhody pro ziskani sluzebniho zarazeni, pokud se ne-
jedna o zahrani¢ni pracovisté. V Ceské republice, Belgii i Francii ma dosaZena
jazykova uroven vyznam v jednom spolecném bodé kariéry, a to pri vstupu do
kariérovych kurzi pro vyssi distojniky a generaly.

Co se tycCe jazykové piipravy na vojenskych vysokych skolach vyse zminénych
armad, angli¢tina jako cizi jazyk, ma primarni postaveni (druhy narodni jazyk
v Belgii v tomto ptipadé neuvaZzujeme jako cizi jazyk) na vSech z nich, zaroven
ma nejvétsi casovou dotaci pro vyuku. Mimo francouzskou leteckou akademii je na
vybranych $kolach bézné vyucovan i druhy cizi jazyk dle vybéru studenta, s nizsi
Casovou dotaci. Podobnost v jazykové pripravé je mozné nalézt i v tom, Ze vyuku
maji v gesci jazykova centra, piipadné oddéleni, kterd jsou organizac¢ni slozkou
Skoly a zaroven zabezpecuji i testovani a hodnoceni jazykovych znalosti. S tim
rozdilem, Ze vyucujici a testefi jsou tytéZ osoby ve Francii, nikoliv v Belgii a ve
vét$iné pripadt ani v Ceské republice. Pro vyuku se shodné ve viech zemich vyuzi-
vaji rlizné ucebni materialy, tzn. komercni i autorské ucebnice, internetové zdroje
i casopisy, vyucujici dle moznosti pouzivaji také moderni informacni technologie,
kdy nejvétsi problémy s technickym zabezpecenim se zdaji byt v Ceské republice,
kde zaroven pripada na jednoho vyucujiciho nejvice studentli ve skupiné. Vyuka
probiha na ucebnach, operacni anglictinu v terénu zaradily do vysokoskolskych
osnov pouze Francouzské pozemni sily. Zaméstnanci jazykovych center jsou ve
vétsiné pripad obéanskymi zaméstnanci, mimo Ceskou republiku maji v ostat-
nich zemich minimalni zastoupeni i vojaci. Vstupni troven jazykovych znalosti je
sice na vojenskych vysokych Skolach, které byly objektem zajmu, testovana, avSak
jejl minimalni hranice nenf pevné stanovena. Vystupni droven anglického jazyka
je nekompromisné predepsana pro Uspé$né absolvovani studia v Ceské republice
a Francouzskych vzdusnych silach, také pro studenty inzenyrskych obort Fran-
couzskych pozemnich sil.

V testovani a hodnoceni jazykovych znalosti vojenskou zkousSkou dle normy STA-
NAG 6001 ma nejdelsi tradici a nejvice zkusenosti Ceska republika, ktera jako
jedina touto zkouskou hodnoti i ostatni cizi jazyky. ZkouSku dle STANAG 6001
vyuzivaji v poslednich letech i vojenské vysoké skoly Francouzskych pozemnich
sil a Belgie, Francouzska letecka akademie vyuziva testi TOEIC, na zakladé kte-
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rych studenti nasledné dle dosazeného poctu bodl ekvivalentem obdrzi osvédceni
o dosazeni jazykovych dovednosti dle normy STANAG 6001. Format testli i ob-
sahova naplii jednotlivych dovednosti se také velmi lisi. Ceska republika a Bel-
gie vyuzivaji maximalné dvoudrovnové testy, Francouzské vzdusné sily umoznuji
zkousku dle normy STANAG 6001 vykonat studentim pouze na urovni SLP 4,
Francouzské pozemni sily vyuZivaji pouze jeden test pro hodnoceni vSech dosa-
zitelnych drovni. Pouze Univerzita obrany a vysoka Skola pozemniho vojska ve
Francii na zvladnuti vojenské jazykové zkousky své studenty systematicky pripra-
vuje. Zbyvajici dvé armadni Skoly davaji prioritu jinému hodnoceni znalosti cizich
jazyki. Jedingym shodnym prvkem jazykové zkousky dle STANAG 6001 ve vSech
zkoumanych zemich je fakt, Ze Osvédceni o dosaZeni jazykovych znalosti nema
nijak omezenou platnost, prestoze vSichni z dotazovanych souhlasi s tim, Ze bez
aktivniho pouzivani jazyka troven znalosti v Case klesa. Za mezinarodné uznava-
nou a platnou zkouSku dle normy STANAG 6001 lze povazovat pouze tu, kterou
bézné absolvuji vojensti studenti v Ceské republice, kde se také zda byt nejvice
obtizné dosahnout jednotlivych urovni. Pozitivni je, Ze prestoZe zkouska dle normy
STANAG 6001 je vyuZivana hlavné v Ceské republice, za vypovidajici o jazykovych
dovednostech ji povazuji témér vSichni respondenti zarazeni do prizkumu.
Zavér

Vzajemné porozumeéni je predpokladem k souziti, proto je znalost cizich jazyktl
z hlediska komunikace mezi jednotlivymi narody nevyhnutelna. Pro dustojniky
a jejich vojenskou kariéru je schopnost komunikovat v anglickém jazyce zaklad-
nim stavebnim prvkem pro zajiSténi interoperability mezi spojeneckymi armada-
mi, predpokladem bojeschopnosti i prostredkem k plnéni ukold, které plynou ze
Clenstvi v Severoatlantické alianci, coz si ostatné vSichni z nich uvédomuiji. Ceska
republika, Belgie i Francie vénuje jazykové piipravé distojnikii odpovidajici po-
zornost, protoZe si je védoma toho, Ze studenti vojenskych vysokych $kol, budouci
dustojnici, obsadi v budoucnu strategické pozice velitel, manaZerti a Stabnich
specialistd. Velmi pozitivnim faktem je dale to, Ze v poslednich letech maji investi-
ce do jazykového vzdélavani armad rostouci tendenci, zaroven jsou jazykové kom-
petence ¢im dal castéji vyuzivany jako hodnotici a konkurencni prvek pro postup
kariérou, prestoze ne ve vSech pripadech je to pfimo stanoveno predpisy.

Prizkum jazykové pripravenosti a jejiho vyznamu pro duistojniky francouzského
letectva prinesl nové poznatky a pohledy na problematiku. Pfekvapenim zcela ur-
Cité bylo, jak odlisny je systém ve Francouzskych pozemnich sildich a Francouz-
skych vzduSnych silach, které jsou organizacné samostatné fungujicimi celky. Pri
srovnani vysledkd prizkumu ve vSech zemich bylo zjisténo, Ze kazda ze zemi
a vojenskych vysokych Skol ma v jazykovém vzdélavani sva specifika. V. mnohych
vécech se lisi, v nékterych se naopak podoba. Stejné tak v testovani a hodnoceni
jazykovych znalosti bychom napri¢ zemémi mohli najit kvality i nedostatky, ze
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kterych by v budoucnu mohly armady, ve kterych prizkum probéhl, vzajemné zis-
kat inspirativni ndméty pro zdokonaleni fungovani vlastniho systému. Ke zlepSeni
by mohlo zcela urcité dojit v oblasti testovani a hodnoceni jazykovych znalosti,
protoze spolecny hodnotici nastroj, ktery maji armady Severoatlantické aliance
k dispozici, neni prozatim jednotlivymi zemémi shodné vyuzivan ani interpreto-
van.
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Analysis of ESP assessment modes and selection of
grading components and criteria

Elena Spirovska Tevdovska

Abstract: Defining assessment and the selection of grading criteria in the context of English
for Specific Purposes (ESP) courses have been an significant point of debate in the field of
language learning and teaching. Language experts (McNamara, 1996, Bachman and Palmer
(1996, Jacoby, 1998) propose different grading criteria and various modes of assessment for
ESP courses. Dudley-Evans and St. John (1998) define the reasons and the benefits of assess-
ment in the context of ESP courses. This article analyses the process of defining and assessing
students’ performance in the context of ESP (English for Specific Purposes) courses offered
by the Language Center of South East European University, in Tetovo, Republic of Macedonia.
This study reviews the issue of assessment in ESP through analysis of students’ opinions and
preferences of the assessed tasks and the comments related to assessed tasks and the grading
criteria. The research method included in the study is a questionnaire containing open-ended
questions which required from the ESP (English for Specific Purposes) students to comment
on the level of difficulty, benefits and drawbacks on the assessed tasks in the context of ESP
courses. The study attempts to provide conclusions and recommendations regarding assess-
ment practices in English for Specific Purposes courses.

Key words: ESP, assessment in ESP

Introduction

Assessing and measuring students’ success in learning languages for specific pur-
poses is a debatable topic in teaching languages for specific purposes. The reasons
for applying assessment in teaching languages for specific purposes are perhaps
best illustrated by the arguments that Boud (2007) provides when explaining the
reasons for reframing assessment in higher education. Boud proposes that assess-
ment in the context of higher education should be reframed around the theme of
informed judgment. According to Boud (2007, p. 19) the purpose of assessment
should be: “dots informing the capacity to evaluate evidence, appraise situations
and circumstances astutely, to draw sound conclusions and act in accordance with
this analysis. This is an idea that focuses on learning centrally-learning to form
judgments—as well as on the act of forming judgments about learning—which
might be used for validating purposes. This notion has the potential to incorporate
a forward-looking dimension - informing judgment for future decisions making
about learning.”

The quote above accurately illustrates the notions about the aims and the pur-
poses of assessment and assessment tasks in the context of the described ESP
course. The essence of this idea is that assessment in an ESP course can enable
the learners to make informed judgments at present, as well as in the future, as
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future professionals in their respective content areas. This idea was dominant in
the process of selection the assessed tasks and forming the ESP course grading
criteria.

1 Modes of assessment and grading criteria

The modes and ways of forming and implementing the criteria for assessment
are discussed in this study. The assessment discussed in this article is an integral
part of the ESP (English for Specific Purposes) course designed for students of
Contemporary Sciences and Department of Business Informatics.

Dudley Evans and St. John (1998, p. 210) define the ultimate goal of assessment in
the context of ESP: “The ultimate proof for an ESP course is how well the learners
fare when using English in their target situation; after the course they should be
more effective and more confident using English their target situations. In many
ESP situations tests might be inappropriate: on a short intensive course the time
is needed for input and practice; the real effect is likely to show itself some time
after the course.”

Dudley Evans and St. John (1998) define two methods of assessment: tests and
continuous assessment. Both of these methods are applied in the context of the
aforementioned course. According to Dudley Evans and St. John, the following ta-
ble presents the differences between tests and continuous assessment.

Tab. 1: Differences between tests and continuous assessment

Continuous assessment Tests

How long is there? Often no time limit A set time limit

When is it done? Over a period of time One block of time

Where is it done? In class, at home, in a library In classroom or hall

How is it done? May be able to ask questions, may | Usually in silence, usually own
discuss with others, may use books | work, may use a dictionary

Who sets the tasks? Teacher, teacher and learner Teacher or outsider

Who grades the work? Teacher, learner, peers Teacher or outsider

The chart above clearly represents the differences between continuous assess-
ment and testing in the context of teaching languages for specific purposes. How-
ever, it is not possible to include only one of the above-described modes, since
both of these modes have certain advantages and disadvantages. In addition, they
contribute to the primary goal of enabling ESP learners to use the target language
in specific situations and their future professional careers. It was clear that only
a combination of those two modes, which involves including testing and tasks
which will be assessed throughout the semester, can represent properly the need
to form informed judgments and offer an objective and reasonable assessment.
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Therefore the combination of assessment criteria in this particular ESP course
included the following:

Tab. 2: The overview of assessed tasks in the analyzed ESP course

Assessment criteria Pe;;igt' Additional explanation

Attendance and 10% |Attendance is mandatory 70% of the classes. Participation includes

participation participation in in-class discussion and participation in various
activities, such as responding to questions and providing an opinion on
a given topic.

Website evaluation 15% |Website evaluation is a written assignment which includes selecting

(written) and analyzing a website (it can be a company website, University

website, or any promotional or informative website depending on
students’ choice). Portals and search engines are excluded, due to their
complexity and various functions, as well as social media. The website
is evaluated on basis of specific criteria, including the links, the
functionality, clear instructions / information, language used in the
website, etc. Both positive and negative aspects of the website should
be included in the website evaluation.

Report writing (written) 15% |An informal report writing follows a case study of a company is
presented to the students, accompanied by a questionnaire in which
the main problems of a company are presented: lack of facilities, no
defined rate of overtime payment, no clear line of responsibility, etc.
The students are asked to select a problem and provide 3 suggestions/
recommendations in order to solve it.

Presentation (oral, in-class, | 15% |Presentations on pre-selected topics which include for instance,
supported by Power Point) famous people in the history of IT, Artificial Intelligence, and other field
related topics. The students are evaluated according to pre-defined
criteria, including clarity and organization of the content, visual design
of the slides, body language and eye contact with the audience,
keeping the time limit and stating clear and consistent arguments.

Feedback on other 5% |Students provide feedback to their classmates and they are required to
students’ presentations (in assess other students’ presentation, using the same set of grading
a written form) criteria. This type of peer assessment also provides an insight into

students’ awareness of qualities of appropriate presentation.

Final exam (written) 30% |The purpose is to test the vocabulary acquired throughout the course
and used in context, in addition to reading skills (reading for gist, detail,
inferring) and grammar used in context.

In class debate (speaking 10% |The purpose is to test speaking skills, persuasiveness and ability to
activity) state arguments clearly in favor of or against a given topic.

2 Characteristics of the assessment modes

The previous chapter describes combination of the assessment modes used in
ESP (English for Specific Purposes) course for students of Computer Sciences and
Technologies at South East European University. From the chart, it can be seen
that both assessment modes are implemented.
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Dudley Evans and St. John (1998, p. 213) discuss the purpose of testing in ESP
courses. They define their major purpose as follows: “ESP tests may be given as
part of PSA (Present Situation Analysis), to check progress or to measure profi-
ciency” Dudley Evans and St. John (1998) proceed to describe the three different
types of testing: placement testing which is done prior to the courses, progress
and achievement tests which measure the mastery of class work and the syllabus,
as well as proficiency testing, which measures the performance of the students in
their target language tasks.

Fulcher (1999) argues that ESP tests should be derived from the students’ needs
and therefore to reflect the content area—in the case studied in this article the
content area would be related to Computer Sciences and Business. The final exam
(test) which is offered at the end of the semester and the end of the ESP course
can be described as an achievement test. It is focused on measuring the mas-
tery of the syllabus requirements in terms of vocabulary acquisition and learning
the proper grammar items. In addition, the test includes assessment of reading
comprehension skills tested on texts with a content related topic. However, it is
important to emphasize that the test percentage is 30 %, which means that the
importance of testing is not overestimated when planning the assessment criteria.

A number of studies dealt with various models of assessment and aims of graded
tasks in an ESP setting. Jacoby and McNamara (1999) analyze the assessment
and assessment criteria in LSP (Languages for Specific Purposes) assessment. In
their article, they discuss the “primarily linguistic orientation” of ESP assessment.
Bachman and Palmer (1982) analyzed three different traits of assessing proficien-
cy: linguistic competence, pragmatic competence and sociolinguistic competence
as components of communicative competence. Jacoby (1998, in Douglas,2001)
investigates the rehearsal of conference presentations delivered by physicists in
a group which was peer-assessed with criteria defined beforehand, after which
the members of the group provided feedback on the performance. Jacoby (1998,
in Douglas, 2001) uses the term indigenous assessment criteria: criteria used by
subject specialists (health professionals for instance) to assess the communica-
tive performance in vocational fields and professional environments. Jacoby and
McNamara (1999) found a significant discrepancy between linguistic performance
measured by tests and peer assessment in vocational fields. Douglas (2001) dis-
cusses the necessity of analyzing the assessment interaction and discourse in TLU
(Target Language Use) situations.

A conclusion which might be derived from these studies is that in ESP contexts
there is a difference between the following two aspects: testing and assessment
of graded tasks. Reducing the discrepancy between these two aspects and using
a combination of these modes of assessment is probably among the most impor-
tant issues that an ESP practitioner has to deal with. Therefore, apart from the
achievement test described above, two written tasks were developed. The pur-
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pose of these tasks was to put the language in a specific content-related context
and to assess student language performance as well. The presentation had same
purpose-using language in a content-related context. In addition, the debate also
had a similar goal: using the target language and specific speaking skills as well
as developing solid argumentation in a content-related setting.

3 Students’ comments on assessed tasks

This study apart from presenting the modes of assessment designed for and ESP
(English for Specific Purposes) course, also aims to present students’ perceptions
of the usefulness, objectivity and appropriateness of the assessed tasks. The sur-
vey (questionnaire) was distributed to 37 students who took the ESP for Com-
puter Sciences and Business Informatics course at the end of the semester, after
the final exam. Their linguistic proficiency varies from intermediate to upper in-
termediate. They responded to series of open-ended questions in a written form
and anonymously. The aim was to give a chance to the students to express their
opinions and add their comments on the tasks which were part of the assessment
criteria. In addition, they were asked to provide suggestions and ideas for further
improvement and development of the course assessment. This part of the article
will also provide a summary of some of the comments that the students gave on
the assessed tasks and assessment in general.

3.1 Website evaluation

The majority of students’ responses (34 out of 37) indicated that the students
responded positively to this assignment. These are some of the comments:

o We learned to evaluate the positive and negative sides of a website. I was aware even before of the
qualities of a good website, but the assignment helped me to think about this topic in more detail.

e [liked this assignment because it is related to my studies—after all, we should be able to create a website
even at this point. It was useful to think about the aspects of a website and to analyze them. I do not like
writing, but this assignment was interesting and not too difficult.

3.2 Report writing

Students’ opinions about report writing were divided. While more than half of
the students were aware of the benefits of the assignments (19), a significant
number of students (18) found the assignment to be complicated and challenging.
Students’ suggestions also included simplifying the instructions and the task.

¢ [n my opinion, this assignment was a bit complicated: we had to analyze a situation, identify problems
and (this was difficult for me at least) to provide solutions. Still I think it was useful and that we will have
to do this when we start working.

¢ [t was not easy, mostly because I had to analyze several different problems and then provide solutions.
I could not think of any solutions for some of the problems.
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o Perhaps in the future, we can have an outline or a form to fill in, instead of writing the report, or a sample
report which can be helpful.

3.3 Presentations/ feedback to other students

Most of the students (35 of them) found the presentations to be interesting and
useful. In addition, it can be concluded from the replies that this task supports
their language skills in other content areas and they considered this task helpful
for every subject and course. The comments include the following:

I think that presentations were an excellent way to research a topic related to our area of study and to
learn something new. I think that it was useful to evaluate our classmates and this helped me with my
presentation.

I think that the presentations helped us a lot. I practiced and learned to speak in front of the class. I used
to be afraid of that.

o The presentations were the best way to improve our speaking skills. I did not like writing feedback to
other students because I had to be strict. Still it helped me to prepare my own presentation.

o [t helped us to interact and communicate our opinions to other students. We were a little bit stressed
during the presentation

3.4 Debate and in class discussions

Debates and in-class discussions were a considered as a very appropriate way of
improving speaking skills and welcomed by the vast majority of students. These
are some of the comments:

e The discussions and the debates helped me to express my opinion and my ideas and to feel free to discuss
in front of other students in the group ...

¢ The debate was helpful for us to develop my speaking skill. I need it because I am shy and not very
outspoken, so I had a chance to practice and speak.

o The debate and the discussions helped us to think and to offer arguments in favor of or against a given
topic. That is important because we learnt to respect other people’s opinion.

3.5 Final exam

The comments and the opinions related to the final exam were also divided.
Approximately one third of the students (12 students) provided some positive
comments about the exam, stating that the exam questions were related to the
material covered in class. However, the rest of the students (26) believed that
testing and final examinations can be replaced by other assignments in terms of
grading criteria and as a result removed from the course or modified in some
other way with different question types. These are some of the comments:

e [t was OK in terms of difficulty and well organized. Still I have to mention the stress that every student
feels when we take a test. The instructions were clear.
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e My only remark is that the questions were multiple choice questions only. Perhaps some other type of
questions should be added.

o [ think that many students study for exams only. Therefore we need exams.

o [ believe that other assignments give us more objective grades since we have more time to prepare them.

4 Conclusions and recommendations

Several conclusions can be drawn from students’ comments and replies. The first
conclusion is that in ESP context, they prefer to work and to be assessed on tasks
which are related to the content area of their studies. In addition, they prefer
assignments that provide them with an opportunity to apply the knowledge or
skills gained in their present or future practice. Furthermore, it can be conclud-
ed that the students prefer to work on tasks which are accompanied with clear
instructions and sample or model tasks.

In addition, the assignments which help them explore topics and content related
to their future studies are welcomed by the students in ESP (English for Specific
Purposes) context. It can be emphasized that the assessment and the assessed
tasks (Spirovska Tevdovska, 2015) should reinforce the learning skills which are
transferable and possible to implement in other subject areas apart from language
learning, for instance presenting or debating. The importance of incorporating
elements of peer and self-assessment is also important, which was perceived by
students as a process which helps them prepare for their own assignments.

Finally, it can be concluded that the selection of assessed tasks and assessment
criteria in EAP courses is not a straightforward process. Nevertheless, the aims of
objective assessment and the selection of assessed tasks can be achieved by taking
into consideration the context of ESP courses and students’ needs and expecta-
tions. Above all, when selecting the assessment criteria, ESP practitioners should
take into account the fact that assessment needs to foster students’ learning.
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Appendix

Students’ Questionnaire

Course ESP CS Bl

Please comment on the following assignments and tasks (what were their advantages or disadvantages,
how would you improve them)

a. Website evaluation

b. Presentations/feedback

c. Report writing

d. Debates/ Discussions (in-class-after the presentations)

e. Final exam

34



Author

Ass. Prof. Dr. Elena Spirovska Tevdovska, e-mail: e.spirovska@seeu.edu.mk, South East European Uni-
versity, Tetovo, Republic of Macedonia

Author works as an English language lecturer at the Language Centre and Faculty of Languages, Cultures
and Communications at South East European University in Macedonia, English for Specific Purposes as
well as Literature in English Language Teaching, Modern Literature and English Literature Prose at the
Department of English Language and Literature.

Empiricka studie / Empirical Study 35



Course design in teaching aviation English as EOP

Eva Stankova

Abstract: The paper intends to contribute to the development of teaching EOP by present-
ing the experience gained in designing and teaching an intensive Aviation English course to
Czech Air Force professionals. It is focused on course design, namely on the process of its end-
less refinement. It analyses the outcomes of learners’ questionnaires evaluating 11 two-week
course runs in the years 2013-2016, and presents how they contributed to the modification
of the course design. In addition to that, it suggests some measures that might be adopted to
encourage learners’ professional development and sustainable lifelong learning.

Key words: Aviation English, ATC, EOP, ESP, course design, course evaluation, Moodle.

Introduction

Due to its multidisciplinary nature, teaching a foreign language for occupational
purposes poses enormous challenges to foreign language educators. The cours-
es require competent management based on mutual collaboration of foreign lan-
guage teachers and subject experts. A course can be designed only after careful
needs analysis have been carried out and the objectives of the course have been
stipulated. During and after the course implementation, the teaching methods and
course materials should be carefully evaluated by both the teachers and learners
involved. In the light of the outcomes, the course design should be revisited, and,
if necessary, modified.

The findings presented in the paper stem from designing and teaching a course
named ‘Speaking Refresher for ATCos (Air Traffic Control officers)’ in the years
2013-2016 at the University of Defence in Brno. This course belongs to the cat-
egory of English for Occupational Purposes (EOP), which is a branch of English
for Specific Purposes (ESP) and covers situations in which learners are studying
English for work related reasons. The course originated in response to the Air
Force Headquarters demand to provide ATCos with training that would refresh
their speaking and listening skills before taking regular mandatory tests to vali-
date their language proficiency endorsement.

The paper introduces the course characteristics and objectives with the focus on
course design and its constant improvements. It presents some aspects of informal
and formal feedback provided by course participants which have influenced the
course syllabus. It aims to contribute to the experience in the field of EOP which
enables language teaching professionals to develop their knowledge and under-
standing of what is involved in effective course management.
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1 Course characteristics and objective
1.1 Course characteristics

The characteristics of the course fully correspond with absolute and variable char-
acteristics of ESP stipulated by Dudley-Evans and Jo (1998). Table 1 shows how
they are reflected in the course.

Tab. 1: ESP characteristics reflected in the course

ESP by Dudley-Evans and Jo (2002, pp. 4-5) Reflected in Speaking Refresher for ATCos

The course is designed to meet specific needs of ATCos needs: to refresh and enhance speaking and

the learners. listening skills in the context of ATC (Air Traffic
Control).

It makes use of underlying methodology and It uses specific tasks regarding ATC operational

activities of the disciplines it serves. environment: picture and situations description,

repeating information, giving instructions, listening
comprehension and effective communication.

It is centred on the language, skills, discourse and It is centred on personalized grammar, aviation
genres appropriate to these activities. terminology, speaking and listening skills, and
informative discourse.

It is designed for a specific discipline. It is designed for air traffic control.

It may use a specific methodology. Use of methodology corresponds to the specific
tasks above and is exam-oriented.

Itis likely designed for adult learners. It is designed for ATCos.

It is designed for intermediate or advanced It is designed for learners who have achieved at

learners. least SLP 2222 according to NATO STANAG 6001,
which approximately corresponds to level B2, of
the CEFR.

If we consider Robinson’s (1991, pp. 3-4) division of EOP into three branches:
pre-experience, simultaneous/in-service and post-experience, the course belongs
to in-service training. British English places similar courses aimed at helping pro-
fessionals in the work environment into the category of further education, where-
as in North American terminology they are often referred to as continuing educa-
tion. Other variations on this wording include professional continuing education,
and continuing higher education.

1.2 Course objective

Language proficiency requirements for pilots and air traffic controllers are set by
the International Civil Aviation Organization (ICAO), a UN agency specialized in
codifying the principles and techniques of international air navigation. From 5th
March 2008, all flight crew members and air traffic controllers involved in inter-
national traffic are required to prove their competence in English. It is a condition
of licensing that professional pilots and air traffic controllers have to demonstrate
their proficiency in plain English and English phraseology to a standard equivalent
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to level 4 in the ICAO language proficiency rating scales (see The ICAO Language
Proficiency Rating Scale and the ICAO Holistic Descriptors in the Manual on the
Implementation of ICAO Language Proficiency Requirements in the References be-
low).

The assessment of language proficiency comprises the following three elements:

« listening - assessment of comprehension;
« speaking - assessment of pronunciation, fluency, structure and vocabulary;
e interaction.

In brief, the course objective is to refresh and enhance ATCos’ ability to com-
municate effectively using visual and non-visual communication in both routine
and non-routine situations. It is focused mainly on plain English as opposed to
radiotelephony. It is exam oriented, aiming at ICAO levels 4-5. The course design
serves this purpose.

2 Course design
2.1 Course design in ESP and EOP

The concept and practical implications of course design in ESP are thoroughly
discussed by Hutchinson and Waters (2001). For them, ‘course design is a process
by which the raw data about a learning need is interpreted in order to produce an
integrated series of teaching-learning experiences, whose ultimate aim is to lead
the learners to a particular state of knowledge’ (p. 65). They critically examine the
approaches to course design and strongly favour the learning-centred process at
the expense of language-centred and skills-centred designs (pp. 72-4, 92-7, 167).
Hutchinson and Waters (2001) argue that the course design process should be
dynamic and interactive, and ‘factors concerned with learning must be brought
into play at all its stages’ (p. 77).

Their findings are consistent with the theory and practice of adult learning. MacK-
erachen (2004, pp. 40-41) summarizes findings about the function of the self-
concept and self-esteem in the learning activities of adults. They indicate that
adults learn best when they are involved in developing learning objectives for
themselves, as they are influenced by past learning experiences, present concerns
and future prospects. In other words, they are interested in acquiring skills which
can be put to immediate use. Obviously, the EOP course participants are the best
candidates to exercise their own responsibility in the choice of learning objectives,
content and methods.
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2.2 Structure and syllabus of the course

The process of the Speaking Refresher for ATCos course design was congruent
with the above-mentioned principles. The present design is a result of close co-
operation among UoD aviation teachers, English language teachers, an aviation
tester, and the ATCos themselves. It represents an open dynamic process subject
to numerous changes and refreshing innovations brought about by constant infor-
mal feedback and formal evaluation.

The daily structure and brief syllabus of the course is shown in Table 2 below.
Each day contains three ninety-minute sessions. Practising grammar, listening,
speaking and vocabulary gradually proceeds from the context of work-related is-
sues to specialized aviation topics.

Tab. 2: Structure and content of the course

Session 1 Session 2 Session 3
Grammar in ATC Exam skills, listening, speaking Aviation terminology
Verbs, tenses, passive voice, Work-related issues, strategies for | Presentations on aviation topics
conditionals, reported speech, describing pictures and situations, | held by course participants.
phrasal verbs, articles. Functions. | listening comprehension, Discussions. Feedback and
Common mistakes in Aviation communication in routine and evaluation.
English. non-routine situations. Sources

for lifelong learning.

In Sessions 1 and 2, the teachers use commercial course-books, military course-
books and adapted authentic materials. A brief account of available course-books
for teaching Aviation English with a brief comment on their relevance to both
University of Defence students and ATCos was given in the previous conference
paper (Stankova 2014).

Among favourite and successful classroom activities in sessions 1 and 2 are meet-
ings with UoD students majoring in ATC, which facilitate natural discussions
and impromptu speech. Students also enjoy aviation quizzes and competitions
in groups, discussions based on participants’ experience, creative picture descrip-
tions and summarizing information with deferred written feedback.

In Session 3, each course participant is expected to give two presentations on
selected aviation topics. After their presentations, they are supposed to answer
their colleagues’ questions and hold a discussion. At the end of the session, the
speeches and discussions are evaluated by ATCos, and the teacher provides course
participants with language feedback. Such an arrangement allows course partici-
pants to maximize class time for speaking, and, at the same time, to demonstrate
their expertise in English. According to their informal feedback, these are highly
appreciated values, as shown below in Chapter 3, Example 1.
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2.3 E-support

As the duration of the course is only 2 weeks, it is beneficial to extend this edu-
cational opportunity by electronic support. Three weeks before the course begins
the attendees receive detailed instructions by e-mail. They are expected to open
a link to a sharable Google document where they sign up for two topics of presen-
tations and get prepared for Session 3. So they start using their English actively
before the course.

In addition to that, during and after the course they can access two e-learning
courses on Aviation English in the UoD MOODLE open-source learning platform.
The first course, ‘Course for ATCos’, follows the daily schedule of the course and
provides the course participants with teaching and additional materials. Moreover,
it gathers all presentations from all participants with the aim of assisting their
individual needs immediately before their exam, or at any other time. The second
course, ‘Aviation Databank), is a more complex course which has been designed as
a sharable databank for course participants, UoD students and teachers specializ-
ing in aviation. Recently it was even offered to English language instructors at the
Polish Air Force Academy in Deblin. The E-learning support for Aviation English in
MOODLE has been appreciated by course participants in their feedback, as shown
below in Example 2.

3 Feedback and evaluation

As presented in Table 2 under Session 3, the participants’ feedback and evaluation
of the course are embedded in the syllabus and are considered essential parts
of the course. In this chapter I intend to share the outcomes of both feedback
expressed by individual course participants and formal evaluation of the course
based on questionnaire responses from all attendees.

3.1 Feedback from individual course participants

During the sessions, the course participants are encouraged to express their lan-
guage needs and to discuss the course syllabus. In the middle of the course, they
are supposed to come up with suggestions for improvements as a result of col-
laborative activity. The educators flexibly react to their suggestions and arrange
their teaching activities accordingly.

In addition to that there are other occasions when individual course participants
express their opinions on the course and give suggestions for its improvement.
Two examples are interpreted below.
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Example 1

... The ATCos highly appreciated that they were considered subject experts during the course, especially
when giving presentations and moderating discussions, as opposed to their pupil/student positions
in their school years in the past. Also, they positively assessed the strategy of deferred feedback on
mistakes after oral performances. They concluded for themselves that these important factors boosted
their confidence and facilitated their speeches and discussions. According to them, these factors and
the teachers’ communicative and friendly approach contributed to a relaxed atmosphere in sessions
and enhanced their performance... (interpreted from the conference speech by 1st Lt. Veronika Riizova
at ITEC 2015 in Prague)

Example 2

... The course helps ATCos to prepare not only for the ICAO exam, but also for their professional life.
We appreciated the ways the teachers adopted the aviation topics to our needs. I am grateful that the
information and teaching materials are available in the UoD MOODLE system; I used them during my
preparation for the exam. The collection of listening, videos, quizzes and grammar is thoroughly orga-
nized and useful. ... All of us have passed the exam successfully and reached at least ICAO 4 operational
level ...

... The following course runs could be enriched by inviting subject experts from the fields of aviation, and
medicine and first aid. Also, I recommend close cooperation with the interlocutors examining ATCOs;
they could share their materials with teachers, suggest additional topics for discussion and explain
common mistakes and confusions at exams. I'm pleased that you intend to develop this course and
enlarge the scope of topics and information... (interpreted from a letter by Capt. Jiff Smit, Commander
of the 4th ATC Section of Air Traffic Service at 22nd Helicopter Air Base, Namést nad Oslavou)

Both examples are enormously valuable to teachers, since they put forward con-
structive suggestions for the course refinement. Some of them have already been
implemented, as stated below in the conclusion.

Being aware of the fact that feedback expressed by individuals has its limitations
and may be far from the participants’ majority opinion, all course attendees are
asked to provide formal feedback on the course.

3.2 Feedback based on questionnaire responses

At the end of each course run the participants fill in a questionnaire the aim of
which is to obtain data about the extent of their satisfaction with the course and
their suggestions for its further improvements. The responses presented in this
paper were gathered during eleven course runs from the total of 68 participants
in the years 2013-2016. With regard to the limited length of the paper, only
responses to the most important questionnaire items are presented here. The first
set of questions is concerned with the course design and teachers’ attitude. The
respondents answered the following questions:

1 As you know, the aim of the course is to refresh speaking and listening in the
context of ATC. Did the course meet your expectations in this regard?
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2 Did the course structure and syllabus serve your needs?
3 Did the course material appeal to you?
4 Did the teachers’ approach to teaching appeal to you?

The answers were plotted on the graph in Figure 1. The horizontal axis indicates
the questions asked, and the vertical axes shows the number of selected options
stated in the right part of Figure 1.

70
60
50
40 Hyes
M rather yes
30
rather no
20 Hno
10
0 T T T + {
1 Meeting 2 Course structure 3 Course materials 4 Teachers'
expectations and syllabus attitude

Fig. 1: Responses to questions 1—4 in the course evaluation questionnaire

The answers to these four questions are of paramount importance for the ed-
ucators to assess whether the course meets the participants’ expectations and
whether the process of pursuing the course objective is appropriate. The respons-
es indicate that all 68 course participants are on the positive side on the scale of
their satisfaction.

The next question aims to find out whether or not to innovate the course curricu-
lum by adding radiotelephony to the syllabus:

5 Should radiotelephony be part of the course if it was presented by a subject
expert?

The graph in Figure 2 shows the responses in the timeline of 11 course runs in
the years 2013 to 2016 listed on the horizontal axis. As we can see the responses
vary. Whereas during the first runs of the course the participants did not favour
the prospect of including radiotelephony in the syllabus, in the evaluation of re-
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cent runs they tend to welcome this suggestion. This shift in opinions deserves
teachers’ attention and should be taken into consideration in syllabus planning.

I \ =—¢=—yes/rather yes
6 1 /-/'\\

T =fi=no/rather no

T \ A

run run run run run run run run run run run
1/13  2/13  3/13 1/14  2/14  3/14 1/15 2/15 3/15 1/16 2/16

Fig. 2: Responses to question 5 in the course evaluation questionnaire

Conclusion

Course design in EOP is a dynamic process of negotiating with learners, in which
the learners’ needs and opinions have to be considered at every stage. The paper
presents a case study based on the EOP participants’ feedback and evaluation
of the course and its curriculum. With regard to participants’ suggestions, the
following improvements have been implemented, or are being considered:

» Several topics of participants’ presentations have been added.

e Extensive E-learning support for learners of Aviation English has been devel-
oped to encourage sustainable lifelong learning.

e Sharable Google documents have been created and used to assist the teacher
in communication with course participants.

¢ A medical student presented medical issues and first aid in the course.

¢ An interlocutor has been invited to the 12th run of the course to give an
account of frequent problems at the ICAO exam.

¢ Adding radiotelephony to the syllabus is being considered and discussed.

Additional suggestions derived from experience in teaching the course by the
teacher:

* To boost the participants’ confidence, it is advisable to apply deferred feedback
on mistakes.
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¢ The attendees’ expertise should be employed and openly appreciated.

* Meetings between course participants and university students facilitate natural
discussions.

¢ Cooperation between English teachers and subject experts brings new oppor-
tunities in research and publishing.

I sincerely believe that similar case studies enable English teaching professionals
to further develop their understanding and knowledge of what is involved in ef-
fecting a successful course design in EOP.
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Le projet GELS (Global Engineers Language SKkills)
Teresa Geslin, Jamie Rinder et David Tual

Abstract : Le projet GELS (Global Engineers Language Skills) vise a mener une réflexion
autour de l'enseignement des langues aux étudiants-ingénieurs et a promouvoir une ap-
proche adaptée aux futurs besoins de ceux-ci. Mené conjointement par des enseignants de
I'Université de Cambridge (Royaume-Uni), de I'Institut Royal de Technologie (Suede) et de
I'Institut Mines Télécom-Didalang (France), ce projet a pour finalité de développer un outil
didactique s’appuyant sur le CECRL (Cadre Européen Commun de Référence pour les Langues)
et destiné aux enseignants de langues des écoles d’'ingénieurs a travers toute I'Europe. Il am-
bitionne d’'impliquer des professeurs de différentes langues venant d’'un nombre le plus large
possible d’établissements européens d’enseignement supérieur spécialisés dans la formation
d’ingénieurs.

Dans un premier temps, nous orienterons notre propos vers la nature de I'enseignement des
Langues sur Objectifs Spécifiques (LOS), terme et acronyme que nous accepterons ici comme
équivalents de I'anglais Language for Specific Purposes (LSP). Il sera question de la difficulté de
proposer une formation adaptée a des besoins variés de la part d’étudiants dont les différentes
origines, spécialisations et degrés d’expertise, mais aussi les futurs débouchés sont synonymes
d’une grande hétérogénéité. La provision linguistique offerte dans les écoles d’'ingénieurs ne
pourra donc étre satisfaisante et adaptée qu’a condition d’identifier une série de dénomina-
teurs communs qui se situent au-dela des seules considérations lexicales. Nous insisterons
notamment sur I'importance d’intégrer cette approche dés le niveau A1 du CECRL dans les
formations proposées.

Apres cette mise en contexte, nous présenterons le projet GELS pour mieux en saisir toute la
dimension européenne, tant du point de vue de 'influence du CECRL, que de la composition
de I'équipe engagée sur ce projet et de ses ambitions. Ce projet a pour but d’aboutir a un
ensemble de productions mélant réflexions pédagogiques, applications pratiques et formation
professionnelle pour et par des enseignants et des responsables de la formation linguistique
en écoles d’'ingénieurs.

Finalement, bien que le projet ne soit que dans sa phase initiale, certaines réflexions ont déja
émergé des expériences et observations de terrain, des entretiens avec des ingénieurs en
activité ainsi que de nos lectures sur le sujet. Nous évoquerons donc quelques pistes péda-
gogiques a explorer pour les professeurs de LOS auprés d'un public ingénieur, avant d’insister
sur I'importance de la compétence interculturelle et de conclure sur le rdle et la place de
I'enseignant dans un tel contexte.

Nous espérons que notre présentation pourra avoir des répercussions au-dela des écoles
d’'ingénieurs et amenera a de semblables projets dans d’autres domaines.

Mots-clés: CECRL, LSP, ingénieurs, GELS
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Introduction

Le rapport « Les Européens et leurs langues » qui date de juin 2012 et commandi-
té par la Commission Européenne nous indique que 53% des Européens utilisent
une langue étrangére au travail et 45% pensent avoir obtenu un meilleur emploi
dans leur pays grace a leurs compétences linguistiques. Et pourtant ces chiffres ré-
velent également un recul de 2% du nombre de personnes maitrisant une langue
étrangerel. En France, la Commission des Titres d’Ingénieur exige qu’en éléve en
formation initiale atteigne le niveau B2 (CECRL) et précise méme que le niveau
C1 est souhaitable?. Pourtant, aprés de nombreuses années en cours de langues,
73% des cadres frangais (dont font partie les ingénieurs) ne se sentent pas a
I'aise pour passer un entretien d’embauche en anglais et éprouvent des difficul-
tés & communiquer au quotidien dans une langue étrangere3. Alors que 56% des
cadres frangais sont conscients des conséquences de leurs lacunes en langues et
seraient préts a suivre une formation?, seulement 23% ont eu accés a une forma-
tion linguistique. En Grande-Bretagne, nous faisons un constat similaire. En effet,
la British Academy, reléve la réticence des employeurs a offrir des cours de langues
a leurs employés, car ils estiment que « les compétences linguistiques devraient
étre acquises avant de commencer a travailler » (p. 15) (notre traduction).

Comment mieux préparer ces futurs ingénieurs pour qu’ils sachent répondre aux
besoins de I'employeur dés la fin de leur scolarité ? Comment faire pour qu'ils re-
trouvent confiance en eux? La solution se trouve dans la volonté des responsables
pédagogiques de proposer plus souvent des cours qui ne soient pas seulement des
cours de vocabulaire technique spécifique mais qui, au contraire, focalisent sur les
compétences requises pour communiquer en langue étrangere en entreprise dans
un monde de plus en plus globalisé.

Pour répondre aux besoins des ingénieurs en devenir, trois institutions ont décidé
de s’unir autour d’'un projet collaboratif appelé GELS (Global Engineers Language
Skills). Un laboratoire de recherche Didalang, Mines Télécom (France), KTH Royal
Institute of Technology (Suede), et Cambridge University, Department of Engineering
(Grande-Bretagne) sont a l'origine de ce projet et peuvent aujourd’hui communi-
quer les premiers fruits de leurs travaux. Dans cet article, nous allons présenter
le but initial de ces recherches ainsi que la méthode de travail utilisée. Nous
donnerons quelques exemples de réponses obtenues au cours de nos enquétes
et 'objectif futur pour la diffusion de notre travail.

1 http ://ec.europa.eu/public_opinion/archives/ebs/ebs_386_fr.pdf

2 http ://fond-documentaire.cti-commission.fr/fr/fond_documentaire/document/10/chapitre-
element/478

3 https ://www.cadremploi.fr/editorial/actualites/actu-emploi/detail/article/entretien-d-embauche-
en-anglais-73-des-cadres-ne-sont-pas-prets.html
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Méthode

Le premier objectif du projet est d’élaborer une base détaillée des compétences
nécessaires au quotidien d'un ingénieur en milieu professionnel. Nous avons re-
constitué une version du tableau du CECRL plus spécifiquement pour les ingé-
nieurs. Par la suite nous proposerons un guide destiné aux enseignants, aux res-
ponsables de formation ou aux éditeurs des méthodes en langues (ou autres pro-
fessionnels du secteur) et qui reprendra I'essentiel des compétences mentionnées
dans notre base. Nous créerons un catalogue qui proposera des activités corres-
pondant a chaque étape du CECRL. De plus, nous voudrions tout spécialement
encourager l'enseignement des langues spécifiques pour ingénieur a partir du ni-
veau Al car, la plupart des méthodes pour apprendre les langues pour d’autres
disciplines s’adressent aux étudiants ayant déja atteint un niveau B1. Or, nous
sommes convaincus que les cours de langues pour autres disciplines peuvent, et
doivent, étre proposés des le niveau le plus bas notamment en raison de I'effet sur
la motivation des apprenants. On constate également que, si les méthodes pour
apprendre 'anglais pour des spécialistes d’autres disciplines sont trés nombreuses
en raison de son utilisation a I'échelle internationale, il n’en va pas de méme pour
les autres langues.

Nous avons donc lancé deux enquétes aupres d’ingénieurs en situation profes-
sionnelle. La premiére® qui a démarré en novembre 2015 a posé la question en
anglais « How good is your enginese? » Cette question était posée dans l'objet
d’'un mail espérant ainsi éveiller une curiosité et par la méme occasion inciter
des ingénieurs a y répondre. Les 7 questions posées portaient sur l'utilisation des
langues étrangeres au sein de leur entreprise ainsi que l'importance des langues
étrangeres lors du processus de recrutement. Pour toucher un plus grand nombre
de participants, nous avons utilisé les réseaux des anciens éleves des trois ins-
titutions partenaires dans cette étude®. Nous avons choisi également d’élargir le
nombre potentiel de répondants en proposant ce sondage a d’autres ingénieurs
sur les réseaux sociaux.

Le deuxieme sondage effectué aupres du méme public était beaucoup plus dé-
taillé et correspond aux différentes sections du CECRL. Les questions portaient
sur la fréquence des taches a effectuer en langue étrangeére et avec quel audi-
toire. Les ingénieurs ayant répondu exercent leur métier sur les cinq continents
et proviennent de pres de 30 pays. Nous avons constaté que plus de 60% des
répondants ont déclaré avoir besoin d'une langue étrangere au minimum une fois
par semaine pour communiquer avec des collégues. Les entreprises de toutes les

tailles sont représentées ainsi que tous les niveaux de I'échelle d’encadrement.

5 L'enquéte est disponible sur : http ://goo.gl/forms/afKb8j8mfg

6 180 ingénieurs ont répondu.
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Résultats

Nous pouvons remarquer sur le tableau (Figure 1) ci-dessous les différentes
taches et leur fréquence d’apres les résultats de la premiere enquéte. Nos résultats
soulignent que les ingénieurs se servent des quatre compétences. Les langues
étrangéres sont requises le plus souvent pour les réunions, la lecture des docu-
ments courts ainsi que pour les échanges téléphoniques. La maitrise de la langue
écrite est essentielle afin de communiquer a la fois de facon formelle et infor-
melle avec des collegues. La lecture des documents pour une compréhension plus
ou moins détaillée est nécessaire, pour la compréhension d’instructions simples
et la réalisation de taches régulieres. L'utilisation de chiffres et de vocabulaire
spécifique pour la description des graphiques et des courbes est une nécessité
quotidienne.

m Often—min once per week B Sometimes—min once per month O Rarely/never
100%

80%
60%
40%
20%

0%

Write casual
correspondence
Write formal
correspondence

meeting

Interact in meetings
instructions

Talk on the telephone
Understand info at a
Give a presentation
Give or follow complex
Write brief documents
Write longer documents
Read short documents
Read longer documents

Fig. 1 : Result from survey 1 question 5 : How often do you do the following in any language ?

Dans le tableau suivant, nous avons combiné les résultats des deux sondages pour
affiner les taches des ingénieurs. On constate que peu d’ingénieurs font des pré-
sentations orales mais l'utilisation de chiffres et de vocabulaire pour la présenta-
tion des données des graphiques et une nécessité quotidienne.

La figure no 3 ci-dessous nous indique que les ingénieurs ne doivent pas simple-
ment communiquer avec leurs clients en langue étrangere mais doivent surtout
maitriser ces langues étrangéres pour communiquer avec leurs collegues.
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m Often—min once per week@ Sometimes—min once per month@d Seldom O Never
100%

80%
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Fig. 2 : Combined results from survey 2 : How often are you required to carry out the following activities ?

m Often—min once per week @ Sometimes—min once per month O Rarely/never

100%

80%

60%

40% —

20% - —

0% - —

Suppliers Clients Colleagues Head Office

Fig. 3 : Result from survey 1 question 4 : Who do you need to communicate most with in an additional
language ? (N = 180)

Ce tableau est révélateur des nouveaux défis pour les ingénieurs travaillant dans
un contexte d’entreprise multinational.

Aventure collaborative

Les membres des trois institutions a l'initiative du projet GELS sont convaincus
de l'intérét d’un travail collaboratif. Les professeurs de langues enseignent les
langues mais ne connaissent pas forcément les techniques de I'ingénieur. Souvent
le professeur de langue se sent isolé dans les écoles ou dans les universités tech-
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Al A2 B1

Ecouter Je peux reconnaitre des mots | Je peux comprendre les Je peux suivre les consignes

En face afaceeta fréquents du lexique* de mon | informations essentielles d’'un | données par d’autres

distance domaine d’ingénierie. Je peux |discours pour répondre a des | ingénieurs. Je comprends assez
comprendre un message questions simples. Je peux d’éléments de la télévision ou
contenant ce lexique comprendre des instructions de la radio pour en faire un
*ex : nombres et équations, simples qui utilisent un large résumé a condition que le sujet
terminologie, vocabulaire éventail de mots fréquents. me soit familier.
spécifique

Lire Je peux reconnaitre des mots | Je peux lire des paragraphes Je peux comprendre la

Textes simples — Textes
complexes

fréquents du lexique de mon
domaine d’ingénierie. Je peux
comprendre des phrases
simples contenant ce lexique.

simples et peut déduire le sens
de certains passages dans des
textes plus complexes. Je peux
suivre les instructions données
dans la correspondance
quotidienne simple.

correspondance et reconnaitre
les différents registres de
langage. Je peux parcourir
rapidement des textes poury
trouver des informations et
apprendre des textes
instructifs sur des sujets en lien
avec l'ingénierie.

Prendre part a une
conversation

En face a faceeta
distance

Je peux rencontrer de
nouvelles personnes et
répondre a des questions
simples sur moi-méme et mes
études / mon travail. Je peux
poser les questions
correspondantes.

Je peux échanger des
informations personnelles et
professionnelles plus détaillées
et je peux faire face a des
situations quotidiennes avec
mes pairs. Je peux informer les
autres de difficultés courantes.

Je peux utiliser un langage
simple pour traiter des
situations formelles et
informelles et proposer des
solutions. Je peux interagir
dans une conversation portant
sur mon travail et poser des
questions pour développer le
sujet de la conversation.

S’exprimer oralement
en continu

Discours mémorisés —
discours spontanés
Prise en compte du

Je peux me présenter, parler
de ma formation, mon
domaine d’ingénierie et mes
projets futurs. Je peux lire des
nombres et rencontré

Je peux utiliser le vocabulaire
simple mémorisé et
fréquemment rencontré dans
mon domaine d’activité pour
décrire les objets, les

Je peux décrire mon travail
actuel et mes expériences
précédentes avec des phrases
liées. Je peux présenter des
données, décrire des processus

public visé fréquemment des équations de | expériences, les observations | spécifiques et faire une
mon domaine de I'ingénierie. | et les projets. Je peux présentation sur un sujet dans
verbaliser des formules et mon domaine d’ingénierie.
communiquer des données
dans un langage simple.
Ecrire Je peux remplir des documents | Je peux composer des textes Je peux composer des

Ecrits individuels et
collaboratifs

Prise en compte du
public visé

avec des informations simples.
Je peux composer des textes
avec des phrases simples sur
moi-méme, ma formation,
mon domaine d’ingénierie et
mes projets futurs.

simples sur mon quotidien
pour mes pairs et faire des
demandes a I'école / au travail.
Je peux décrire du matériel
technique et utiliser des
ouvrages de référence pour
améliorer la qualité de mon
travail écrit.

définitions succinctes et
produire un texte simple et
cohérent pour informer les
lecteurs sur des sujets familiers
dans mon domaine
d’ingénierie. Je peux utiliser les
conventions de la
correspondance formelle.

Fig. 4 : Tableau « CECRL » pour ingénieurs (partie 1)

niques. Avec le projet GELS nous avons voulu donner I'occasion a ces professeurs
de s’exprimer, de partager leurs expériences et encourager les bonnes pratiques
en développant un travail en réseau pour ceux qui en ressentent le besoin.

Forte des informations fournies dans les enquétes, I'équipe du projet a établi une
premiere ébauche du nouveau tableau « CECRL » pour ingénieurs. Par la suite,
le 6 juin 2016, une journée appelée « GELS Training Day » a été proposée a
différents professeurs et responsables pédagogiques dans une dizaine d’universi-
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Textes simples — Textes
complexes

des questions spécifiques dans
des textes sur des sujets
familiers mais complexes. Je
peux lire des textes
journalistiques sur une gamme
de sujets et suivre des
arguments et des
contre-arguments
potentiellement complexes.

et lire des textes écrits pour
des experts dans mon domaine
d’ingénierie et en déduire le
sens la ol c’'est nécessaire. Je
peux suivre des instructions
complexes sur des processus
peu familiers et comprendre
les subtilités du registre.

B2 c1 c2

Ecouter Je peux comprendre des Je peux suivre une Je peux comprendre des

En face afaceeta discours long et structurés et je | présentation congue pour un | discours longs sur n’importe

distance peux suivre des arguments et | public expert sur un nouveau | quel sujet de mon domaine
des contre-arguments sujet dans mon domaine d’ingénierie et peux
potentiellement complexes. Je | d’ingénierie. Je peux suivre et |simultanément analyser et
peux identifier et faire déduire le sens de discussions | évaluer les informations
référence a des points précis et de discours non planifiés sur | fournies.
dans le discours de mon des sujets techniques.
interlocuteur.

Lire Je peux trouver les réponses a |Je peux parcourir rapidement |Je peux comprendre des textes

sur n'importe quel sujet de
mon domaine d’ingénierie et
peux simultanément analyser
et évaluer les informations
fournies.

Prendre part a une
conversation

En face a face et a
distance

Je peux interagir efficacement
sur une gamme de sujets dans
mon domaine d’ingénierie et
traiter des problémes
spécifiques. Je peux étayer mes
opinions avec des preuves,
négocier avec mes collégues et
interagir efficacement pour
parvenir a un consensus.

Je peux exprimer ma
compréhension et mes motifs
de fagon fluide a un public
expert et non-expert dans
toutes les situations. Je peux
interagir spontanément avec
un haut degré de fluidité pour
faciliter le dialogue et résoudre
les problémes.

Je peux participer de fagon
constructive aux discussions
sur n’importe quel sujet dans
mon domaine d’ingénierie. Je
peux adapter le lexique, le
registre, la complexité
technique et les arguments de
mon discours a la situation et
au public.

S’exprimer oralement
en continu

Discours mémorisés —
discours spontanés
Prise en compte du

Je peux décrire et donner des
instructions claires de
processus et de méthodes
spécifiques a mon domaine
d’ingénierie. Je peux

Je peux appliquer les structures
et techniques utilisées lors de
présentations préparées dans
des discours plus spontanés
pour garder I'attention

Je peux parler couramment sur
n’importe quel sujet dans mon
domaine d’ingénierie. Je peux
adapter le lexique, le registre,
la complexité technique et les

Ecrits individuels et
collaboratifs

Prise en compte du
public visé

paraphraser des textes sur des
sujets techniques. Je peux
composer des textes qui sont
bien structurés. Je peux écrire
a la fois dans un style neutre
dans le but d’informer, et dans
un style persuasif pour
convaincre.

cohérents avec mes pairs. Je
peux appliquer les conventions
de I'écriture académique /
technique pour produire un
texte claire et informatif,
appuyé par des preuves et
différents supports
(graphiques, tableau, etc.).

public visé interpréter les données d’auditoires non-experts et arguments de mon discours a
spontanément et partager ma | experts et pour les convaincre |la situation et au public.
compréhension de fagon et/ou les informer.
précise et concise.

Ecrire Je peux résumer et / ou Je peux co-écrire des textes Je peux composer un texte

fluide, cohérent, facile a lire sur
n’importe quel sujet dans mon
domaine d’ingénierie. Je peux
adapter le lexique, le registre,
la complexité technique et les
arguments de mon écriture a la
situation et au public.

Fig. 5 : Tableau « CECRL » pour ingénieurs (partie 2)

tés ou grandes écoles. Des membres des équipes pédagogiques en langues d’Aalto
University de Finlande, de 'Université de Tokyo, de I'Institut Mines Télécom, de
I’'Université de Lorraine, de la Technische Universitdt de Munich, de Poznan Uni-
versité de Technologie, de 'ETH Zurich et de I'Imperial College Londres ont tous
été accueillis par le Department of Engineering a 'université de Cambridge.
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Aprés un premier travail de réflexion sur l'enseignement des langues pour
d’autres disciplines, nous avons étudié ensemble le tableau et proposé des activi-
tés pour chaque compétence a chaque niveau. Vous pourrez voir dans le tableau
ci-dessous une version rééditée apres ce travail collaboratif.

Conclusion

L'équipe créatrice du GELS projet souhaite continuer ce travail collaboratif. Notre
réle est un role fédérateur qui a pour mission de développer les compétences des
ingénieurs en milieu professionnel. Les professeurs peuvent, grice a ce projet,
participer a un réseau et bénéficier des expériences des professeurs de langues
dans les instituts techniques et les universités. Il est, en effet, essentiel et urgent
de développer les compétences en langues étrangéres en Europe et permettre aux
entreprises d’étre plus performantes. Comme nous le rappelle trés justement le
CDEFI : Communiquer, comprendre, écouter, négocier, argumenter et écrire dans
une langue autre que le francais et s’adapter aux autres us et coutumes pour fonc-
tionner sur place ou a distance dans un contexte multiculturel, voila le quotidien
du jeune ingénieur commengcant une carriére a l'international. (CDEFI, 2011)”
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Priprava ucebnych materialov a ich vyuzitie na
vyucovani odborného cudzieho jazyka pre potreby
policie

Martina Binderova

Uvod

Nevyhnutnost jazykovej pripravenosti si uvedomujui clenské krajiny Eur6pskej
unie okrem iného aj kvoli umozneniu vacsej mobility obcanov ¢lenskych krajin
a zlepSeniu komunikacie medzi prislusSnikmi jednotlivych narodov. S tym suavisi
doraz kladeny na efektivnost a kvalitu vyucby cudzich jazykov na vSetkych stup-
noch a druhoch $kél. Policia ako jeden z partnerov podielajicich sa na ochrane ob-
Canov, zaistovani bezpecnosti a spravodlivosti, musi brat’ do vahy aktualne pozi-
adavky spoloc¢nosti a zapracovat ich do celozivotnej pripravy prislusnikov policaj-
ného zboru (dalej v texte len PZ). L. Baric¢icova a M. Pajpachova (2013, s. 189) tvr-
dia, Ze ,spravne implementovany systém policajného vzdelavania, ktory zodpove-
da celospoloCenskym trendom, pomaha zefektivnit proces neustaleho zvySovania
profesionality prislusnikov PZ a pri optimalizovanych nakladoch prispieva k ich
spravnej motivacii. Vyucovanie cudzich jazykov na Akadémii Policajného zboru
v Bratislave (dalej v texte len Akadémia PZ), ktora je rezortnou vysokou Skolou
Ministerstva vnutra SR, je zamerané na rozvoj cudzojazycnej komunikativnej kom-
petencie Studentov hlavne v bezpecnostno-pravnej oblasti. AvSak oblast bezpec-
nosti a vykonu policajnych ¢innosti stale zostava nepokryta vyhovujicou studijnou
literattrou spifiajicou potreby policajnej praxe a $tudentov Akadémie PZ, kedZe
dnesny trh s ucebnicami na vyucovanie/ucenie sa odborného anglického jazyka je
v prevaznej miere orientovany na sféru obchodu, informac¢né technolégie, pravo
a turisticky ruch. Nedostatok uc¢ebnych materidlov na jednej strane a zaujem poli-
cajnej praxe o umoznenie celoZivotného vzdelavania prislusnikov policie v cudzich
jazykoch na strane druhej viedli Katedru jazykov Akadémie PZ k zacatiu rieSenia
medzinarodnej! vedecko-vyskumnej tlohy ,Jazykové moduly pre vybrané sluzby
PZ“ zameranej na zostavenie interaktivnych ucebnych pomécok z odborného an-
glického a nemeckého jazyka pre potreby poriadkovej policie, dopravnej policie,
kriminalnej policie a oblast vySetrovania.

1 Jazykové moduly pre vybrané sluzby PZ

Vzhladom na nizku hodinovd dotaciu na vyuébu cudzieho jazyka na Akadémii PZ
a ostatnych rezortnych vzdelavacich institicidch MV SR a tieZ na nedostato¢nu

1 partneri: Stredn4 odborna $kola Policajného zboru Bratislava, Vys$si policejni $kola a Stfedni poli-
cejni $kola Ministerstva vnitra v Prahe a Narodnd univerzita verejnej sluzby v Budapesti.
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ponuku prezenc¢nych kurzov odborného cudzieho jazyka pre potreby policie sa rie-
Sitelsky tim rozhodol vytvorit také ucebné materialy, ktoré by mohli zaujemcovia
pouzit aj v ramci samostatného Stidia bez pomoci ucitela. Okrem toho z analyzy
potrieb perspektivnych pouZivatelov z radov prislusnikov PZ realizovanej formou
dotaznika vyplynul zdujem o Studijny nastroj vyuzivajici informac¢né a komuni-
kacné technolégie. Nasledujice casti prispevku si venované e-modulom Anglicky
jazyk pre dopravnii policiu a Anglicky jazyk pre poriadkovii policiu.

1.1 Charakteristika e-modulov

E-modul je skrateny vyraz pre e-learningovy modul. E-learning alebo elektronické
vzdelavanie je vzdelavanie, v ktorom je vyuzivany pocitac¢ alebo iné elektronické
zariadenie. Vytvorené jazykové e-moduly sl u¢ebnymi poméckami v duchu Sirsie-
ho chapania e-learningu ako ucenia sa prostrednictvom informacnych technolégii
ako prostriedkov prezentovania a distribucie inform4cii. E. Petldk (1997, s. 150)
vysvetluje ucebné pomocky ako ,prostriedky, ktoré slizia na nazornost vyucova-
nia a umoziuju dokonalejsie, rychlejSie a komplexnejSie osvojenie si uciva“, pri-
¢om didakticka technika (napr. auditivna, vizualna, audiovizualna, riadiaca a hod-
notiaca technika atd.) pomdaha sprostredkovat ucebné pomoécky prostrednictvom
rozli¢nych zariadeni, strojov a pristrojov (Petldk, 1997, Turek, 1998). Aplikaci-
ou informacnych a komunikac¢nych technoldgii, ktoré umoznuja interakciu zvuku,
pohybu, obrazu a textu sa zvysSuje atraktivnost, a za podmienky ich spravneho
pouzitia, aj efektivita uCenia sa (nielen) cudzich jazykov. Pojem IKT je velmi Siro-
ky, podobne ako moZnosti jeho vyuZitia. Vo vSeobecnosti su to technoldgie, ktoré
umoznuju elektronicky zaznamenavat, uchovavat, vyhladavat, spracovavat, pre-
nasat’ a sirit informacie (Terminology of European Education and Training Policy,
2014).

Cielom e-modulov je zlepSenie komunikacie v anglickom jazyku pre Specifické
ucely pouzivatelov multimedidlnych nastrojov pri plneni ich kazdodennych pra-
covnych povinnosti v policajnom vykone. Privlastok ,Specificky“ necharakterizuje
iba anglic¢tinu v sluzbach Specifickych policajnych cielov, ale aj Specifické dévody
uciacich sa pre stadium jazyka. Policajti v priamom vykone sluzby prichadzaju
takmer denne do styku s cudzim jazykom a musia byt natol'’ko jazykovo ,zdatni*,
aby uspesne zvladli vzniknuté bezpecnostné situacie. Okrem toho absolventi Aka-
démie PZ a policajti z praxe potrebuju cudzi jazyk ¢i pre svoje dalSie vzdelavanie
alebo pri vymene znalosti a skiisenosti s kolegami zo zahranicia, na kazdodennu
aj odborni komunikaciu v medzinarodnych timoch (napr. v mierovych misiach).
To znamend, Ze by pracovnici rezortu mali byt schopni komunikovat v danom
jazyku, nielen v jeho hovorenej, ale aj pisanej forme. Cielovou skupinou vytvo-
renych multimedialnych u¢ebnych pomocok su prislu$nici sluzby dopravnej poli-
cie a sluzby poriadkovej policie vo vykone, Studenti denného a dialkového Studia
APZ v Bratislave, ktori dosiahli droven cudzojazy¢nych kompetencii A2-B2 podla
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Spolo¢ného eurépskeho referen¢ného ramca pre jazyky a maju zaujem zdokonalit
svoje zrucnosti za ucelom komunikacie v odbornom anglickom jazyku v ramci
vykonu povinnosti vyplyvajlcich zo zaradenia v policajnej sluzbe.

Tematické okruhy z ¢innosti predmetnych policajnych sluzieb v e-moduloch boli
v procese pripravy konzultované s odbornikmi z policajnej praxe. E-modul pre
sluzbu dopravnej policie je rozdeleny do lekcii: Kontrola, Nehoda, Pravidld, Vozi-
dlo a e-modul pre sluzbu poriadkovej policie obsahuje lekcie: Riot Police, Criminal
Activity, Case Solving, Legal Proceedings. KedZe jednou z tloh ucebnych materialov
je pomahat organizovat vzdelavaci proces, autori e-modulov sa snazili o lahko
identifikovatelny format. Za Ucelom lahSej orientacie pouZivatelov v multimedi-
alnom nastroji pouZili jednotnud Struktiru lekcii, ktoré rozdelili na sekcie: slovna
zasoba, frazy (modelové vety), Citanie s porozumenim, cvicenia (k slovnej zasobe
a modelovym vetam) (pozri obr. 1).

L 1C

In3trukcie

Vozidlo Extra cvienia Slovnik Kontakt

= Nasledujlca lekcia vam ponlka:
Uvod

Slovna zasoba
Frazy

Citanie s porozumenim

Cvicenia

1. Rozne samovzdelavacie

2. Slovensko — anglicky slovn|

3. Texty. napriklad .Unexpec|

kompetenciu v anglickom
situacii a aktualnych potriel
Einnosti

najfrekventovanejsej odbg
apprehend”, zaistit vec —
50 zauzivanymi frazami, na|
nie je Eitatelné. — The engil
Sugastou slovnika je aj aud

cargo” na precvitovanie

Niektoré texty, ako naprikia
Checks in Slovakia” s s
umoZiiuji precviEenie a zdg

ktivity, kioré zdokonalujd komunikativhu
hzyku zamerand na rieSenie kaZdodennych
dopravnej policie poas plnenia sluZzobnych

k. s komplexnym a interaktivnym zoznamom
mej slovnej zasoby. napr. zadriat —
seize”, zatknat — arrest”.  platny — valid”,
r. .Mehybte sa! — Stand stilll*. . Cislo motora
e number is not legible z danej témy lekcie.
onahravka anglickej slovnej zasoby a fraz.

led loss of load”. ,Speeding”. .Hazardous
B zdokonalovanie €itania s porozumenim.
[ Traffic check”, ,Caught speeding”, ,Police
racované aj pomocou audionahravky, &im
onalenie sa v potlvani s porozumenim.

Obr. 1: Lekcie a ich Struktura

Osvojenie prezentovanej slovnej zasoby (terminoldgie) uciacim sa logicky ovplyv-
nuje mieru jeho porozumenia ¢itanym alebo vypocutym informacidm v jednot-
livych lekciach. Pri vybere jazykovych lexikdlnych jednotiek a fraz (modelovych
viet) sa zostavovatelia pomdcky zamerali na tie, ktoré boli v spolupraci so zastup-
cami vyssie spominanych policajnych sluzieb z praxe identifikované ako ,typické“
pre dany kontext pouzitia v ramci konkrétnej policajnej sluzby, a s ktorymi sa
Studujuci CastejSie stretne v cielovej situacii. Vybrané jazykové prostriedky, ktoré
sliZia na presné a zrozumitelné sprostredkovanie odbornych informacii, si na-
sledne zapracované do ostatnych sekcii jednotlivych lekcii - do odbornych textov
a interaktivnych cviceni. Pouzivatelia maju k dispozicii pri kazdom vyraze slovnej
zasoby a modelovych vetach nahravku vyslovnosti realizovani rodenym hovoria-

56



cim z Vel'kej Britanie a Slovnik na rychle vyhladanie vyrazu alebo vety. Na ivodnej
stranke e-modulu su pouzivatelom k dispozicii metodické pokyny v podobe po-
drobnych instrukcii k praci s modulmi a predstavenie jednotlivych typov cviCeni.

Vyznam cviCeni pri osvojovani si cudzieho jazyka je absolitne nespochybnitel-
ny, kedZe umoziiuju opakovany kontakt s prezentovanym jazykovym materidlom.
Cvicenia sliZia na upeviiovanie jazykovych navykov a zrucnosti, opakovanie aj
na ich priebezné overovanie. V e-moduloch sa pouzivatelia stretnd s KriZovkami,
doplnovackami, kvizmi, priradovanim a tlohami na precvicenie slovosledu (pozri
obr. 3) vytvorenymi pomocou softvéru Hot Potatoes (Dostupné na internete: htt-
ps://hotpot.uvic.ca). Okrem toho si pouZzivatel moze na hornej liste vybrat Extra
cvicenia, ktoré obsahuju ,bonusovi“ moznost na precviCenie ¢itania s porozume-
nim a slovnej zasoby na mierne vysSej trovni narocnosti. Po vyplneni kazdého
cviCenia je pouzivatelovi poskytnuta okamzita spatna vazba v podobe percentual-
neho vycislenia uspesnosti jeho odpovede.

Vzhladom na to, Ze text ma dominantnd ulohu pri poskytovani informécii i pri
formovani ostatnych zruc¢nosti a navykov v cudzom jazyku nemoze v lekciach e-
-modulov chybat’ sekcia Citanie s porozumenim. Texty ponuknuté v e-moduloch
su zalozZené na realnych situaciach, poziadavkach a potrebach vybranych sluzieb
PZ a ich relevantnost potvrdili odbornici z policajnej praxe. Spracované odbor-
né texty su zdrojom odborného jazyka a hraju vyznamnu tlohu pri prezentovani
redlneho jazyka, tak ako je pouzivany v praxi. K jednotlivym textom boli vytvore-
né cvi¢enia zamerané na overenie pouzivatelovej schopnosti uvedomene ziskavat
informacie z textu. Pri niektorych textoch si pouZzivatelia mozu vypocut aj audio-
-nahravku, pricom okrem precvicenia svojej schopnosti porozumiet poc¢utému tex-
tu v anglickom jazyku si mo6zu nacvicit spravnu vyslovnost.

V Slovenskej republike su spracované e-moduly dostupné pre vsetkych zamest-
nancov MV SR na intranete Ministerstva vnttra SR na stranke http://infoweb.minv
sk v sekcii Skoly, vzdelavanie pod nazvom E-learningovy portdl Katedry jazykov
APZ.

2 Ukazka pouzitia e-modulu na vyuc¢ovani odborného
anglického jazyka pre policiu

Vyucovacia hodina v ramci vyucovania povinného predmetu Cudzi jazyk I - odbor-
na komunikacia - anglicky jazyk je urcend pre Studentov 2. rocnika bakalarskeho
$tudia internej formy $tddia, Studijného programu Bezpec¢nostnopravna ochrana
0s0b a majetku. V skupine st zastipeni civilni Studenti aj prislusnici PZ, ktori
v anglickom jazyku dosiahli aroven jazykovych zruc¢nosti B1-B2 podla CEFFR.

Preberanou témou je Dopravnd nehoda (Road Traffic Accident) a cielom vyucovacej
hodiny je, aby si Student osvojil a naucil sa spravne pouzivat zadkladnd terminol6-
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giu tykajucu sa dopravnej nehody. Pocas vyucovacej jednotky je e-modul Anglicky
jazyk pre dopravnti policiu kombinovany s ucebnicou English for Police (Ferencikova,
Novakova, 2012).

Vyhodou aplikacie informac¢nych a komunikac¢nych technolégii vo vzdelavani je, Ze
mozu byt zakomponované v ktorejkolvek faze vyucovacieho procesu. Napriklad
v Uvode hodiny v rdmci fixa¢nej a diagnostickej fazy Studenti pracuju s cvicenia-
mi z e-modulu za tUcelom individualneho precvicovania terminolégie z predcha-
dzajucich lekcii venovanych cCinnostiam sluzby dopravnej policie, pricom kazdy
$tudent svojim tempom vyplia cvi¢enia zamerané na slovni zasobu a modelové
vety podla vyberu a usmernenia ucitela z lekcii Vozidlo, Pravidld (pozri obr. 2).
Za ucelom zafixovania terminoldgie nasleduje frontalne porovnanie a zdévodnenie
odpovedi.

Dopravna policia - Vozidlo/Bezné situacie na ceste

SLOVNA ZASOBA - Dopliiovanie 2/2

Z ponuknutych moZnosti vyberte vyraz, ktory je vysvetleny v definicii. Na kontrolu vaSich odpovedi kliknite na tiaCidlo "Check”

v is a vehicle used especially for carrying goods, which is smaller than a truck and has a roof and usually no windows at the sides.
v is a car with a soft roof that you can fold back or remove

v is a car with a door at the back, folding back seats and a lot of room for boxes, cases efc.

v is a big expensive comfortable car.

v is a small open motor vehicle with low sides, used for carrying goods

v is a car that has a separate enclosed space for bags etc.

N o O A W N =

v is a passenger vehicle which combines the towing capacity of a pickup truck with the passenger-carrying space of a minivan together with

on or off road ability.

Check

Dopravna policia - Pravidla

FRAZY - Priradovanie 1/2

Dokongite vetu. Zachytte mySou druhu €ast vety (vpravo) a potiahnite ju k jej zaciatku na lavej strane. Na kontrolu vaSich odpovedi kliknite na tlacidlo "Check”

Check

Do not remove a motorcyclist's helmet unless it is essential to do so.

Do not use a mobile phone close attempting even simple repairs.

Do not let anybody else stand between your vehicle and the oncoming

vehicle

to a vehicle carrying flammable loads. ‘

Do not put yourself in danger by

Do not pull out if the following car ‘
‘ has already indicated that it is going to pass.

Obr. 2: Cvicenia z e-modulu — lekcie Vozidlo, Pravidld cestnej premdvky

Za ucelom vzbudenia zaujmu Studentov o preberanu tému pouzijeme v motivacnej
faze ucebnu stratégiu KWL, ktord je mozné pomocou dataprojektora vizudlne pod-
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porit obrazkami z e-modulu (pozri obr. 3). Studenti si vytvoria 3 stipce na vpi-
sovanie: do prvého vpisuju to, ¢o k téme uz vedia (Know), druhy stipec bude
obsahovat poznamky k tomu, ¢o sa o dopravnej nehode chct v anglickom jazyku
naucit (Want to know). Treti stipec vyplnia v zavere hodiny zhrnutim toho, ¢o sa
na hodine naucili (Learned).

Dopravna policia -- Nehoda -- Uvod

InStrukcie Kontrola Nehoda Pravidla Vozidlo Extra cviCenia Slovnik Kontakt

Dopravna nehoda — Accident

Nasledujica lekcia vam ponuka:

Uvod
1.ROzne samovzdeldvacie aktivity, ktoré zdokonaluji komunikativnu
Slovna zasoba kompetenciu v anglickom jazyku zameran( na rieSenie kazdodennych
situacii a aktualnych potrieb dopravnej policie potas plnenia sluzobnych
Frézy Cinnosti.
" 2. Slovensko — anglicky slovnik, s komplexnym a interaktivnym zoznamom
Citanie s porozumenim najfrekventovanejsej odbornej slovnej zasoby, napr. ,hladinu alkoholu —
alcohol level*, ,horiet — burn®, ,hrud — chest*, ,predchadzat — overtake*,
Cvicenia so zauzivanymi frazami, napr. ,Vodi¢ neodhadol vzdialenost. — The driver

misjudged the distance.”, ,Vodit sa zrazil s vozidiom v protismere. — The
driver drove into an oncoming vehicle.* z danej témy lekcie. Stcastou
slovnika je aj audionahravka anglickej slovnej zasoby a fraz.

3. Texty, napriklad ,An accident causing injuries”, ,Accident on the
motorway D 1", ,Rush Hour Accident” na precvi¢ovanie a zdokonalovanie
Eitania s porozumenim. Niektoré texty, ako napriklad ,Talking to a witness
to a traffic accident’, ,An incident on the motorway”, ,A totally written-off
car’ s spracované aj pomocou audionahravky, ¢im umoziujd
precvicenie a zdokonalenie sa v poflvani s porozumenim.

4. Rozne druhy cviceni na precvicenie a utvrdenie novej odbornej slovnej
zasoby a fraz. Kazdé cvitenie poskytuje spatnl vazbu vo forme kontroly
odpovedi.

Obr. 3: Lekcia Nehoda

Na prezentovanie relevantnej terminolégie v expozicnej faze pouzijeme odborny
text Talking to a Witness to Traffic Accident z e-modulu (pozri obr. 4). Pred samot-
nym Citanim textu pouZzijeme predikciu - Studenti si precitaji nadpis textu a fron-
talne formuluju svoje o¢akavania tykajice sa informécii, ktoré sa dozvedia z textu.
Nasleduje overenie porozumenia vyrazov z textu, ktoré ucitel’ vytipoval ako mozné
nezname pre Studentov, pricom vyrazy nebudu prekladané do slovenciny, ale bude
ich vyznam vysvetlovany po anglicky. Po precitani nasleduje overenie porozume-
nia textu prostrednictvom otazok od ucitela.

Vo fixaCnej a diagnostickej faze Studenti pracuji vo dvojiciach na cviceni pri texte,
v ktorom rozhoduju o pravdivosti a nepravdivosti viet na zaklade informacii z tex-
tu. V tejto Casti je tieZ priestor na nacvik poctvania s porozumenim z e-modulu
- nahravka textu An Incident on the Motorway. Po prvom vypocuti je realizovana
frontalna sumarizacia informacii, ktoré studenti z nahravky zachytili a po druhom
vypocuti Studenti vpiSu informacie z nahravky do tabulky RTA statement (pozri
obr. 5).
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Dopravna policia - Nehoda

CIiTANIE S POROZUMENIM - Kviz 2/5

Na zaklade informécii z textu rozhodnite, ¢i su vety pravdivé (True), alebo nepravdivé (False).

TALKING TO A WITNESS TO A TRAFFIC ACCIDENT

Police Officer: Good morning, sir. Please tell me exactly what happened.

Driver: This car was coming towards me on the wrong side of the road, then
suddenly swerved to the right and ended up in the field

Police Officer: Were there any other cars?

Driver: No, there weren't. That car was simply travelling on the wrong side of the
road. Maybe the driver wasn't concentrating and thought he was at home.

Police Officer: What happened next?

Driver: | stopped, ran into the field and helped the driver and his passenger out of
the vehicle. | don't think the woman is seriously injured

Police Officer: Were their seatbelts fastened?

Driver: Yes, they were. That was lucky. Mind you, | had some trouble getting them
out because the doors wouldn't open. The man was able to get out by himself. |
had smashed the window, and then the two of us managed to pull the woman out.
Police Officer: Let me take down your personal details... Thank you. Have a safe
journey.

Obr. 4: Citanie s porozumenim — lekcia Nehoda

Show questions one by one

1. The car was coming towards the witness on the wrong side of the road,
then suddenly swerved into the left-hand lane and ended up in the field

A LITrue
B2 |Faise

2. The driver was driving on the wrong side of the road

A2 | Fase
B. LITrue

3. The witness called 112 to help the driver and his passenger out of the

RTA STATEMENT

Time of accident: Description of
accident:

Where the accident Details of vehicles:
happened:
Injuries: Witness details:
Ambulance / tow Witness contact:
truck needed:

Obr. 5: Materidl na vyplnenie po vypocuti nahrdvky

Vo dvojiciach si Studenti porovnaju informdacie z tabulky. Nasledne Studenti indivi-
dualne alebo vo dvojiciach pracuji na cviceni k tejto nahravke (textu) z e-modulu,
pricom méZu v pripade potreby vyuzit vizudlnu podporu textu nahravky. Po vy-
plneni cvicenia Studenti ziskajui okamzitii spatnd vazbu v podobe percentudlne
vyjadrenej Uispesnosti.

Studenti dostanti moZnost’ precvicit' si terminolégiu v tistnej komunikacii v ramci
hrania roli (roleplay)RTA statement, ktora bude realizovana vo dvojiciach na za-
klade ucitelom rozdanych instrukcii k jednotlivym tloham. Po nastudovani svojich
roli (jeden Student hra rolu policajta a druhy Student je svedok dopravnej neho-
dy) Studenti rozohraji rozhovor, v rdmci ktorého policajt musi ziskat od svedka
nehody Co najviac informacii o tom, ¢o sa stalo.

V zavere hodiny $tudenti vyplnia treti stipec (Learned) z aktivity KWL zacatej
v motivacnej faze, kde vpiSu, o sa naucili pocas hodiny a porovnaju s druhym
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stlpcom (Want to learn) za ucelom zhrnutia a uvedomenia si ziskanych znalosti.
Hodina je ukonc¢ena po zadani tloh na samostatné stidium pre Studentov.

Zaver

Vytvorené e-moduly Anglicky jazyk pre dopravnii policiu a Anglicky jazyk pre poriad-
kovt policiu su vyuzitelné na samostatné Studium pouzivatelov alebo ako ucebny
materidl na vyucovani odborného cudzieho jazyka v rdmci vzdelavacich instit-
Ucii rezortu Ministerstva vnuitra SR v ramci celozivotného vzdelavania prislusni-
kov Policajného zboru. Praktickym prinosom e-modulov je pomerne jednoducha
a rychla distribucia, lahka dostupnost, redukcia nakladov na odborné jazykové
vzdelavanie a moznost ich vyuzitia aj mimo jazykovych ucebni a bez pritomnosti
lektora cudzieho jazyka. Z hladiska didaktického su tieto u¢ebné pomoécky nazor-
nym a prehladnym zdrojom autentického jazyka v redlnych policajnych situdcidch
a modelom spravnej vyslovnosti s moznostou ¢asovo neobmedzeného interaktiv-
neho precvicovania terminoldgie a nacviku cudzojazyc¢nych zrucnosti individual-
nym tempom edukantov s poskytnutou okamzitou spatnou viazbou umoznujicou
monitorovanie progresu uciacimi sa. Spatna vizba pre autorov od pouzivatelov
e-modulov ziskana prostrednictvom dotaznika bola vysoko pozitivna s mnohymi
in$pirativnymi ndpadmi do bududcnosti, napr. dopracovanie e-modulov pre rézne
pokrocilostné urovne, medzi ktorymi by sa pouzivatelia pohybovali ako v poci-
taCovej hre. Vyuzitie informacnych technolégii v tychto ucebnych pomockach je
vnimané ako moderny, origindlny a inovativny prvok v cudzojazy¢nom vzdela-
vani pre potreby policie, ktory prispieva, okrem iného, k rozvoju autonémnosti
uciaceho sa a inSpiruje ho pokracovat' v praci na zdokonalovani svojich znalosti
a zrucnosti v odbornom cudzom jazyku pre Specifické potreby policajnych sluzieb
a tiez vzbudzuje zaujem o dalSie samostatné ,badanie“ a objavovanie v odbornom
cudzom jazyku.
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PoZzadovany profil absolventa na trhu prace
imperativem pro kvalitni jazykové vzdélavani na
univerzitach

Stépénka Hronova, Oldrich Johannes Petr

Uvod

Autori textu, ktefi maji bohaté zkuSenosti s vyukou anglického a némeckého ja-
zyka v terciarni sfére, se rozhodli vénovat tento prispévek vysokoskolskému ja-
zykovému vzdélavani v souvislosti se situaci na trhu prace v Ceské republice,
vystuplim z nejnovéjsich studii tykajicich se pozadovanych dovednosti absolventa
univerzity a popisu budouciho zaméstnance s ohledem na nastupujici generaci Y.
V prvni kapitole se vénuji vymezeni teoretickych pojmt, jakymi jsou napriklad
pedagogika, andragogika a heutagogika ¢i jazyk obecny, odborny a profesni. Pro
dalsi sekci ptispévku byla pouZita data naptiklad z webu Ceského statistického
tifadu a studie firem PwC nebo EdulN. Ctenafi textu jsou také sezndmeni s pro-
jektem Narodniho dstavu pro vzdélavani a MSMT, ktery prostfednictvim vefejné
pristupného portalu ISA+ nabizi piehled nejfrekventovanéjSich pozadavki perso-
nalisti na absolventy vysokych Skol. Text se dale zaméruje na vyuku cizich jazy-
kl na univerzitach a deklaruje potfebu vyuziti nejen modernich metodologickych
trendli a technologii, ale také reflektuje pozadavky potencidlnich zaméstnavateld
na kvalitni jazykové znalosti a schopnosti komunikace v cizim, zejména anglickém
a némeckém jazyce.

1 Teoretické vymezeni
1.1 Terciarni jazykové vzdélavani

Vnimame-li vzdélavani jako jeden celek se vSemi jeho slozkami: formadlni, nefor-
malni a informalni, vyuka jazyka na terciarnim stupni patii prevazné k formalni-
mu pojeti, avsak univerzity nabizejici vefejnosti placené jazykové kurzy a Skoleni
mohou v tomto ohledu spadat soucasné i pod neformalni typ vzdélavani. Formalni
vysokoskolské jazykové vzdélavani se milize vyskytovat v riiznych variantach, nej-
Castéji se vSak jedna o nékolika semestralni navazujici kurz ukonceny zkouskou.

1.2 Pedagogika, andragogika a heutagogika

V souvislosti se vzdélavanim na akademické ptidé vcetné predméti lingvistickych
je stale vyuzivan termin vysokoskolska pedagogika. Vedle terminu pedagogika se
vyskytuje téZ termin andragogika oznacujici vzdélavani dospélych.
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Pedagogika i andragogika pomahaji navrhnout nejlepsi typy metod pro dané ci-
lové skupiny. Pokud ma byt andragogika efektivni, méla by byt dodrzena pravidla
a zadkony pedagogiky. Moderni andragogika klade diraz na aktivity hledajici reSeni
urcitého problému, spolupraci dospélych studentti, o¢ekava zpétnou vazbu a dvou-
smérnou komunikaci. Na lektora je pti andragogické koncepci vyuky pohliZzeno na
jakéhosi facilitatora - prosttrednika vyuky a zprosttedkovatele informaci.

Odborna verejnost dle teorie Hase a Kenyona vyuZziva téZ terminu heutagogika.
V tomto konceptu se student dostava do stfedu procesu uceni se cizimu jazy-
ku. Prebira odpovédnost za své vlastni uceni. Formy a metody se mohou ménit
s ohledem na mozZny vyvoj a zmény v preferencich uc¢ebnich stylli jednotlivce. Na
takovéto uceni je nahliZzeno jako na tzv. student-centric, kde je student ve stiedu
vyukového procesu a ne naopak jako na teacher-centric nebo curricula-centric, kde

vivs

by byl tim nejdtlezitéjSim pedagog nebo dané kurikulum. [Hase, Kenyon 2007].

1.3 Prezencni, kombinovana a distan¢ni vyuka

Jazykova vyuka na univerzitach probiha nejcastéji formou prezenc¢ni a kombinova-
nou. Pozitiva jazykové prezencni vyuky jsou zejména v moznosti pfimé interakce
s pedagogem a kolegy ve studijnim kruhu, prace ve dvojicich ¢i skupinach, pro-
cviceni dialogu ,tvari v tvar*, poslechu s okamZitou zpétnou vazbou nebo sdéleni
instrukeci ¢i oprava chyb. Kladné hodnoceni pedagogem s praktickymi radami pro
dalsi upevnéni probiranych lexikalnich jednotek a gramatickych struktur je také
nespornym pozitivem a motivaci. U kombinované formy studia, kterou studenti
absolvuji pfi zaméstnani ¢i podnikani, je vétsi diraz kladen na domaci ptipravu
vzhledem k omezenému poctu kontaktnich hodin s pedagogem.

Nékteré vysoké Skoly zacaly nabizet také vyuku distan¢ni, kde komunika¢nim na-
strojem mezi pedagogem a studentem je zejména vzdélavaci webové rozhrani
(urcity LMS/learning management system = systém rizeni studia). Existuje téz
moznost komunikace prostrednictvim mobilnich aplikaci a socidlnich siti. Autor-
ka Zlamalova uvadi, ze distancni vzdélavani je...,,multimedidlni forma Fizeného sa-
mostatného studia, které je koordinovdno vzdéldvaci instituci a v némz jsou vyucujici
resp. konzultanti (tutori) v priibéhu vzdéldvani trvale nebo prevdzné fyzicky oddéleni
od vzdéldvanych.... Aktudlni a efektivni technologickou podporou distancniho studia je
metoda e-learning.” [Zlamalova, 2008, s. 17].

Cast nabidky kombinovaného a témé¥ cely pirenos obsahu u distanéniho typu vyu-
ky je postaven pravé na vyuziti platformy e-learningu, jenZ umoZziuje asynchronni
vyuku a studium s podporou studijnich opor vytvofenych primarné pro tyto typy
vzdélavani véetné jazykového.
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1.4 Jazyk obecny, odborny a profesni

Pro bézné dorozuméni v cizim jazyce je potfeba do urcité miry ovladat vSechny
fecové dovednosti: tedy oblast psani, ¢teni s porozuménim, poslechu a promluvy.
Zdatnost v uzivani vySe uvedeného by student mél ziskat prostrednictvim vyuky
obecného ciziho jazyka (General English/ allgemeine Sprache Deutsch). Obecny ja-
zyk minimalné na mirné pokrocilé urovni by mél vytvorit zaklad vyuce jazyka pro
specifické ucely (ESP - English for Specific Purposes/ Sondersprache Deutsch),
ktery se da rozdélit na: profesni jazyk potfebny pro vykonavani urcitého zamést-
nani/ profese (Vocational English/ Berufssprache Deutsch) - naptiklad na nizsich
pozicich nebo i manudlné pracujicich a odborny cizi jazyk nutny pro vykon povo-
lani nejcastéji po absolvovani univerzity (Professional English/ Fachsprache Deut-
sch) - prikladem by mohl byt cizi jazyk pro pravniky, l1ékare, védce, atd. Objevuje
se i terminologicka nejednotnost - napriklad je vyuZzivan termin oborové profilova-
ny cizi jazyk, ktery miiZze stat na rozhrani termind profesni a odborny jazyk. ,Vyuka
oborové profilovaného jazyka se tykd predevsim dospélych a v dané odbornosti jiZ vice
¢i méné kompetentnich adresati, jejichZ motivace a ucebni zvyklosti $kolské vyucovdni
ciziho jazyka bézné nepodchycuje. Z tohoto pohledu se ukazuje jako diileZité zapojeni
metodiky vzdélavdni dospélych“ [Schroder, 1988, s. 110].

Je jisté zadouci, aby nejen forma vyuky odpovidala nejnovéjSim trendiim, ale také
aby profil absolventa reagoval na potieby trhu. Univerzity dale museji brat v ava-
hu soucasny demograficky vyvoj. Autori v dalsi ¢asti popisuji sva aktudlni zjisténi
tykajici se danych témat.

2 Situace na trhu prace a demograficky vyvoj

Podle udajii Ceského statistického tiadu byla v 1. étvrtleti roku 2016 dosaZena
nejvy$$i mira zaméstnanosti od vzniku samostatné Ceské republiky. Nizkou mi-
ru nezaméstnanosti podle CSU maji trvale vysokoskolaci (2,0 %) a stfedos$kolaci
s maturitou (3,0 %). Vysoka mira nezaméstnanosti naopak pretrvava ve skupiné
osob se zakladnim vzdélanim (22,2 %). Z dat CSU od roku 2004 je patrna rostouci
mira zaméstnanosti u obyvatel ve véku 15 a vice let.

Obecnym trendem v Ceské republice je také starnuti populace a snizujici se mira
porodnosti, které maji za nasledek Kklesajici pocet studentli (nejen) tercidrniho
vzdélavani. Kvili takovému demografickému vyvoji by mélo do péti let dojit k po-
klesu poctu absolventii VS piiblizné o jednu tfetinu.

Projekt Cesko v datech p¥inasi v ramci studie Vysoké skoly v Cesku informace o tom,
Ze stéle vice studentli po maturité pokracuje v dal$im vzdélavani: na vysoké skole
nebo vyssi odborné skole ¢i v intenzivnim jazykovém kurzu. Zatimco v roce 2001
Sli dale studovat po maturité tii absolventi z deseti, v roce 2015 jich bylo jiz 70 %.
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Nezameéstnanost vysokoskolsky vzdélanych lidi je pomérné nizka a na vysoké sko-
ly se hlasi stale vétsi procento maturantd, avsak ne vzdy po ukonceni studia vy-
sokoskolak zastava pozici odpovidajici jeho vzdélani. Zaroven je vsak také mozné
konstatovat, Ze tam, kde dfive stacila na danou pracovni pozici maturita, je nyni
poZadovano vysokosSkolské vzdélani.

Autori tohoto ¢lanku se snaZili z publikovanych studii zjistit a v dalsi kapitole
Ctenare seznamit s tim, jaka je generace nastupujici po ukonceni terciarniho vzde-
lavani do pracovniho procesu a jaké jsou pozZadavky firem na absolventy VS.

3 Pozadovany profil absolventa

Pri prijimani absolventti nehledi firmy pouze na vysokoskolsky diplom. Ten cas-
to byva jakymsi zakladnim ptredpokladem. Podniky zajima také prakticka stranka
véci - pripadna praxe, jazykova vybavenost, nadSeni pro dany obor (téz tzv. hire
for attitude), zkuSenosti ze zahrani¢i a dovednosti klicové pro konkrétni pracovni
zafazeni.

Dle informaéniho portalu, ktery byl ptipraven v souc¢innosti MSMT a Narodniho
tistavu pro vzdélavani (NUV) ,z rozhovorti s pracovniky persondlnich agentur vyply-
vd, Ze to, které vlastnosti, schopnosti a dovednosti jsou nejvice Zddané, zdvisi predevsim
na konkrétni pracovni pozici.* Primarné poZadované jsou organiza¢ni a komunikad-
ni dovednosti, obratnost v FeSeni problémi a v praci se zdkazniky. Zaméstnavatelé
téZ vyZzaduji schopnost prace na pocitaci a ovladani MS Office. NiZe jsou uvedeny
nékteré predni studie a dale shrnuti pozadovanych kompetenci absolventl Ces-
kych univerzit podle naborovych agentur dle projektu NUV a MSMT. Tento text
je primarné zaméien na Ceskou republiku, globalni data tykajici se poZadavki
na profil absolventd, zmén zahrnujicich digitalni transformaci na univerzitach ne-
bo potieb specifickych dovednosti je napriklad mozné ziskat zakoupenim studii
vypracovanych agenturou International Data Corporation, pfedniho poskytovatele
dat z oblasti IT, telekomunikaci a technologii pro spottebitelské trhy.

3.1 Studie spolec¢nosti EduIN

Spolec¢nost EdulN, ktera se zabyva problematikou vzdélavani, byla odbornym ga-
rantem projektu s nazvem Diplom nestaci, ktery vznikl na podzim 2015 na objed-
navku J&T Banky. Tento prizkum provedla agentura Perfect Crowd. EdulN ve vy-
stupech ze studie naptiklad uvadi, Ze personalisté ¢asto uprednostiiuji absolventy
se zahrani¢ni zkuSenosti (pracovni 70 % nebo studijni 63 %). Bylo dotdzano 115
tispésnych osobnosti a prednich personalistii v Ceské republice na rady pro absol-
venty. Tipy od zminénych odbornikd byly v mnohém odlisné, avSak shodovaly se
v tom, Ze pro uspésnou Kkariéru je klicova znalost jazyku.

1 http://www.infoabsolvent.cz/Temata/ClanekAbsolventi/4-2-06
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3.2 Studie PwC

V roce 2013 firma PwC, University of Southern California a London Business Scho-
ol prinesly vysledky rozsahlé dvouleté celosvétové generacni studie, kterd méla
zjistit, jaky je novodoby absolvent z generace Y tzv. ,millennials“ Studie publiko-
vana pod nazvem PwC’s NextGen: A global generational study zjistila, Ze tito absol-
venti napriklad predpokladaji, Ze budou ve firmach pracovat se stejné kvalitnimi
technologiemi, které pouzivaji v osobnim zZivoté, ocekavaji flexibilni pracovni pro-
stfedi a pokrocilé nastroje pro praci v tymu. Predpoklada se také, Ze v budoucnu
bude spiSe fungovat jakysi typ ,zakdzkové ekonomiky*, kdy je mozné pocitat s na-
jimdnim zaméstnancti na urcité ikoly a projekty. Je tedy nutné vybudovat si na
trhu vlastni znacku a umét dobfe komunikovat v rodném i cizim jazyce, aby byl
jednotlivec schopen vstupovat do rtiznych projekta.

3.3 Projekt VIP Kariéra II - portal ISA+

Narodni projekt VIP Kariéra II probihal v letech 2010-15 a byl spolufinancovan
Evropskymi strukturalnimi fondy (ESF) a statnim rozpoc¢tem CR. Jeho Fesitelem
byl Narodni tstav pro vzdélavani a partnerem bylo té%Z MSMT. Jednim z vystupi
je webovy informacni systém ISA+ s nazvem Infoabsolvent, ze kterého je za ticelem
tohoto textu vybrano pét nejcastéji se vyskytujicich pozadavki budoucich zamést-
navatelll (viz niZe) na absolventy $koly podle personalnich agentur. Hned prvni
uvadény bod preferenci zaméstnavateld se tyka cizich jazyk:

¢ zbéhlost v cizich jazycich - patii mezi nejzadanéjsi kompetence;

¢ komunikacni schopnosti - vyjadfovaci schopnosti, schopnost obhajit stanovis-
ko;
¢ adaptabilita a flexibilita;

zbéhlost v pouzivani vypocetni techniky;
e ochota ucit se - otevirenost novym poznatkiim, ochota zdokonalovat se.

4 Nejzadanéjsi zaméstnavatelé pro studenty VS

Svédska spole¢nost Universum provedla v ramci studie Czech Republic’s Most At-
tractive Employers 2015 - Trends and Rankings prizkum u vice nez 13 000 stu-
dentl Ceskych vysokych Skol se zamérenim na jejich preference tykajici se firmy,
do které by chtéli po ukonceni studia nastoupit. Studie prinesla zajimavé vysled-
ky. Naptiklad zjistila, Ze CeSti studenti pri vybéru zaméstnavatele uprednostnuji
stabilitu a jistotu zaméstnani. Dal$im kritériem je také pomér Casu straveného
v praci a v soukromi (tzv. work-life balance). NiZe uvedena tabulka nabizi pfehled
10 nejvyhledavanéjsich zameéstnavatelG budoucich absolventi vysokych skol dle
studijnich obord. V preferencich studentii se vyskytuje mnoho firem zahranicnich,
je zde tedy nutny predpoklad komunikace s managementem v cizim jazyce.
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Tab. 1: TOP 10 zaméstnavatelé pro vysokoskoldky dle obort
Zdroj: vlastni zpracovdni dle studie spolecnosti Universum

Obor studia Nejpopularnéjsi zaméstnavatelé dle obord studia na VS — TOP 10:

Technické obory | Skoda Auto, CEZ, Metrostav, Google, Siemens, Skanska, Skoda Transportation,
Honeywell, Vzdélavaci a vyzkumné instituce, Robert Bosh.

IT obory Google, Microsoft, IBM, Seznam.cz, Oracle, Red Hat, Samsung, Dell, Cisco Systems, Eset
Software.

Ptirodni védy Vzdélavaci a vyzkumné instituce, Nemocnic¢ni a Ié¢ebna zafizeni, Zentiva, Google, Nestlé,
CEZ, Plzerisky prazdroj, Kofola, Agrofert holding, Cesky aeroholding.

Prava Statni sprava, Mezindrodni politické instituce, Ozbrojené, zachranné a bezpecnostni
slozky, Allen&Overy, Bro7&Sokol&Novak, CEZ, Havel, Holasek&Partners, Neziskové
a nevladni organizace, Vzdélavaci a vyzkumné instituce, Skoda Auto.

5 Jazykové vzdélavani na univerzitach

Jazykové vzdélavani na univerzitidch nejen v Ceské republice proslo za poslednich
nékolik let velkymi zménami jednak s ohledem na instruktazni metody, elektro-
nizaci materiald i studijnich opor, obménu kurikula, interni opatfeni v ramci jed-
notlivych univerzit tykajici se urcité optimalizace procest a téZ v zajmu ze strany
studentd o jednotlivé formy vzdélavani.

Praxe na Cetnych univerzitach ukazuje, Ze vyuka, vcéetné vyuky jazykové, jiZz v pre-
vazujici mife neprobiha jako diive. Nékteré univerzity, jako napriklad Vysoka sko-
la finan¢ni a spravni, a. s., pristoupily v poslednich letech ke zméné vyuky cizich
jazykl u nékterych oborti kombinované formy studia. Jazykova vyuka neprobiha
jako drive tzv. in-class. Nové maji studenti k dispozici celou $kalu studijnich opor
vCetné e-learningu a moZnosti elektronické konzultace s pedagogem. U tohoto
zplsobu jazykové vyuky se také ve stale vétsi mire predpoklada, Ze studenti, kteri
jiz pracuji, maji moznost komunikovat ve svém zameéstnani v cizim jazyce a mohou
tak aktivné své znalosti vyuzivat.

Dle vysSe uvedenych studii jsou pozadavky trhu prace imperativem pro kvalitni
jazykovou vyuku na univerzitach, nebot praxe vyzaduje absolventa VS ptiprave-
ného komunikovat nejen na drovni obecného jazyka, ale zejména takového, jenz
se dokaze dorozumét cizim jazykem i ve svém oboru. Apel na excelentné odborné
jazykové vybavené VS absolventy piednesl i J. Appleton, vykonny Feditel asociace
ABSL, ktery uvedl: "Vice neZ 70 % nasich zaméstnancti je vysokoskolsky vzdélanych,
polovina z nich v oboru IT ... podminky, které se v§em témto pracovnikiim nabizeji, jsou
velmi zajimavé nejen pro absolventy skol, ale i pro pracovniky s praxi. VSichni oviem
musi velmi dobre ovlddat cizi jazyky.” [Zajic, 2016].

Pozadavky pracovniho trhu se odrazeji v potiebé casté aktualizace vyukovych ob-
sahl a nabizenych studijnich materialG vcetné jejich novodobych forem zahrnuji-
cich jejich elektronizaci a e-learning. Jednim z akcentli procesu vyuky ciziho jazyka
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je tedy ,klasicka“ potieba osvojeni komunikacnich prostiedki v cizim jazyce, ktera
miiZze probihat za pomoci celé skaly ucebnich pomitcek pripravenych renomova-
nymi nakladateli i pedagogy samotnymi. Druhym imperativem je aktualizace od-
borného obsahu flexibilné prizpGsobenému poZadavkim daného oboru, ve které
vSak klicovou roli hraje sam vysokosSkolsky pedagog jazyka.

Vzhledem k tomu, Ze reakce nakladatelii jazykovych ucebnic na inovace a pri-
lomové technologie nemiize byt tak pruznd, jako jsou moznosti jednotlivce vyu-
zZivajicitho nejmodernéjsi prostiedky k ziskavani informaci, je velmi zodpovédnou
roli vysokos$kolskych pedagogickych pracovniki a lektori jazyka prinaSet studen-
vlastnich pripravenych interaktivnich prezentaci a multimédii véetné virtualniho
,prizvani“ prednich expertli a zarazeni videi do vyuky v ramci platforem, jakymi
jsou napiiklad TED, Youtube a jiné.

S rostoucimi pozadavky trhu prace na vysokoskolské absolventy schopné komu-
nikovat v cizim jazyce, se vzristajici potfebou globalizovaného trhu a také s na-
vysujici se poptavkou po studiu v CR ze strany zahrani¢nich studentt, se zvysila
potiteba takovych jazykovych univerzitnich center, kterd by zajistovala komplexni
podporu vyuky jazykl. Kromé tradi¢ni vyuky cizich jazyki se jedna také o nabidku
raznych druhi jazykovych opor zaméfenych na jednotlivé obory. Stale vétsi po-
pularitu si ziskava téz vyuka odbornych predmétl v cizim jazyce. Nové je k tomu
vyuZzivana napiiklad i metoda CLIL (Content Language Integrated Learning), kdy
si studenti osvojuji znalosti ve dvou predmétech soucasné.

6 Priklady dobré praxe

Zavadéni odborného jazyka provadéji nékteré univerzity za pomoci financovani
z grantl a projektll a to napfi¢ stupni a nabizenymi typy studijnich programf.
Dal$i moznosti je interni reorganizace kurikula v ramci jednotlivych jazykovych

pracovist.

Fakulta elektrotechniky a informatiky Univerzity Pardubice napriklad ve spolupra-
ci s MSMT a ESF v ptechozich letech realizovala projekt STUDY tykajici se zvy-
Sovani jazykovych kompetenci Fakulty elektrotechniky a informatiky a zavedeni
studijnich opor anglického jazyka do vyuky.

Dal$im prikladem mtze byt projekt Impact, jehoz hlavnim realizatorem bylo Cen-
trum jazykového vzdélavani Masarykovy univerzity v Brné. Cilem tohoto projektu,
ktery byl realizovan v letech 2012-2015, byla proména kvality vyuky odborného
ciziho jazyka v terciarni sféte v CR. Dal$imi partnery v tomto projektu byly pfedni
Ceské univerzity a jejich vzdélavaci centra jako Katedra cizich jazykli Ekonomické
fakulty Technické univerzity v Liberci, Ustav jazyk® Lékaiské fakulty Univerzity
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Karlovy v Hradci Kralové a Ceska a slovenska asociace ucitelfi jazykovych center
na vysokych skolach.

Elektronické studijni opory a interaktivni odbornou slovni zasobu nejen pro stu-
denty dalkového studia nabizi také K] VSFS. Interni informaéni systém v ramci
jednotlivych stupnti vyuky anglického jazyka naptiklad pro obor Marketingova ko-
munikace nabizi Sirokou $kalu elektronickych materialli od slovni zasoby a odkazl
na praveé probirané gramatické sekce z kurzové ucebnice, pres vytah z doporucené
studijni literatury a klicovou frazeologii az po odbornou interaktivni slovni zasobu
nebo ukoly a odkazy na tematicky odpovidajici videa. Pro zdjemce o némecky
jazyk existuje téZ celd fada moZnosti jako je prace s odbornou literaturou a cizo-
jazy¢nym tiskem (Markt nebo WirtschaftsJournal), k dispozici je téZ on-line ¢esko-
-anglicko-némecky marketingovy slovnik vytvoreny pedagogy Katedry jazyku. Stu-
denti tak maji zajistén kontakt s odbornou terminologii, ktera je ve studovaném
oboru praveé aktualni.

Z prestiznich zahrani¢nich univerzit je mozné zminit naptiklad University of
Cambridge, ktera na webu svého jazykového centra hovoii o tom, Ze soucasné
s uspokojenim potieb svych univerzitnich studentl po cizojazy¢ném vzdélavani je
treba drzet krok s technologickym vyvojem. V tom univerzité napomaha napriklad
financovani z Higher Education Funding Council for England, Newton Trust, spo-
luprace s BBC, dalsSimi médii a technologickymi spolecnostmi, ale také ostatnimi
vysokymi Skolami ve Velké Britanii i zahranici. Tato prestizni univerzita nabizi na
svém portalu on-line materidly pro vyuku ciziho jazyka v obecné nebo odborné
roviné pro své studenty na zakladé licence Creative Commons. Zarovein nabizi
vyuku jazyki na platformé Moodle.

Z némeckych univerzit miiZzeme jmenovat napriklad Freie Universitit Berlin nebo
Universitidt Augsburg, jejichz jazykova centra nabizeji srovnatelné jazykové vzdé-
lavani jak pro studenty z Némecka, tak pro zahrani¢ni studujici. Studenti téchto
univerzit si mohou ke svému oboru zvolit jesté vyuku odborného (profesniho)
jazyka dle oboru, ktery studuji. Na vybér maji moZnost navstévovat vyuku in-class
a nebo vyuzit velkého mnozstvi multimedialnich vyukovych opor, véetné mozZnosti
si priibézné ovérit své jazykové znalosti prostfednictvim on-line cviceni a testd.

Zavér

Jazykové vzdélavani v terciarni sféie proSlo za posledni dobu zna¢nymi zménami.
Pozadavky na kvalitu a obsah vyuky ciziho jazyka na VS jsou dany i procesem
vyvoje na trhu prace. Univerzitni kurikula by méla byt v rukou odbornikd, ktefi
sleduji, fundované hodnoti a reaguji na aktudlni vyvoj a zaroven jsou schopni
zajistit podminky kvalitniho pedagogického piisobeni i komfortu studia, které by
nemélo podléhat tlaku ekonomickych opatfeni univerzit.
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Nejnovéjsi prizkumy a studie poukazuji na vyrazny posun v poptavaném profilu
absolventa, kde komunikacni dovednosti a znalost ciziho jazyka je povaZovana
minimalné z evropského pohledu za standardni. Trendem posledni doby je znalost
odbornosti v cizich jazycich, ktera zvysuje také konkurenceschopnost absolventi
univerzit na globalnim trhu. V tomto lze spattovat hlavni kol jazykového vzdélani
na univerzitdch. Snaha propojovat teorii s praxi pti zavadéni novych technologif
do instruktaznich metod je stéZejnim tkolem i do budoucich let.
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Priprava studentii na ustni projev zkousky podle
STANAG 6001 z ruského jazyka

Galyna Karnatova

Uvod

V ¢lanku se zabyvame problematikou pripravy studentti Univerzity obrany a ucast-
nikd jazykovych kurzi rezortni vyuky na ustni Cast jazykové zkousky podle
STANAG 6001 (Standardization Agreement) v ruském jazyce. K6d SLP oznacuje
standardizovany jazykovy profil (Standardized Language Profile) pro zpusobilost
v jednotlivych jazykovych dovednostech. Vychazime ze specifiky ucebniho mate-
rialu, ktery byl na CJV UO vytvoren pro piipravu posluchaci jazykovych kurzi
MO a vojenskych studenti Fakulty vojenského leadershipu a Fakulty vojenskych
technologii Univerzity obrany. Vysledek pojeti tématu odrazi pohled vyucujiciho
ruského jazyka.

Poznamenejme, Ze vyuka ruského jazyka v Centru jazykového vzdélavani, sméruje
k dosaZeni jazykové trovné SLP 1111 a Urovné SLP 2222, které se nejvice blizi
urovni A2 a B2 podle SERR.

1 Struktura ustniho projevu
Ustni projev u tirovné SLP 1111 a SLP 2222 se sklad4 ze tf ¢asti:

¢ Introduction (ivod)
Predstaveni vlastni osoby a sdéleni zakladnich osobnich udajt. Jedna se o mo-
nologicky projev. Jeho soucasti je i prokazani schopnosti odpovédét na dopl-
nujici otazky zkousejiciho.

* Role-play (modelova situace)
Sehrani situacni role podle zadaného scénare.

¢ Information gathering task (IGT)
Zkouseny prokazuje schopnost ziskat informace formou kladeni otazek. Na-
sleduje prokazani schopnosti predat ziskané informace treti osobé. Uvedeny
model dstni ¢asti zkousky je zaloZen na principech jazykové ¢innosti, kterd ma
zakladni Fecové dovednosti: recepce (porozuméni poloZenym otazkam), pro-
dukce (vytvareni vlastnich textd) a interakce (rozhovor).
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PoZadavky na ustni projev

Pri vybéru obsahu pro vyukovy material vychazime z pozadavkid na vzdélavani
v cizich jazycich formulované v tzv. deskriptorech, ve kterych jsou popsané rtzné
urovné ovladani ciziho jazyka.

Podle deskriptorti kandidat na drovni SLP 1111 je schopen:

pouzit zakladni zdvortilostni fraze
podat informaci, pozadat o informaci, podat vycet
vyjadrit souhlas, spokojenost a nespokojenost

vyjadrit zakladni potfeby (pozadat o zbozi, sluzby a pomoc, domluvit si
schiizku, objednat si jidlo, zajistit ubytovani a dopravu, koupit zbozi apod.)

pozadat o zopakovani a vysvétleni.

Pozadavky na slovni zdsobu a tematické okruhy v cilovém jazyce na trovni SLP
1111:

zadkladni zdvotilostni fraze

zakladni osobni tidaje — domov, rodina, piatelé

zakladni daje o zaméstnani - pracovni napln, pracovisté
bydleni - diim, byt

volny Cas - sport, zajmy a zaliby

jidlo, restaurace - objednavky, zvyklosti

cestovani - dovolend, prazdniny, dopravni prostredky

sluzby - ziskavani informaci, vytizovani telefonat(; ubytovani, nakupy, restau-
race

pocasi, denni cas, ro¢ni obdobi
spolec¢nost - pozvanky, rezervace, omluvy
zdravi - navstéva lékare, nemocnic, 1ékarny.

Kandidat na trovni SLP 2222 je schopen:

popsat osoby, mista a véci

vypravét v minulém, pfitomném a budoucim case
uvadét fakta

vyjadrit pocity

podat vysvétleni, instrukce a pokyny

vyjadrit nazor

podat stiznost, vyjadrit vdék
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¢ poradit, navrhnout, doporucit
e usporadat véty do ucelené pasaze v délce odstavce.

PoZadavky na slovni zasobu a tematické okruhy v cilovém jazyce na drovni SLP
2222:

¢ osobni udaje, rodina - prezentace zakladnich osobnich udaji (vcéetné dosaze-
ného vzdélani), jazykovych znalosti, informaci o rodinnych ptislusnicich apod.

e zaméstnani, pracovi$té - pracovni zarazeni, specializace, povinnosti, kariéra,
kolegové, Skoleni, tréninkové programy apod.

¢ bydleni - popis domu, bytu, pokoje; vyjadieni spokojenosti, predstav, prani ve
vztahu k bydleni, zajisténi ubytovani a sluzby s tim spojené

e doprava a cestovani - dopravni prostredky, vyrizovani oficidlnich zaleZzitosti,
vyzadani pomoci, ziskani zakladnich informaci o dopravnim spojenfi a sluzbach
pri cestovani, turistika apod.

e ndkupy - odévy, darky; vyjadreni prani, reklamace; vytizovani zaleZitosti
v bance, sménarné, placeni apod.

e volny cas, zdbava - konicky, dovolend, zvyky, tradice, preference

 zivotni prostredi - pocasi, Zivot ve mésté a na venkové, orientace ve mésté

e zdravi a nemoci - navstéva u lékare, 1ékarna apod.

e jidlo, restaurace - objednavky

¢ spolecnost - policie, zadost o praci, uredni nafizeni, arady a jejich zaméstnanci

* média - noviny, ¢asopisy, televize, rozhlas

 zakladni vojenska terminologie s prihlédnutim k vojenské odbornosti kandi-
data - zaklady vojenské zdvorilosti, hodnosti a funkce, organizace a struktura
armady, nazvy druhd vojsk, vyzbroj a vystroj.

3 Metodicky postup pri vyuce mluveni

V soucasné dobé existuje cela fada vyucovacich metod. Pti pripravé student na
Ustni projev bychom se méli snazit o dodrzovani komunikativniho charakteru vy-
uky se zietelem na vékposluchacl jazykovych kurziit MO a studentt UO, pro které
je charakteristicka zvySena komunikativnost, schopnost vyjadrit své vlastni posto-
je a nazory, uvazovat, dovednost se soustredit, aktivni hledani zptsobt uklada-
ni informaci, reprodukce textli je uskutecniovana ne memorovanim a preménou
vychoziho textu. Znamena to, predevsim, dodrzovani zasady uvédomélosti pii se-
znamovani studentti s novymi jazykovymi jevy, tj. uplatnéni kognitivniho principu,
ktery spociva v tom, Ze student musi novému jevu rozumét, pochopit jeho funkci
a teprve pak si jej mlze v Fe¢ové praxi osvojit.
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Komunikativni metoda klade velky diraz na praktickou vyuzitelnost znalosti a do-
vednosti v autentické komunikaci. V pripadé vysoce flexivni rustiny student se
neobejde bez znalosti gramatickych pravidel. Neznalost gramatického minima zne-
mozni studentovi produkci a apercepci. Cilem jazykové pripravy na zkousku je
uplatnéni gramatického minima pro urcitou jazykovou uroveint v komunikacnich
situacich, ve kterych se student na drovni SLP 1111 a SLP 2222 ocitne a v nichz
potfebuje dosdhnout urcitého komunikacniho cile.

V pocatecni fazi vyuky prevlada induktivni postup. To je cesta od postupného, sys-
tematického osvojovani Fe¢ovych projevi riiznych drovni a jejich nasledné kombi-
nace, spojovani. Zakladem tohoto piistupu je predstava, Ze postupné a po c¢astech
probiha osvojovani systému jazyka. Ovladani komponentli monologické a dialogic-
ké teci ve vysledku vede ke schopnosti samostatné se podilet na verbalni komu-
nikaci, vytvaret souvislé vyjadrovani.

Uroveii SLP 1111 a SLP 2222 podle normy NATO 6001 je cilovou tirovni studenta.
Cesty a pocty hodin studia nutné pro dosaZeni téchto Grovni mohou byt rizné.

4 Vyuka vyslovnosti

Vyslovnost je klicovou dovednosti, na kterou by se mél zamérit vyucujici pii vyuce
jazyka hned od pocatku. Ucebnice obsahuje uvodni kurz vyslovnosti (student se
hned na pocatku souborné seznami se zakladnimi vyslovnostnimi pravidly). Na-
cvik vyslovnosti je soucasti kazdé lekce. Vyslovnost také nacvicujeme prostied-
nictvim aktivit, které primarné na vyslovnost zaméfeny nejsou (osvojeni slovni
zasoby, vyuka gramatiky, procvicovani gramatickych jevu apod.). Doporucené ak-
tivity pti vyuce vyslovnosti: napodobovani a opakovani vyslovnosti, ider rukou na
prizvucnou slabiku, samostatné vyslovnostni cviCeni, hlasité cteni se zaméirenim
na vyslovnost, u¢eni se jednoduchym dialoglim a frazim nazpamét. Pri nacviku
vyslovnosti je nezbytné studenta opravovat.

Ptiklad konkrétni aktivity pro vyuku vyslovnosti slovniho pfizvuku:
Studenti nejprve poslouchaji vyslovnost prizvucnych slabik v rustiné a poté opakuji.

mA: mom, gom, Hawi, ux, Ms14, vyac, 6.4uH, Kom, wym, cad, dbiM, mbla

mA - ma: mdma, M60a, wkéaa, 1émo, Gcenv, puli6a, ytigpa

ma - mA: cemvs, cend, ca108dps, My3€l, 800d, cmydéHm

mA - ma - ma: 5i6.10k0, kKéMHama, avicmaska, ddpozo, 6uepeds, nimuuya
ma - mA - ma: yutimes, npogpéccop, dopéza, npozpdmma, pa6éma

ma - ma - mA: mMoi0k6, mazasiin, uen06éx, Xopowd, paszo8op

Rustina je mnohem melodic¢téjsi a zpévnéjsi neZ Cestina. Intonace véty neslouZi jen
k tomu, abychom v béZném hovoru dokazali rozlisit, zda se jedna o vétu oznamo-
vaci, tazaci nebo rozkazovaci. V rustiné se pomoci intonace rozlisuji rizné druhy
otazek. Spravna intonace poukazuje na nezakoncenou myslenku, pomoci intonace
a melodie se vyjadiuji emoce. Studenti nejprve poslouchaji vyslovnost prizvuc¢nych
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slabik v rustiné a poté opakuji nebo odpovidaji na otazky. V ruské tazaci vété je
kladen diiraz na tazaci nebo nejdilezitéjsi slovo (na co se ptame).

Priklad procvicovani intonace otazek bez tazaciho slova:
Studenti nejprve poslouchaji a poté opakuji.

- Y Heé ecmv cecmpd? — /Jla, cecmpd. / Hem, 6pdm.
- Y Heé ecmb cecmpd? — [fla, ecmo. / Hem.

- Y Heé ecmb cecmpd? — /la, y Heé. / Hem, y He2d.

- Y me6si cmdpwuii 6pdm? — Hem, madowuii.

- Y Hux ecmb cobdka? — [la, y Hux. / Hem, y Heé.

- Y Hux ecmb cobdka? — /la, ecmw. / Hem.

- Y Hux ecmb co6dka? — [la, cob6dka. / Hem, kwka.

5 Gramaticka a lexikalni rovina

Rustina je jazyk s bohaté rozvinutou flexi (sklofiovani a ¢asovani). V roviné aper-
cepce student ma byt schopen rozumét komunikaéni situaci a v roviné produkce
si ma osvojit gramatické a syntaktické struktury odpovidajici konkrétni jazykové
urovni. Na pocatec¢ni etapé vyuky ruského jazyka mizZeme pozorovat rychlé po-
kroky ve studiu jak v oblasti lexikalni, tak syntaktické (stavba ruské véty je témér
shodna se stavbou ceské véty) a to diky pozitivnimu transferu. V oblasti morfolo-
gie se vyrazné projevuje negativni transfer. Nejvyraznéji se interference projevuje
pri tvorbé samostatnych projevi. Student se musi oprostit od materského jazyka,
ktery zde vyrazné plisobi negativnim vlivem. To je kol nesnadny, obzvlasté u ne-
ptipravenych projevil. Ustni komunikace predpoklad4 automatizované pouZivani
jazykovych prostfedkli. Pokud tomu tak neni, projev vznikd pomalu a pfi jeho
tvorbé se uplatniuje vnitini prekladani. Vysledkem tohoto procesu neziidka byva
»Ceska rustina“. Vytvareni jazykovych automatismi je dlouhodoby proces. Jedna se
o ustanovovani spravného pouzivani jazykovych prostiedk.

Kazda lekce obsahuje slovni zasobu s ceskym ekvivalentem a jeji rozsah vychazi
z pozadavkid na slovni zasobu a tematické okruhy v cilovém jazyce na trovni SLP
1111 a SLP 2222 podle normy NATO 6001. Osvojovani nové slovni zasoby zacina
prezentaci nového jevu. Poté nasleduji cvi¢eni na upeviiovani a opakovani nové
pouZitého lexikdlntho materialu.

6 Jazykové funkce

Diky vhodnému vyuziti jazykovych prostfedkii za tcelem dosaZeni konkrétnich
fecovych cili v ramci urcité komunikacni situace je student schopen rozpoznat
zamér slovniho vystoupeni partnera a soucasné formulovat vlastni projev, aby
dosahl svého zamysleného komunikacniho cile. Na tirovni SLP 1111 student do-
kaze vést jednoduchy rozhovor tvari v tvar, je schopen pozadat o pomoc, sluzby,
vyjadrit souhlas, objednat si jidlo, zajistit ubytovani a dopravu. Na tUrovni SLP
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2222 dokaze se dorozumét v béznych spolecenskych a pracovnich zaleZitostech,
dokaze vylozit fakta, umi srovnavat, je schopen davat véci do protikladli, umi jasné
formulovat instrukce a pokyny, umi klast otazky a je schopen na takové otazky
odpovidat, je schopen vést rozhovor s rodilym mluv¢im, ktery nenf zvykly jednat
s cizinci a to za predpokladu, Ze se rodily mluvci prizplsobi dané jazykové urovni.

Jednotlivé varianty pro realizaci jazykové funkce nacvi¢ujeme v rdmci konkrétni
komunikacni situace. Zamérujeme se vzdy na jednu urcitou komunikac¢ni situaci.

Jeden z moznych postupt vyuky jazykovych funkci:

studentovi prezentujeme konkrétni komunikacni situaci, ktera bude vyzadovat
vyuziti odpovidajicich jazykovych funkci,

cvi¢eni zaméfena na automatizaci jazykovych struktur i na automatizaci mlu-
vené realizace jazykovych funkci, nacvik v ramci mluveni, reprodukce mikro-
dialogti, v dialozich doplnovani replik do prazdnych mezer.

Priklad konkrétni aktivity nacviku jazykovych funkci:

CviCeni zaméfenda na automatizaci jazykovych struktur (blahopfani):

1. [oszdpdeumv (ko2d6?) (mdma, ndna, Opye, nodpyea, cocéd, cocédka, koanéza, 0ésyuika, ndpeHb,
npenodasdme.s)

2. Ilo3dpdsums (c yem?) (denb poxcdénus, Poxcdecmad, Jenb Anzena, Kpecmuinbl, Hosvlll 200, ceddvba,
106u1€l, 30.10mds c8ddvba, 3aulima dunadéma, ycnéwHas codua sk3dmeHos, népgaas sapnadma, Ha4d10
83p0cA0U HCU3HU, poscOéHUe pebEHKa)

3. Hoscendms (4e2d?) (kpénkoe 30opdabe, 110608b, ycnéxu 8 yuébe, xopouiee Hacmpoétue, ddazue 200bl
HCU3HU, cHacmaliedst ceMéEUHas HU3Hb, AUYHoe cudcmoe, pddocmy, yodua, cuacmaleds HusHs)

Poslech a reprodukce mikrodialogi:

M. - flopoeaiie Cep2éii u Kams!

H. - I[lozdpasssiem eac c [[Hém c8d0b6b1!

A. - XKeadem eam 110661 u cudcmusi, 066pd u 6.1azonoay4us, 0642ux sem cemétHoll xctisHu! Cogém eam da
N110608b!

1. Bel npuwat Ha ceddvby dpyséil. [losdpdebme M0100b1x u noxceadiime um ecezé cdmozo Xopowezo
(cudcmbs, A10681, 83auMonoHuUMdHuUs1, pddocmu...).

2. Y edwux podimeeli cepébpsHas ceddvba. [lo3dpdebme ux u noxcendiime um ecez6 Hauayvuezo (Kpé-
nko20 300p068bsl, 00.12UX 1em HCU3HU...).

7 Mluveni
Metodicky postup pfi nacviku mluveni prochazi nékolika etapami:

e Prvni etapa - pripravna cviceni.
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Nejprve je tfeba vzit v Givahu, Ze Gstnimu vyjadfeni v cizim jazyce predchazi
dva tkoly - formulace myslenek (obsahova stranka sdéleni) a ovladani jazyko-
vych prostredkl (formalni stranka sdéleni). Rozvoj plynulého dstniho projevu se
tedy nejdrive procvicuje formou ftizeného rozhovoru (kratké, jednoduché vétné
celky). Teprve po zautomatizovani vétnych konstrukci postupuje student k pro-
dukci vlastnich, souvislejSich myslenek. Pripravna cviceni zahrnuji foneticky na-
cvik, procvicovani gramatiky a osvojovani slovni zasoby. Na této etapé pouZzivame
metodu drilu - jazykova prlpravna cvic¢eni orientovana na presnou produkci gra-
matickych struktur. Pouzivime otazky oteviené, které umozni studentim volné
odpovidat a také provokuji k aktivité, probouzeji zajem.

Ptiklad konkrétni aktivity nacviku formulace myslenek:
Studenti vytvdri véty podle vzoru.

Vzor: [lagdil notidém Ha cmadudH. — £ 6bl ¢ ydosoabcmaueM, Ho Ce200Hs s 3aHsIM.
1. lasdii npogedém émnyck 8 20pdx.

2. [lasdii ce200Hs no6ézaem 8 ndpke.

3. flasdil nocmémpum eéuepom cnopmugHyto nepedduyy.

¢ Druhd etapa - nacvik monologu a dialogu.

Realizace tstniho projevu zahrnuje vytvoreni sdéleni, predani a interakci nejméné
dvou jedinct. Ustni projev muze byt realizovan formou dialogu nebo monologu.
Monolog umoziiuje mluvéimu hovotit podle urcitého planu, zatimco v dialogu je
obsah rozhovoru zavisly na odpovédi posluchace. Pfi nacviku monologu si student
osvojuje rizné jazykové modely v riiznych situacich a uci se postupovat ve svém
projevu podle logického planu od zndmého k novému jadru sdéleni. Vyuku mono-
logické teci na zacatecnické tirovni zacind jednoduchym popisem (pokoje, clovéka,
mésta).
Pti vybéru cviceni v pocatecni fazi je tireba pamatovat, Ze:
e na zacatku formujeme uméni se vyjadfovat na Urovni jedné nebo dvou vét
pomoci Sablony nebo vizudlni a sluchové podpory
e posléze na schopnost se podrobné vyjadiovat podle vzorového textu (8-10
vét)
¢ ddale schopnost zformulovat své vlastni myslenky, reprodukce vyslechnutého

nebo piecteného textu, tvorby vzkazl, popist, vypravéni pribéhd, schopnost
argumentovat a zdivodnovat

Funkci feCovych cviceni je rozvijeni receptivnich a produktivnich fec¢ovych doved-
nosti. Ve vyuce monologu hlavnimi cvicenimi jsou:

¢ plné odpovédi na otazky

¢ vyjadrovani podle znamého textu
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¢ popis obrazki (hledani rozdili mezi podobnymi obrazky ¢i fotografiemi)

¢ vyjadfovani podle planu

¢ vyjadfovani podle nékolika textt

¢ vyjadfovani nazoru na dané téma (vyhody a nevyhody)

¢ vymyslené pribéhy, dokoncovani pribéht

e reprodukce textu (3. osobé, prevod textu do jiné casové roviny, zména situace
nebo osob, dokoncovani pribéh).

Cviceni jazykova jsou zamérend na osvojovani, rozvijeni a prohlubovani znalosti
slovni zasoby, gramatiky a zvukové a grafické stranky jazyka.

Pri vyuce monologl jsou vhodna nasledujici jazykova cvicent:
e imitac¢ni
e substitucni

e transformacni

7

Pojmem ,transformacni“ se zde oznacuji i cviceni, v nichZ studenti méni vyrazy na
morfologické roviné. Vzhledem k bohatému deklinacnimu systému ruského jazyka
je v cvicenich vénovana velka pozornost nacviku koncovek.

Pfi nacviku dialogu studenti nejdiive vyslechnou vzorovy dialog, nejlépe formou
neprimého poslechu a na jeho zdkladé vytvori dialog vlastni. Nasleduje imitace
dialogu hlasitym c¢tenim. V predposledni fazi nacviku se dialog obménuje pomo-
ci jazykovych prostredki. Diilezitou metodickou tlohou je naucit studenty nejen
reagovat, ale i schopnost dialog iniciovat.

v

Dialogicka cviceni, jejich zakladni formou je dialog (vice ¢i méné rizeny) jsou:

¢ reprodukeni - doslovné opakovani

¢ mikrokonverzacni - kratky dialog slouzi k rliznym obméndm (druh cviceni
substitu¢niho: ze vzoru vychazi rizné obmény, napiiklad vynechani urcitych
slov a nahrazeni nékterych slov jinymi tak, aby student pti dopliiovani vyne-
chanych slov musel zménit osobu, Cas, slovesny zpiisob apod.)

e v posledni fazi vedou studenti vlastni rozhovory ve dvojicich ¢i skupinach.

Priklad konkrétni aktivity nacviku monologt:

Studenti dialog nejprve poslouchaji, poté ndsleduje cteni a prevod dialogu do monologu.

- Tbl cayudiiHo He 3Hdews, kmo makoli Cep2éii [1denoguy?
- Cepa2éii? KonéuHo 3Hdr. Mbl eMécme pabomaem. A celiudc mul usyudem pycckuil a3b1K 8 00HOI epynne.
- Ilpdeda? A kak oH evizasid0um?

- [foedabHo cumnamiluHblii M010001 Yeno8ék. Cpédnezo pocmd, y He26 cnopmiigHas guzypa. [ogopsim,
OH Hen/16xo0 uepdem Ha 2zumdpe. Hy umo ewé. [1a3d y He20 2041y6%ble, 80.10Cbl KOpOMKUe, MEMHbLe.
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- A umo oH 3a 4es108€K?

- OH cepbé3Hblll, YMHbLL, omeémcecmaeHHblil, ko2dd Hddo, ece20d nhomdcem. Y Hac Ha pa6ome e26 sce
SH0655m. OH Xopowuli cneyuaaucm.

- A noyemy mol cnpdwusaeuls?

- [la mbl eMécme Ha mpu HéDeau édeM 8 KOMAHOUPOBKY.
o Treti etapa - vyjadfovani vlastnich myslenek.

Vyjadrit vlastni nazor, své myslenky v cizim jazyce je nejtézsi jazykovou doved-
nosti. Porozuméni promluvy v cizim jazyce je podminéno srozumitelnou formulaci
myslenek se spravnou vyslovnosti.

Priklad konkrétni aktivity ndcviku vyjadiovani vlastniho nazoru:
Studenti text nejprve poslouchaji a poté ndsleduje vyjadrovdni vlastniho ndzoru.

[MocaymaidTe OTPEIBOK M3 CKA3KK «MasieHbKUHM NpUHL». Kak Bbl AyMaeTe, 0 Y4€M HYKHO CIIPALIMBATH,
YTO6BI XOpOII6 Y3HATH YessoBéKa? [louemy?

«B3pdcable 64yeHb 106aT 1dphl. Kornd pacckaseiBaelib UM, YTO Y Te6s1 NOsIBUJICA HOBbIU ApyT, OHU
HHUKOT/]A He CIPOCAT 0 CAMOM ITABHOM. HUKOT/14 OHI He CKAXYT: «A KakO# y Herd résioc? B kakie Arpel oH
JIIO6UT UrpaTh? JIOBUT J1 OH 64604ek?» OHY cripamuBaoT: «CKOJIbKO eMy jieT? CKOJIbKO Yy Herd 6paTbeB?
Ck6s1bKO0 OH BécuT? CKOIBKO 3apabaThIBaeT erd oTén?» M ndce 5Toro BOoGpaXKaroT, UTO Y3HAIN YeI0BE-
Ka».

Zavér

Zavérem lze konstatovat, Ze jazykova priprava posluchacl jazykovych kurzi Mi-
nisterstva obrany a studentl Univerzity obrany, ktera smeéruje ke slozeni zkousky
podle STANAG 6001 je procesem dlouhodobym a promyslenym. Pri tvorbé vyu-
kového materidlu a nasledné piipravé student na zkousku je potieba vychazet
z pozadavkl na jazykovou zkouSku a specifik osvojovani si blizce ptribuzného ja-
zyka. Vyuka by méla byt zamérena na témata odpovidajici trovni SLP 1111 a SLP
2222 podle normy STANAG 6001, obsahovat systematicky nacvik dovednosti mlu-
veni i jazykovych prostredkd. Pribézng, soustavna a disledna kontrola toho, zda
uchazec o zkousku rozumi a umi jazykové reagovat, je dlileZita pii vSech aktivitach
i pti téch, které nejsou na mluveni primarné zaméreny. Rozhodujici také je, jaké
usili studenti vynaloZi a kolik ¢asu budou jazyku sami vénovat.
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Vyucovanie odborného cudzieho jazyka a tvorba
ucebnych materialov na Akadémii policajného zboru
v Bratislave

Jelena Ondrejkovicova

Uvod

Odborny cudzi jazyk je jednym z predmetov Stidia na Akadémii Policajného zboru
v Bratislave. Ako povinny predmet je zaradeny do druhého ro¢nika bakalarskeho
Stddia. Posluchaci musia absolvovat’ 84 vyucovacich hodin a vykonat dve skuasky
(jednu v zimnom a jednu v letnom semestri). Cielom vyucby odborného cudzieho
jazyka je zabezpecit, aby absolventi ovladali jazyk na takej urovni, aby boli schop-
ni vyuZivat svoje vedomosti a zrucnosti vo sfére svojho odborného pdésobenia,
a to v bezpecnostnopravnej oblasti. Pre splnenie tohto ciela sa vyzaduje, aby bol
k dispozicii kvalitny u¢ebny materidl, ktory vychadza z potrieb edukantov a zaro-
veil plni vychovno-vzdelavacie ciele. Potreba poskytnut posluchacom, ale aj Sirsej
odbornej verejnosti komplexny u¢ebny material vychadzajici z modernych didak-
tickych a odbornych poznatkov viedla autorov - pracovnikov Katedry cudzich ja-
zykov Akadémie Policajného zboru v Bratislave - k tvorbe ucebnice Deutsch im
Beruf - Polizei.

1 Pohlad na doterajsie publikacie

Do roku 2014 absentovala na Akadémii PZ moderna ucebnica odborného nemec-
kého jazyka, ktorda by podavala ucivo komplexne, v stlade s tematickym planom
vysokej Skoly a zodpovedala by potrebam praxe. Uz existujice u¢ebné pomocky,
napr. u¢ebnica Kriminalitit od Duréa?, skriptd Grenzpolizei od Masérovej?, skripta
Bevor ich zum MEPA - Teilnehmer werde od Polakovej* alebo MiZenkovej skripta
Kriminalfille® vyhovovali potrebam $tudentov len Ciastoéne. Durcova uéebnica,
vtedy vlastne prva ucebnica nemeckého jazyka pre Studentov Akadémie PZ, uz

1 Ondrejkovicova, ]., Masarova, M., MiZenkova, L. Deutsch im Beruf - Polizei. Bratislava: Akadémia Poli-
cajného zboru v Bratislave, 2014. ISBN 97-8808-0545-840.

2 Durco, P. Kriminalitit. Lehr- und Ubungsbuch fiir Deutsch als Fremdsprache. 1. vyd. Bratislava: Aka-
démia Policajného zboru v Bratislave, 1999.

3 Masarova, M. Deutsch fuer Grenz- und Fremdenpolizei. Bratislava: Akadémia Policajného zboru v Bra-
tislave, 2001. ISBN 80-8054-158-2.

4 Polakov4, T. Bevor ich zu MEPA-Teilnehmer werde. Bratislava: Akadémia Policajného zboru v Bratisla-
ve, 2003. ISBN 80-8054-293-7.

5 Mizenkova, L. Kriminalfille (...und noch viel mehr): U¢ebné texty z nemeckého jazyka. 2. upravené vyd.
Bratislava: Akadémia Policajného zboru v Bratislave, 2009. ISBN 978-80-8054-467-6.
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po zmene Studijnych a tematickych planov nezodpovedala poziadavkam Stadia na
akadémii. Okrem toho nereSpektovala v plnej miere potrebu Studentov ovladat
aj komunikacné zrucnosti. Skriptd od Masarovej sa podrobne venuji problema-
tike hrani¢nej policie a zachytavaji odbornt problematiku sice do hibky, ale su
parcidlnym vystupom. NavySe po vstupe Slovenskej republiky do Schengenského
priestoru ¢innost hrani¢nej policie presla zasadnymi zmenami, ktoré v danej uceb-
nej pomdcke nemohli byt v tom case zachytené, a tym sa faktografickd stranka
uciva stala Ciasto¢ne neaktualna. Skripta od Polakovej su primarne urcené pre
inu cielovi skupinu edukantov, a to pre ucastnikov kurzu nemeckého jazyka pre
prislusnikov krimindlnej policie. Podtitul u¢ebnej pomocky od MiZzenkovej (Ucebné
texty z nemeckého jazyka) naznacuje, Ze nejde o komplexny ufebny material, ale
aj z hladiska obsahu len o Gvod do problematiky odborného nemeckého jazyka
v oblasti policajnej Cinnosti.

2 Struktira u¢ebnice

Pri tvorbe ucebnice sa autorky opierali o principy didaktiky cudzich jazykov, ako
ju definuje Balasicova: ,Didaktikou cudzich jazykov rozumieme disciplinu, ktora sa
zaobera teériou vyucovania cudzich jazykov, vyuZzivajuc pritom poznatky vsetkych
vednych odborov suvisiacich s touto ¢innostou, predovsetkym lingvistiky, psycho-
l6gie, pedagogiky, sociolégie, teérie komunikacie a dalsich“®. Vychadzali aj z di-
daktiky u¢ebnych pomdcok s dérazom na dodrZanie didaktickych funkcii u¢ebnic’
a zo svojich bohatych viacro¢nych skisenosti s vyucovanim nemeckého jazyka pre
prislusnikov Policajného zboru a civilnych posluchacov Akadémie PZ. Ucebnica
vznikla v ramci vedeckovyskumnej ulohy jazykové moduly pre vybrané policajné
sluzby®.

Uéebnica ma klasickt $truktiru. Cleni sa na 32 lekcii. Tematicky sa opiera o te-
maticky plan vychadzajici zo Studijného planu pre 2. ro¢nik bakalarskeho Studia
na Akadémii PZ, ale je rozsirena a doplnena o dalsi material a dalSie témy. Uspo-
riadanie tém je od vSeobecnych k Specifickym, aby si Studujtici mohli osvojovat
vedomosti v odbornom cudzom jazyku postupne. Jednotlivé témy sd zamerané na
rézne policajné ¢innosti, ktoré spadaji do pdsobnosti réznych policajnych sluzieb
(napr. poriadkova policia, kriminalna policia, dopravna policia atd.), napr. Polizeia-
kademie in Bratislava, Innenministerium und Polizeikorps der Slowakischen Republik,

6 Balasitov, I. Teoretické otazky didaktiky cudzich jazykov. In Sucasny stav a trendy rozvoja tedrie spolo-
censkovednych disciplin a praxe vyucby na skoldch s bezpecnostnoprdvnym zameranim. Zbornik z vedeckého
semindra s medzindrodnou tucastou, Bratislava, 3. Decembra 2009. Bratislava, 2010. ISBN 978-80-8054-
480-5,s. 11.

7 Petlak, E. VSeobecna didaktika. Bratislava: IRIS, 2004. ISBN 8089-0186-45, s. 125.

8 Novakovj, I, Binderova, M., Ferencikova, P, Kralovicov4, D., Masarova, M., MiZenkova, L., Ondrejkovico-
V4, . Jazykové moduly pre vybrané sluzby Policajného zboru: projekt medzinarodnej vedeckovyskumnej
ulohy. Bratislava: Akadémia Policajného zboru v Bratislave, Katedra jazykov, 2011, s. 34.
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Polizei in den deutschsprachigen Ldndern, Polizisten im alltdglichen Einsatz, Straftat
und Tdter, Spurensicherung, Verkehrspolizei, Gewaltkriminalitdt, Organisierte Krimi-
nalitdt, Schleusungskriminalitdt, Internationale polizeiliche Zusammenarbeit a iné.

Uvodna lekcia pribliZuje postavenie Akadémie Policajného zboru a $tidium na nej,
nasledujica oboznamuje Studentov so Struktirou Ministerstva vnutra SR a Poli-
cajného zboru a ich tlohami. Tretia lekcia sprostredkiva informéacie o postaveni
a ulohach policie v nemecky hovoriacich krajinach. Lekcie 4 az 11 obsahuju té-
my, ktoré sa tykaju policajnej ¢innosti vSeobecne (z gramatického a Stylistického
hladiska menej narocna latka) a zdkladnych pojmov trestného prava (obsahovo
a jazykovo podstatne naro¢nejsia latka). Dalsie lekcie (12 az 18) st tematicky
zamerané na jednotlivé druhy kriminality a ¢innosti niektorych policajnych slu-
zZieb, pricom lekcie 19 az 30 su venované organizovanej kriminalite a jej najCas-
tejSim formam vyskytu (drogova kriminality, pranie Spinavych penazi, prevadzac-
stvo atd’.). Medzinarodna policajnad spolupraca, medzinarodné policajné organiza-
cie a Struktury a medzinadrodné policajné vzdelavacie aktivity st obsahom posled-
nych kapitol ucebnice.

3 Struktura lekcii

Komplexnost ucebnice cudzieho jazyka sa odraza predovsetkym vo vystavbeza-
kladnej struktirnej, obsahovej a funk¢nej jednotky ucebnice - lekcie. Od polovice
20. storocia su vo vSeobecnosti zname rézne typy ucebnic cudzich jazykov, ktoré
maju ako tazisko lekcie tematicky usporiadané texty, audionahravky, sliziace na
opakovanie ucelenych fraz, tematicky usporiadane dialdgy, maximalne priblizené
k redlnym komunika¢nym situaciam, alebo gramatické javy. Vyvin didaktiky cu-
dzich jazykov v 21. storo¢i naznacuje, Ze sa upusta od konkrétneho dominujiceho
pristupu; doraz sa kladie na rozvoj vSetkych komunikaénych zrucnosti (Citanie,
pisanie, po¢ivanie a hovorenie) pomocou réznych a pre dany typ zrucnosti vhod-
nych didaktickych prvkov, ako su texty, dialégy, obrazky, grafy, cvicenia a ulo-
hy réznych druhov. Podobnym spdsobom je usporiadand aj opisovana ucebnica.
Vsetky ,stavebné prvky“ lekcie slizia na rozvoj komunika¢nych zrucnosti, aj ked’
najviac priestoru je ponechaného pre odborné texty. Tu autori vychadzali z Bin-
derovej, ktora tvrdi, Ze ,[p]ri vyucovani odborného jazyka st klicové cinnosti
zamerané na pracu s informaciami [a] interpretaciu textu.

Strukttra lekcii je v zdsade jednotna. Nosnym prvkom st origindlne texty, po-
chadzajuce z rozlicnych zdrojov, ktoré su pisané vylucne v nemcine (odkazy na
prislusné zdroje si uvedené na konci ucebnice). Vac¢Sina textov pochidza z ne-
meckych zdrojov, len malo z rakiskych a Svajéiarskych. VSetky texty st napisané

9 BINDEROVA, M. Vyuzitie a priprava u¢ebnych materialov z odborného cudzieho jazyka. In Cudzie jazyky
v Eurdpskej tnii I11. Zbornik z medzindrodnej vedeckej konferencie. Bratislava: Akadémia Policajného zboru
v Bratislave, 2012. ISBN 978-80-8054-534-5.
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spisovnym jazykom, neobsahuju Ziadne dialektové, nespisovné ani hovorové vyra-
zy. Niektoré texty boli nepatrne upravené pre didaktické ucely, avsak bez zmeny
obsahu, ktora by mohla ovplyvnit vyznam celého textu. Mensie odchylky v stavbe
lekcii sa mozu tykat len rozsahu a poctu textov, resp. poctu cviceni v jednotlivych
lekcidch. Sa spestrenim a z didaktického hladiska ich povaZujeme za prinos. Na-
pr. lekcia ¢. 3 (Polizei in den deutschsprachigen Léndern - Policia v nemecky hovoria-
cich krajindch) obsahuje tri kratSie texty o Strukture a Cinnosti policajnych zloziek
v Nemecku, Rakiisku a Svajciarsku, pri¢om texty sa striedaju s cvi¢eniami. Naopak,
lekcia €. 13 (Verkehrspolizei - Dopravnd policia) ma na zaciatku len jeden rozsahovo
dlhsi text.

Za textami v lekcii nie je uvedend Ziadna lexika, a to ani vSeobecnd, ani odbor-
na; cudzojazyCny slovnik nie je sucastou ucebnice. Je to preto, lebo sa ocakava,
Ze vSeobecnu slovnu zasobu Studenti ovladaju zo strednej Skoly, resp. z predcha-
dzajticeho $tiidia nemeckého jazyka. Co sa tyka odbornej slovnej zasoby, autori
ucebnice povazovali za postacujiuce uz existujuce odborné prekladové slovniky,
predovsetkym tie, ktoré boli vydané na Katedre jazykov Akadémie PZ. Je to na-
pr. Nemecko-slovensky a slovensko-nemecky slovnik bezpecnostnopravnej termi-
nolégie pre $tudentov A PZ od MiZenkovej'®, Slovensko-nemecky policajny slov-
nik od Masarovej'! alebo Nemecko-slovensky policajny slovnik od Duréa'?. St to
slovniky, ktoré boli zostavené priamo pre potreby vyucby odborného nemecké-
ho jazyka na akadémii a Studenti ich maja k dispozicii na vyucovacich hodinach
a v kniZnici. PouZivanie ucebnice v praxi v akademickom roku 2015/2016 vSak
ukazalo, ze Studentom chyba slovnik, ktory by bol sucastou ucebnice, a teda je
tu priestor na diskusiu a na zamyslenie sa pre autorov pri spracovani dalSieho
vydania ucebnice, resp. pri spracovani dalsej ucebnice, do akej miery by bolo uzi-
to¢né z didaktického hladiska doplnit ucebnicu o glosar, pripadne rozsirit texty
o lexikalno-sémanticky prekladovy komentar.

4 Cvicenia a ulohy

Vyznamnu cast' lekcii tvoria cvicenia a ulohyrozneho typu. S zamerané na roz-
vijania jednotlivych jazykovych zruc¢nosti v odbornom nemeckom jazyku: ¢itania,
pisania a hovorenia, prip. pocivania. Cvi¢enia a ulohy st koncipovane tak, Ze peda-
gdgovi nechavaju priestor na dalSie aktivity v zavislosti od jazykovej pripravenosti
posluchacov. Su zaradené na réznych miestach v ramci lekcie. Ak lekcia obsahuje

10 Mizenkova, L. Slovnik bezpecnostnopravnej terminoldgie pre Studentov A PZ. Nemecko-slovensky
a slovensko-nemecky. 1. vyd. Bratislava: Akadémia Policajného zboru v Bratislave, 2011. 100 s. ISBN 978-
80-8054-511-6.

11 Masarova, M. Slovensko-nemecky policajny slovnik. Bratislava: Akadémia Policajného zboru v Brati-
slave, 2004, ISBN 80-8054-327-5

12 purco, p. Nemecko-slovensky policajny slovnik. 1. vyd. Bratislava: Akadémia Policajného zboru v Bra-
tislave, 2002. ISBN 80-8054-266-X.
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viac kratsich textov, ulohy, resp. cviCenia, su zaradené aj pred textami, aj po nich;
tak, ako to vyzaduje obsah sprostredkuvanej ucebnej latky.

Na nasledujtcich stranach pribliZime jednotlivé typy cviceni a tuloh, ktoré sme
rozdelili na niekol'ko skupin. Riadili sme sa pri tom 4-stupniovou Kklasifikaciu vy-
ucovacich cielov podla Niemierka'3:

1. Zapamatanie informécii (poznatkov)

2. Porozumenie informaciam (poznatkov)

3. Aplikacia informdcii (pouZitie poznatkov) v typickych situaciach

4. Aplikacia informacii (pouzitie poznatkov) v problémovych situacidch

Prvi skupinu reprezentuju cvicenia, v ktorych si Student musi informacie zapama-
tat, musi ich reprodukovat, pomenovat. SliZia na zapamatavanie si slovnej zaso-
by, ktora je velmi naro¢nd minimalne svojim rozsahom aj pre lepSich Studentov.
Cviceni tohto druhu je v ucebnici asi tretina, pretoze ovladanie cudzojazyc¢nej ter-
minolégie je nevyhnutné pre komunikaciu v prisluSnom odbore. Snazili sme sa
o ¢o najvacsiu pestrost, aby Studenti nestracali motivaciu a zaujem. Ako priklad
uvedieme cvicenie ¢. 1 v 9. lekcii Ermittlungen - VySetrovanie. V tomto cviceni ma
Student zvolit’ spravny vyraz z troch uvedenych.

Was passt?

Der Ermittler hat den Verdachtigen besucht - bekommen - beschuldigt.
Das Haus des Taters wurde freigelassen - iibersehen - durchsucht.

Die Polizei hat den Tater gefahndet - verhaftet - veriibt.

Ein Fahrzeug wurde sichergestellt - festgestellt - festgenommen.

Der Téiter wurde stundenlang verhaftet - vernommen - verstanden.
Nach dem Verbrecher wurde weltweit gefahndet - gefunden - gefiihrt.
Die Polizei hat den Tater iibernachtet - iibersetzt - iiberfiihrt.

Der Beamte hat auf den Tater erschossen - geschossen - verschossen.

© ® N e W

Der Verbrecher hat vorgesagt - ausgesagt - besagt.

-
=

Der Tater ist vorgeschrieben - vorbehalten - vorbestraft.

Druhd skupina cviceni slizi na aktivnu pracu so ziskanymi informdciami. Uciaci
sa subjekt teda vie zapaméitané informdcie podat v inej podobe, opisat ich ale-
bo objasnit. Uvedieme ako priklad cvi¢enie ¢ 3 v 20. lekcii Mafia. Studenti maju
k vyrazom v lavom stipci priradit vysvetlenia tychto vyrazov, ktoré si uvedené
v pravom stipci.

13 Niemierko, B. Taxonémia celow wychowynia, In Kwartalnik pedagogiczny, ro¢. 24,1979, ¢. 2,s. 67-78.
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Wer ist wer? Was ist was? Verbinden Sie.

1. Drahtzieher a) Person, die ein Verbrechen plant und finanziert

2. Strohmann b) Mord ausgefiihrt von einem Auftragsmorder

3. Rotlichtmilieu  c¢) Unternehmen, das in Wirklichkeit gar nicht existiert
4. Auftragsmord  d) Person im Hintergrund, Hintermann

5. Auftraggeber e) Person, die fiir Andere auftritt, Scheininhaber

6. Scheinfirma f) Umfeld des sexorientierten Gewerbes

Dalsim prikladom je cvicenie ¢&. 2 v 10. lekcii Strafverfolgungsorgane - Orgdny ¢inné
v trestnom konani. Studenti si maju najst vyrazy, ktoré by sluzili ako ,zastresujuci”
pojem pre uvedené terminy.

Mit einem Wort. Suchen Sie Oberbegriffe zu den Fachtermini.
griine Grenze, Grenzschutz, lllegaler, Geschleppte, Zielland
Verhandlungen, Anschlag, Hinrichtungsvideo, Geiselnahme
Hauseinbruch, Veruntreuung, Diebstahl, Kfz-Entwendung
Exhibitionismus, sexueller Missbrauch, sexuelle Nétigung

Tretia skupina cviceni je urcena na aplikaciu ziskanych informacii v konkrétnej
tlohe Student vie vytvorit podobnu situaciu, ako je opisana v uéebnici, resp. vie
tvorit vety podla urcenych vzorov, napisat kratky text podla ur¢eného vzoru. Uve-
dieme ako priklad cvicenie ¢. 5 v 4. lekcii Polizisten im alltdglichen Einsatz - Policajti
v kazdodennom nasadeni. Studenti majt opisat obrazky (z technickych dévodov
neuvadzame) pomocou uvedenych vyrazov.

Beschreiben Sie die Bilder mit den ganzen Sitzen. Benutzen Sie dabei die fol-
genden Ausdriicke.

¢ die Geschwindigkeit: tiberwachen, messen, liberschreiten, begrenzen, Bufigeld
zahlen, StrafSenverkehrsordnung einhalten, das Fahrzeug

¢ festnehmen, randalieren, sich ordnungswidrig verhalten, Handschellen anle-
gen, Pfefferspray beniitzen, zur Polizeiwache bringen, in Gewahrsam bringen
(nehmen)

¢ kontrollieren: Dokumente, den Ausweis, die Arbeitsbewilligung, die Aufenthalt-
serlaubnis, die Identitat feststellen

V stvrtej skupine su cviCenia najtazsie a zaroven aj najkreativnejsie. Od Studenta sa
vyzaduje kreativne zapojenie sa do vyucovacieho procesu. Uciaci sa subjekt musi
v rdmci rieSenej ulohy vymysliet, resp. rieSit situdcie, vyjadrit svoj nazor alebo
urcit postup ¢innosti. Uvedieme ako priklad cvicenie €. 3 v 16. lekcii. Eigentumskri-
minalitit - Majetkovd kriminalita. Je to rolova hra, v ktorej si Studenti maju rozdelit
a zahrat ulohy majitela bytu, policajta, ktory prijme telefonické oznamenie o vla-
mani, policajta, ktory robi obhliadku miesta ¢inu, suseda, ktory videl pachatela,
a pachatela, ktory zapiera, Ze sa vlamal do bytu.
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Rollenspiel: Wohnungseinbruch.

A: Wohnungsinhaber. Er kommt nach Hause, die Wohnungstiir steht offen.
B: Polizeibeamter 1 (Einsatzzentrale, er tibernimmt den Notruf)

C: Polizeibeamter 2 (Spurensicherung)

D: Nachbar (er hat einen Verdachtigen gesehen)

E: Verdachtiger (er ligt und bestreitet alles)

Zaver

Ucebnica Deutsch im Beruf - Polizei ma pontuknut edukantom - predovsetkym Stu-
dentom Akadémie Policajného zboru v Bratislave - uceleny material, pomocou
ktorého ziskaju v bakalarskom studiu zaklady odborného nemeckého jazyka, pou-
zivaného v bezpec¢nostnopravnej oblasti. Zamerom autorov bolo prispiet k optima-
lizacii u¢ebného procesu na akadémii a k vytvoreniu zakladov Standardizacie jazy-
kového vzdelavania v rezorte vnutra. Autori ucebnice predpokladaju, Ze ucebnica
bude dobrym prispevkom k zvySeniu tirovne ovladania nemeckého jazyka buducej
odbornej verejnosti a bude ich motivovat k dalSiemu vzdelavaniu.
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To use or not to use: adapting the textbook for the
course of English for laboratory technicians

Ladislav Vaclavik

1 Introduction

Courses of English for specific purposes taught at the Medical faculty of Masaryk
University usually do not follow any particular textbook. Keeping to the topic
syllabus, teachers have at their disposal different resources (coursebooks, sup-
plementary textbooks) from which they pick and choose whatever material and
activities they deem useful for meeting their course’s goals and objectives. Under-
standably, this relative liberty of action has its considerable assets. At the same
time, the absence of a textbook and the ensuing liberty of choice might present
the teacher with the classic agony of choice. It seems that the best position would
be to both enjoy the open creative space and to follow the directions outlined
by a textbook. The ESP course of English for laboratory technicians appears to
embody this very situation.

Taught without the use of a textbook, the course—prior to 2007 —offered con-
siderable liberty as for the materials exploited. In 2007, a textbook', published by
Masaryk University Press, became both the backbone of the syllabus and the prin-
cipal source of materials for the students. However, in 2012, the IMPACT project?
enabled further innovations opening new spaces for the teacher initiative bringing
in modifications of the syllabus, creating new teaching materials (worksheets) as
well as e-learning activities. Logically, these innovations went hand in hand with
modified goals and objectives of the course, which in turn meant implementing
new teaching methods. This, in its turn, necessitated adapting the textbook in
question.

In the present contribution we would like to describe, analyse and defend some
adaptation strategies undertaken with a view of making the teaching and learning
processes more efficient and up-to-date. To do so, we would, firstly, like to set the
textbook into context. This should provide the reader with the necessary back-
ground. Next, Kathleen Graves’ adaptation criteria will be introduced, as well as
her concept of adaptation cycle. Finally, a practical example will demonstrate the
adaptation strategies undertaken. The aim of the present article is then to show
the importance of critical approach to any material used in the classroom and stir

1 Dastych M., Cerveny, L., Najman, L. English for laboratory technicians. Brno: Masaryk University Press,
2007.

2 For more information, see https://impact.cjv.muni.cz/.
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debate on the advantages and disadvantages of using textbooks in particular, and
adapting study material in general.

2 The textbook in the classroom
2.1 Advantages and disadvantages

Graves (2000: 174) states some advantages of using a textbook, such as providing
a syllabus, security for the students, consistency in, and considerable amount of,
study materials (visuals, readings, activities), saving the teacher a lot of time and
energy. The disadvantages concern relevance and appropriateness of the materi-
als, bias towards one aspect of the language, and imbalance in the typology of
activities (ibid.).

While some of the criteria mentioned above play a key role in the decision-making
process, others have less impact. The most important point, in our case, was to
provide students with a clear blueprint which would make them feel safe as to
where the course is heading and what they have achieved so far. The structure of
Dastych’s textbook is extremely helpful in this aspect: each of the fifteen units is
built following the same structure—opening text, vocabulary, technical terms def-
initions, grammar explanation and exercises—which provides the students with
the much-needed order and gives the teacher a basis to start from. The textbook
contains valuable authentic texts and materials which constitute an important
backbone for the whole course. However, given the new set of goals and objec-
tives, the textbook had to be rethought methodologically. To do this, its contents
and structure needed evaluation.

2.2 Textbook evaluation

As Grant points out, ‘it is clear that the type of textbook you use will have con-
siderable influence on the way you teach and the way your students learn.” (Grant
1990: 12)3. He then goes on to make a classic distinction between, grossly speak-
ing, two large categories of textbooks: traditional and communicative*. Traditional
textbooks try to ‘get students to learn the language as a system’ (Grant 1990: 13).
Their most striking characteristics are the emphasis on the forms (rather than
communicative function), reading activities (rather than listening and speaking),

3 Similarly, Kathleen Graves compares the textbook to a piano claiming that ‘just as a piano does not
play music, a textbook does not teach language. The textbook is a stimulus or instrument for teaching and
learning. Clearly, the quality of the instrument also affects the quality of the music. However, if itis in tune,
even the most humble piano can produce beautiful music in the hands of a skilled musician.’ (Graves 2000:
175).

4 It also should be pointed out that the dichotomy ‘traditional vs communicative’ might not be that clear-
cut: traditional teaching often involves communicative elements, and communicative activities are often
‘not...very communicative at all’ (Nunan 1987: 144).
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use of L1, stress on accuracy (rather than fluency) and focus on a syllabus (Grant
1990: 13). The other category consists of communicative textbooks which create
‘opportunities for the students to use the language in the classroom, as a sort
of ‘halfway house’ before using it in real life’ (Grant 1990: 13). These textbooks
are recognisable by features which include communicative functions of language,
reflection of students’ needs and interests, emphasis on skills and activities (main-
ly listening and speaking), specific definition of aims, authenticity of language of
everyday life (Grant 1990: 14).

Even if it might seem difficult sometimes to draw a clear line between the tradi-
tional and communicative material, the textbook of English for laboratory techni-
cians meets most of the criteria adduced for textbooks of the first category.” The
teacher, whose role in the process is crucial®, has to draw the line and decide on
the modifications and adaptations. In its traditional approach, Dastych’s textbook
places big emphasis on translation method. It is not our objective, as non-native
teacher’, to downplay the role of translation and L1 in language teaching®. Quite
on the contrary—often, the use of L1 in the learning process proves beneficial®
and students were not discouraged from using L1 when necessary'®. On the other

5 Grant mentions four communication tests to find out if the textbook falls into the first or second
category:
1 Is the language—spoken or written—unnatural? (textbookese)
2 Are the language exercises all merely textbook activities of a kind no one does in real life?
3 Do the activities only emphasise accuracy (particularly written accuracy) rather than fluency?
4 Does the course emphasise study—or practice? (Grant 1990: 16)
Penny Ur’s criteria for coursebook evaluation have also been considered, but these are meant to help
teacher choose an appropriate textbook for her course. As there is only one textbook available for the
course in question with no alternative at our disposal, Ur’s criteria only helped evaluate the coursebook
with a view of making necessary modifications and arrangements.

6 According to Grant, the teacher should:
a) to assess the students’ aims, and learning styles, their likes and dislikes, their strengths, and their
weaknesses;
b) to decide what methods and materials are most appropriate, given the aims of the syllabus
c) to decide whether to use, adapt, replace, omit or supplement the methods and materials used in the
textbook (Grant 1990: 16)

7 Cf Medgyes (1994), pp. 65-67.

8cf Guy Cook’s Translation in Language Teaching (Oxford 2010) who tries to rehabilitate the TILT ap-
proach, vilified by the proponents of the direct method.

9 ‘A flexible approach will allow the student to ask for clarification and the teacher to give it when nec-
essary. In this way the teacher is able to monitor students’ understanding, to ensure they do not feel lost,
and allow them to express their own thoughts, needs, and worries. For these reasons, own-language use
including translation, is likely to be far more empowering and student-centred than monolingual teaching,
which is a sure way of concentrating power and control in the hands of the teacher alone.” (Cook 2010: 130)

10 As the students are at the intermediate level, the opportunities of using L1 are more varied: ‘the
amount of TILT for explanation may decrease, while the amount of TILT for developing translation skills
and explicit knowledge may increase.” (Cook 2010: 132). Other advantageous activities are mentioned by

Exploratory Article / Informativni ¢lanek 93



hand, regardless of all the advantages of using translation and L1 in teaching,
changes in the goals and objectives of the course led to reducing the role of
L1. Based on direct exposure to English, our approach was still far from radical
language acquisition methods as promoted by Krashen (1987). Even if we tried
to provide students with sufficient information input and diminish the affective
filter as much as possible, our approach was more of the learning rather than
the acquiring type. In summary, our goal was to include all aspects of language
(all four basic skills), expose the students to everyday laboratory situations (lab
videos, role-plays), make them use English actively and, last but not least, let them
stop being afraid of actually using English.

3 Kathleen Graves—adapting textbooks

As mentioned earlier, teachers play a crucial role in the whole process. Sometimes
they may feel wary of adapting, textbooks often being considered sacred and un-
touchable (Graves 2000: 176). As written documents, they might exert paralysing
power over the teacher who, by following it blindly, exposes herself to the dan-
ger of ‘deskilling’ (Apple 1986). In this way, the teacher forgoes the opportunity
to make her own decisions concerning the teaching process. As Graves further
claims, ‘a good textbook—one that meets students’ needs, is at the right level, has
interesting materials, and so on—can be a boon to a teacher because it can free
him or her to focus on what the students do with it (Graves 2000: 176). At the
same time, as Graves notes, textbooks are rarely written for a particular group of
students, and thus adaptations are often recommended or even required.

In order to understand how to use a textbook, the teacher has to consider two
aspects: internal (the content of the textbook) and external (everything other
than the textbook). These two perspectives help the teacher focus on what she is
adapting and what she is adapting the textbook to. Firstly, it is advisable to con-
sider ‘how (the authors) conceptualised content, what the organising principle(s)
is (are), how the text content is sequenced, what the objectives of each unit are,
and how the units are organised. (Graves 2000: 176).

Taking into account Graves’ criteria, it can be said that Dastych’s textbook is con-
ceptualised in terms of topics and associated vocabulary and grammar. The mate-
rials and exercises provide no communicative functions, though. Similarly, no pro-
nunciation, speaking or listening activities are included. Grammar and topics are
also the two organising principles of the textbook. It seems that a topic syllabus
was developed first with grammar topics being incorporated subsequently. Only
exercises focusing on specific grammar structures seem to be included, activities
lacking completely.

Larsen-Freeman: recognising cognates, deductive application of rule, fill-in-the-blanks, memorisation and
use of words in sentences (1986: 14).
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Once the textbook structure is understood, the teacher can then move on to de-
cide how she wants to adapt it. Graves conceives the adaptation process at three
levels: activity, unit and syllabus. (Graves 2000: 188). Adaptation at the activity
level concerns only activities with no changes in the syllabus and the order of
units. At the unit level, activities can be done in a different order, modified, left
out completely or added. At the most general level, new areas are added to the
syllabus or parts of it eliminated. It is important to point out that adaptations
are cumulative: adaptations at one level involve adaptations at another one. The
choice depends on the context!! and the students’ needs. Thus, fulfilling Krashen’s
wish to lower the affective filter!?, the teacher might wish to ‘develop activities
that would focus on learners’ needs, give some control to the students, allow
for students’ creativity and innovation to enhance students’ sense of competence
and self-worth’ (Graves 2000: 188) Also, the teacher—who thus necessarily steps
out of her tradition role'®>—might try to enhance what is in the textbook and by
adapting at different levels make students more active learners, broadening their
learner strategies, enhancing their autonomy and making them reflect on their
learning (Hedge 2000: 75-106). In the course of English for laboratory techni-
cians, the aim was then to weave the activities into the existing framework of
the book based on contextual factors such as the course schedule and students’
expectations. (Graves 2000: 189) At the same time, all the adaptations and mod-
ifications have to do with the teacher’s belief in the importance of student par-
ticipation in the learning process, which works as a motivation to provide more
opportunities for interaction (Graves 2000: 191).

As far as the unit level is concerned, activities included there can be reshuffled, or
sequenced differently. Like in other aspects, teachers are individual personalities
and each one will decide on a different order of sequencing. As Graves puts it,
‘teachers have good reasons for sequencing activities the way they do. The reasons
have to do with their views of what language learners need to know and be able
to do in order to practise and master different aspects of language, views of how
the four skills interact and should be learned, and views of how activities build
on each other’ (Graves 2000: 197)*

11 1n our case, the IMPACT project provided the beneficial context for innovations to be implemented.
12 cf Krashen (1987, pp. 30

13 cf Harmer (2001) where the traditional roles of controller, assessor and corrector are balanced by the
roles of organiser, prompter and resource.

14 One of the important aspects of every textbook is its hidden curriculum which might be defined as
‘(the) views which are embedded in the aspects of language addressed in the textbook, who and what are
portrayed in the visuals, readings, and dialogues, and how students are asked to work with the material.’
(Graves 2000: 200). As will become clear from the practical example, the book evinces certain views on
how the students are supposed to learn their English, views which came into conflict with the adaptation
aims, mainly in terms of the role students should play in the learning process: ‘Being clear about your
own beliefs about the role you want your learners to take in their learning, and about the skills and
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To sum up, the teacher tackling a textbook should be aware of her ‘beliefs and un-
derstandings, the givens of (her) context, and what (she) know(s) about students
and their needs. (Graves 2000: 202)'> Also, and importantly, it is vital to bear in
mind Graves’ concept of adaptation cycle: any activity, unit or syllable that has
been adapted goes through a necessary stage of re-evaluation in terms of efficacy,

appropriateness and conformity with the goals and objectives of the course'®.

4 Practical example

Having considered some theoretical aspects of adapting a textbook, in the follow-
ing part we will attempt at a practical demonstration with a view of showing some
possibilities offered by the book of English for laboratory technicians. Respecting
Graves’ division of the adaptation process into three layers, attention will first be
paid to adaptations at the syllabus level. This should bring us to the unit adapta-
tion level which will be dealt with together with specific activities.

4.1 Syllabus level

Not many changes have been made in the syllabus, as the textbook—the backbone
of the course—was kept to, at least structurally. Some new areas have been added,
given the students’ needs: topics such as first-aid, haematology and biochemistry
classes came up. None of the existing areas was left out completely, as all topics
included in the textbook are equally important for the students.

4.2 Unit and activity level

It is at the unity and activity level that teachers can realize most of their beliefs
and understandings. The textbook in question is a golden adaptation opportunity
for a teacher who believes in students’ active participation in the learning process,
who wants her students to cooperate and discover for themselves, a teacher who

strategies you want them to learn, can help you to be aware of the beliefs underlying the texts you use.
Your ability to adapt the textbook so that it aligns with your beliefs and purposes will depend on clarity
about those beliefs and your own role, and comfort with bringing to the fore and dealing with issues that
are ideologically based.” (Graves 2000: 201).

15 The givens of your context: e.g. institutional latitude with respect to adapting a text, schedule, examina-
tion system, number and level of students, time of day. (Graves 2000: 203) Your beliefs and understandings
about how people learn languages: e.g. through interaction or introspection, by using all four skills, by
identifying problems and proposing solutions. Your students’ needs and interests: e.g. their level, whether
they will use the language in specific contexts, whether they have certain expectations about how they will
be taught. (ibid.)

16 The plan you have drawn up in the preceding investigation is only the first part in the cycle of adapting
a textbook. This follows the same cycle as course development: planning how to teach with the text,
teaching (all the while adjusting as you plan and teach), replanning based on evaluating the teaching
and the text, reteaching with the text. (Graves 2000: 204)
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is ready to step aside and make room for students’ initiative. Ideally, this section
will demonstrate this modified approach to teacher’s role by displaying some of
the changes implemented when dealing with specific exercises. As both levels of
unit and activity adaptation interpenetrate considerably, they will be dealt with
together.

At the unit level, the sequencing of the sections of individual units was consid-
ered as part of the reconceptualising process. This concerned mainly the opening
reading section of the units followed by one-to-one English-Czech vocabulary lists.
Other activities were often added and still others, mainly translation exercises,
were left out completely, and systematically. In the following, a practical example
of the adaptation technique will be described.

The original layout of Unit 5, focusing on osmometry, presents the students with
a text and a subsequent list of English-Czech vocabulary. As there are no exercises
or activities accompanying the text, it may be presumed that its purpose is to be
translated using the words attached. The teacher’s goal in adapting this activity
could then be to activate the students, stopping them from using English passively.
This effort has to do with the students’ role and future needs—rather than becom-
ing experts in translation, students will probably need other skills, such as being
able to use different reading techniques, speak to their English-speaking partners,
write reports or research articles.

The first step was to think of a lead-in activity which, in this case, was a short
brain-storming session where students were asked to list any issues or vocabulary
relating to the topic. The words were listed on the whiteboard and the concept
of key words explained to the students. Next, always with closed books, students
were asked to listen to the teacher who went on to read the opening text. The
task was for the students to write down any word(s) they consider as key to the
topic in question. The text was read twice, then the students compared their lists
in pairs. Finally, a mind-map was created on the whiteboard using all or most of
the words suggested by students. As a follow-up, students were given the text,
but in a modified form with blanks. They were asked to fill in the gaps with the
key words. The text was then followed by a set of true-false statements for the
students to decide!’.

As can be seen, students are led to be active (brainstorming) and aware of various
learning strategies (key words, group work). Listening and speaking skills are put
forward, outbalancing the passive reading-translation part of the class. Writing,
which previously included L1, is restricted to L2—students are supposed to com-
plete the text by English vocabulary. Finally, one reading technique (scanning) is

17 This activity has been inspired by Deller, Sheelagh. Price, Christine. (2007). Teaching other subjects
through English. Oxford: Oxford University Press
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put to practice, as students look for particular information to complete a task. In
this way, the modified goals and objectives of the course can be fulfilled.

5 Conclusion

Not always are ESP courses taught by a textbook written specifically for a group
of students. This, however, was the case of laboratory technician students thanks
to the care and effort of MM. Dastych, Cerveny and Najman. Their coursebook,
published in 2007, was a major contribution, unparalleled so far in this field,
to ESP textbook resources. Neatly structured, the book is a useful tool for the
students who have to cope with amounts of specific knowledge. In this respect,
the publication is invaluable, providing the students with a unique source of in-
formation, both lexical and grammatical, all stored in one place and easy to find.

In 2012, the IMPACT project enabled major modifications to be brought in and
made the teacher face a question of cardinal importance, namely to what degree
it is important to use the existing textbook. Rather than discarding the textbook
completely, adaptation strategy was opted for.

The present article attempted to trace the adaptation process in three main lines.
Firstly, the use of textbooks in classrooms was considered and two major text-
book categories briefly outlined. Then the coursebook of English for laboratory
technicians was analysed in the light of Graves’ adaptation strategies. Finally, one
example was provided to illustrate the main points. The aim of the article was to
describe the learner-centred adaptation strategy adopted in one particular case
as well as to demonstrate that the teacher does not have to rely completely on
a written book if she or he wants to deliver classes where the textbook stops
being the focal point and the spotlight shifts towards the students themselves.
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Guide for authors - English for Medical purposes:
Activating teaching methods

Dagmar Vrbécka

Introduction

Learning a foreign language is a time-consuming process which cannot be ac-
quired by mere passive reception of information. It must be acquired by a prac-
tical activity (Komensky 1938: 41-281, Benes$ 1970: 218). Therefore, in terms of
both general English and English for Specific Purposes, it is better for instructional
methods to contain activating teaching methods.

Activating teaching methods can be characterized as methods that have the po-
tential to transform a passive recipient of information into an active participant in
the learning process. These methods can transform static instruction into dynamic
instruction and can enhance student interest in the subject (Kotrba, Lacina 2011:
47-55). Such methods can enrich learning through various forms of interaction
within the classroom. Traditional teacher-student interaction is complemented
with interaction in pairs and groups. Additionally, these activating teaching meth-
ods positively contribute to the individual development of students by forcing
them to focus on thinking, responsibility and creativity (Manak, Svec 2003: 106).

In the literature concerning methodology, we come across terms such as ‘warm-
ups’ (activities which are used at the beginning of instruction), ‘ice-breakers’
(activities used at the beginning of the course for getting to know each other
and establishing a friendly atmosphere), and ‘breaks’ or ‘fillers’ (activities that
are used between two demanding phases of the lesson), (Ur, 1996, Wright 1986
Scrivener 1994). As in ESP or EMP, the biggest workload focuses on the acquisi-
tion of professional vocabulary activating the language skills speaking, typology of
didactic games, situational games and role-plays are discussed. Activities lasting
10-15 minutes are included but methods requiring longer time do not meet the
criteria for inclusion.

1 Activating teaching methods—typology

The typology of activating teaching methods within the context of specific exam-
ples of activation implemented in a course titled Medical English comprises the
initial part of this work. Included are didactic games, role-plays, and situational
methods.
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2 Didactic Games

From a psychological point of view games are characterized as a basic form of
human activity. They prepare the person for work and for life. Games can help to
ease tension in stressful situations (Cap, Mare$ 2001: 183). When teaching profes-
sional English it can also serve as compensation for monotonous work. Harmer
(2007: 102) states that games are an important part of the repertoire of every
teacher, not only for the fact that they enable a foreign language to be practiced
but also for their therapeutic effects. Some scholars state that games are free
activities which have no specific purpose or goal, the goal and value being the
game itself. However, when implementing a didactic game, it is important to keep
the objectives in mind and to define rules and content clearly. Failure to set goals
and clear rules and a lack of feedback might be one of the reasons why some
students and scholars regard games as a waste of time.

2.0.1 A Sample of Didactic Games—Activity Magic Circle

Activity Magic Circle

Objective: revision of vocabulary from previous lessons concerning body = g

parts ,
Aids: cards with words, dice, counters

Procedure: Student A rolls dice, counts the cards and describes the [T [

word. If correct, s/he takes the card, if incorrect, s/he leaves the card in /
the circle. The activity ends when there are no cards in the circle. I

2.0.2 A Sample of Didactic Games—Ping Pong

Activity Ping Pong

Objective: revision of vocabulary from previous lessons useful areas to be practiced: synonyms,
antonyms, abbreviations, grammatical areas

Aids: none

Procedure: Students are divided into 2 lines. The teacher stands in front of both lines. The teacher
says a word, e.g. myocardial infarction, the first students in the line must come up with, for example,
a synonym (heart attack). The first two students from each line go to the back and the game
continues. The team which gets more points is the winner.

- 7 Heart:
Y attack

P, Myocardial
.y - . A
‘ infarction
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2.1 Role-plays

These methods require certain social roles to be performed in simulated situa-
tions and students can benefit by deepening their professional knowledge. They
can improve in the understanding of human relationships, acquire appropriate
ways to respond in certain situations, and develop communication skills.

2.1.1 Sample of a role-play—At the endocrinologist

Activity: At the endocrinologist

Aim: to engage in dialogue with patients with hyperthyroidism, including history-taking,
explanation of investigation methods and potential treatment.

Aids: handout

Procedure: Students work in pairs. Student A plays the part of a doctor, taking the patient’s history.
Student B plays a patient responding to the doctor’s questions.

2.2 Situational games

Situational methods are based on solving a transparent problem. They are mostly
conveyed in text and therefore have a static character. The goal of these meth-
ods is to determine the cause of the problem and find alternative solutions. The
phases which address problem-solving situations are the choice of topic, familiar-
ization with materials, custom case studies, solution proposals and discussions.

2.2.1 Sample of a situation game—Case presentation

Activity: Case presentation

Aim: to present a patient in a medical environment, figuring out all the medical information, with
a follow-up discussion to diagnose the patient.

Aids: handout

Procedure: Student A presents a patient to student B, including all information provided, using
adequate phrases for a case presentation. Both students discuss the potential diagnosis.

William Henry Hudson, AGE 65 SEX: M
MARITAL STATUS: W OCCUPATION retired postmaster

clo Headaches for 4 mths. Wtloss. Headaches feel like a heavy
weight.

NO nausea or visual symptoms.

No appetite.

Diff. starting to PU. Nocturia x3.
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3 Positive and negative aspects of activating teaching methods

In the previous section many benefits of activating teaching methods that posi-
tively affect education and contribute to the development of personality were out-
lined. As for personality development, activating methods have an effect on critical
thinking, character independence, responsibility and creativity. They encourage
the student to take an active role as a learner. Activation also allows different
types of interaction. From traditional teacher-student interaction, which is widely
used in frontal teaching and allows the teacher to be in full control of student
responses, activating methods enrich the instruction by means of interaction in
pairs and group, allowing the creation of a student-centred environment. Pair and
group work encourages students to participate and to share opinions, experience
or solutions to problems.

The disadvantage of activating teaching methods is the time spent by the teacher
in detailed preparation of materials and organization, as well as the time required
for implementing the game, including feedback (Harmer, 2007: 151). If an activa-
tion method is not well-prepared, well-organized, implemented, and supported by
feedback, it can easily turn into a chaotic waste of precious time. That may be the
main reason why some students are not willing to participate in various types of
activities.

4 Research

Research concerning activating teaching methods was carried out at the Charles
University Faculty of Medicine to find out to what extent the activating teaching
methods can help students in the acquisition of professional vocabulary. A total
number of 84 third-year students studying the subject of Medical English partici-
pated in the research. Since the main feature of professional language teaching is
based on the needs of students, the initial stage of the research involved a student
need questionnaire focusing on subject areas and language skills students were
keen on to improve. The next step was the implementation of activating methods
in instruction. The study year was divided into 2 groups according to their level
(B1 and B2). Each group was further divided into 2 subgroups (one research
group, the other the control group). A list of 50 items of professional vocabulary
was created. A set of 10 activities focusing on the acquisition of professional vo-
cabulary, including the items from the list, was created and implemented in the
classroom for each level, but only for the research subgroups. As it is difficult to
instruct control subgroups without activating methods, activities that deliberately
did not include any item of vocabulary used in the list of 50 items were created
and implemented for the control subgroups. The third level of the research rep-
resented two sub-tests focused on the acquisition of vocabulary practiced during
activating methods. At the end of the course all groups completed a final language
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test measuring listening and vocabulary acquisition which contained 10 items
from the list of 50. Upon completing the course, students received an question-
naire asking them to evaluate the instruction, including the implementation of
activating methods.

Conclusion

The aim of this work was to outline some aspects concerning activating methods
used in English for Medical Purposes. For a better understanding of such acti-
vating teaching methods, these methods were divided into didactic games, role-
plays and situational games and supplemented by specific samples implemented
in a course titled Medical English. Consideration of both the advantages and dis-
advantages of activating methods was offered. If we make use of their potential,
activating methods can become a unique means to involve students in the instruc-
tion.
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K vyuce produktivnich dovednosti v rezortnich
kurzech francouzského jazyka

Yvona Vrchlabska, Jana Jadrna, Hana JaroSova

Uvod

Ve francouzstiné, druhém nejcastéji vyucovaném jazyce v Centru jazykového vzdé-
lavani, patii osvojeni si produktivnich dovednosti, tedy psani a mluveni, k tém ob-
tiZznéjSim. Tento fakt ndas inspiroval k zamysleni nad nejcastéjSimi chybami, kterych
se posluchaci v tomto nesnadném jazyce dopoustéji, a soucasné i nad moZnymi
navrhy zlepSeni, které by vedly k lepSim vysledkim posluchaci v zavérecnych
zkouskach podle NATO STANAG 6001.

Zamérime-li se na samotny format zkousky podle NATO STANAG 6001, musi-
me konstatovat, Ze pro vyucujici je nezbytné ve vymezeném case zvladnout po-
kryt vSechna témata dana deskriptory, a tim tak co nejlépe pripravit studenty ke
zkousce. Nezapometime zminit, Ze kandidati z francouzského jazyka v Ceské re-
publice maji moZnost sloZit zkousku urovné 1 a urovné 2, na rozdil od anglického
jazyka, kde je moznost slozit i zkousku urovné 3.

Dalsi dtlezitou okolnosti je také fakt, ze pti prezkuSovani receptivnich dovednos-
ti je uchazeclim dan test dvouuroviiovy, tedy na troven 1-2. Dle poctu dosaze-
nych bodi pak kurzanti maji moznost ziskat certifikat podle STANAG tdrovné 1
¢i 2. Z naSich zkuSenosti dvouudroviiovy test znevyhodiiuje predevsim kandidaty
na uroven 1. To je dano tim, Ze na uroven 1 je zaméfeno prvnich 13 polozek,
zbytek tvori polozky na Urovni 1+ a 2. Kurzanty-zacatecniky pak takové polozky
znervézni, nebot’ vét$iné otazek viibec nerozumi. Re$enim by podle naseho minéni
bylo vratit se k jedodroviiovému formatu zkousky.

1 Produktivni dovednosti

Zivot v prostfedi vlastni rodiny ndm dava schopnost naucit se matei'ské Feci.
Nejdiive se nau¢ime rozumét jednotlivym sloviim a vétam, pak mluvit, ¢ist a psat
a azZ nakonec jsou ndm vstépovana pravidla psani a mluveni. Toto poznani z ma-
tefského jazyka je mozné uplatnit i pfi vyuce cizim jazykiim. V pocatecnich fazich
vyuKky ciziho jazyka se u studenti soustfedime nejdfive na porozuméni (na recep-
tivni feCové dovednosti), potom na mluveni a psani (na produktivni fecové doved-
nosti) a v iplném zavéru na interaktivni fecové dovednosti. Neznamena to, Ze tyto
dovednosti vyu€ujeme oddélené, vSechny postupné zdokonalujeme a rozsifujeme
jejich rozsah. Pfi hodnoceni jazykovych znalosti se vSak nejdiiv zamérujeme na
receptivni Fecové dovednosti a ,odpoustime prohtesky“ v produktivnich a inter-
aktivnich recovych dovednostech.
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1.1 Ustni projev

Mluvena c¢ast zkousky se sklada ze tii casti. V prvni casti je uchazec¢ vyzvan, aby
se piredstavil. Tento Gvod se muze obvykle naucit nazpamét. Je to vyhodné, nebot
v nékolika prvnich vétach se tak kandidat zkoncentruje a poté zpravidla jiZ doka-
Ze bez vétSich problémi reagovat na jednoduché otazky z oblasti jeho osobniho
a pracovniho zivota. I zde se vSak vyskytuje nékolik uskali, napt. kdyz kandida-
ti chtéji odpovédét na otazku, ale nemaji potiebnou slovni zasobu. V takovém
pripadé studentim doporucujeme, aby si odpovéd zjednodusili napt. tim, Ze si
ji vymysli. I kdyz se jedna o jazykovou zkousSku a nikoli o ,vyslech’, nékterym
kandidatim ¢ini potiZze vzit se do jiné skutecCnosti, pripadné se boji, Ze se do
nepravdivosti zapletou.

Dilezitou schopnosti pro zvladnuti zkousky je proto umeéni zjednodusovat. Stu-
denti maji obvykle snahu vyjadrit myslenku v cizim jazyce stejné, jako by to udéla-
li v jazyce matetfském. To ale ve vétSiné piipadid u drovné 1-2 neni mozné, protoZe
studenti jeSté potfebnymi dovednostmi nedisponuji.

Druhd cast zkousky je tzv. role-play, franouzsky jeu de réle. V této casti zkousky
je uchaze¢ vyzvan, aby hral urcitou roli ve vzajemném dialogu se zkouSejicim.
Klasicky to byvaji situace v restauraci, u lékare, na posté, v hotelu atp. Konec-
né nasleduje posledni cast, kterou je tzv. IGT (zkratka z anglického information
gathering task). V této casti zkousejici zadd kandidatovi téma, ke kterému musi
polozit urcity pocet otazek. Ty pak poklada zkousSejicimu, zaznamenava si jeho
odpovédi a nasledné prevypravi druhému zkouSejicimu vSechny informace, které
se na zakladé polozenych otazek dozveédeél.

Tento format ustni c¢asti zkousky je platny pro obé trovné. Ve vyuce je tfeba brat
tyto okolnosti v ivahu a studenty na vSechny tri ¢asti dikladné pripravit. Napti-
klad pfi probirani tématu jidlo a restaurace se student musi naucit odpovidat na
otazky tykajici se jidla, vafeni a restaurace. Dale by mél byt schopen si objednat
jidlo v restauraci a také by mél umét spravné formulovat otazky tykajici se stra-
vovani.

1.1.1 Information gathering task (IGT)

Vs vz

Z nasi praxe prekvapivé vyplyva, Ze vétSina kandidatli vnima jako nejtézsi cast
zkousky pravé tu posledni, tedy Kklast otazky druhé osobé. Toto zjiSténi si vysvét-
lujeme nékolika faktory:

e Studenti jsou jiz od utlého détstvi zvykli ve vyuce ciziho jazyka prevazné rea-
govat, tzn. odpovidat na otazky ucitele. Jsou zvykli premyslet, jak vyjadtit své
vlastni potfeby a myslenky. Aktivita IGT je nahle opac¢né stavi do role exami-
natora, jeZ pro né neni obvykla.
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e | kdyz kurzanti bezchybné ovladaji gramatické struktury i slovni zasobu po-
tirebné pro tvoreni otazek, narazeji na jiny problém - nenapada je dostatecny
pocet vhodnych otazek, a to ani v rodném jazyce.

e Prevaznou vétSinu studentd znejistuje fakt, Ze na pripravu otazek jim neni dan
zadny cas a musi tedy reagovat spontanné.

Doporuceni pro nacvik IGT ve vyuce

Na zdkladé nasich zkuSenosti z vyuky jsou naSe doporuceni pro zlepSeni vykonu
u dovednosti IGT nasledujici:

e V pripravé kandidati na tuto dovednost se ndm osvédcilo zaradit procvicova-
ni otdzek na IGT do pevného rdmce vyuky. Pfi planovani tydenniho rozvrhu
vétSinou tridni ucitel vénuje této dovednosti minimalné jednu hodinu denné.
IGT mizZeme nacvicovat jiz od prvniho tydne vyuky, kdy kurzanti ziskavaji po-
tirebné gramatické znalosti k tvoreni otazek. Z pocatku se samoziejmé musime
omezit na jednoduché otazky v piitomném ¢ase typu: Etes-vous marié(e)? Avez-
vous des enfants? Avez-vous des freres et soeurs? (Jste Zenaty/vdand? Mdte déti?
Mdte sourozence?)

¢ V prvnich dnech kurzu se snazime studentlim tuto aktivitu zjednodusit tim, Ze
jejich formulované a spravné vytvorené otazky zapisujeme na tabuli. Dale je
instruujeme, aby si vSechny odpovédi peclivé zapsali, a konecné je vyzyvame,
aby jednotlivé sdélovali zjisténé informace. V zacatcich nacviku je také treba,
aby kurzanti kladli otazky uciteli. Ten jim totiZ dava okamzitou zpétnou vazbu
o spravnosti otazek a rovnéz zarucuje odpovédi bez chyb.

¢ Zdatnéj$Sim studentim (asi v poloviné kurzu) jiz otdzky na tabuli nepiSeme.
Musi si je jiZ zapamatovat stejné jako u pozdéjsi zkousky. Jako aktivitu na-
vic miZeme studentiim zadat praci ve dvojici, kdy si vzajemné kladou otazky
a nakonec sdéli vyucujicimu, co od svého kolegy na dané téma zjistili. BEhem
této aktivity je prospésné, aby vyucujici konverzaci monitoroval a opravoval
pripadné chyby.

Tato opatieni studentiim ve vétSiné pripadi vyrazné pomohla se Gspésné na IGT
pripravit.

1.1.2 Role play

7 vz

Vedle IGT se studenti vétSinou obavaji druhé cCasti mluvené zkousky, tzv. role-
play / jeu de role. Zde existuje opét nékolik faktort, které mohou zhorsit vykon.
Jsou to predevsim piirozeny stud a nedostatek predstavivosti.

Hrani rtiznych roli vyZaduje totiZ urcité herecké schopnosti a uméni improvizovat.
NemiiZzeme po posluchacdich pozadovat, aby uméli vSe najednou. Nékterli studenti
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nedokazou prekonat ostych a do dané role se vzit. Jak uvadi Jan Pricha (2013),
posluchaci, ktefi maji velky ostych komunikovat, dosahuji pti zkouskach nizsich
vysledkl. Ackoli je to znamy jev, v Ceském edukacnim prostiedi dosud zkouman
nebyl. Z naSich zkuSenosti vSak existuje uzky vztah mezi ucitelem a klimatem ve
skupiné a zprostiedkované tedy i ochotou posluchaéti komunikovat. Cim lepsi jsou
ucitelovy dovednosti vytvorit ve skupiné ptijemné klima, tim snadnéji se poslu-
cha¢ do komunikace zapojuje. Suportivni (vstficné, podptirné) klima ve skupiné
respektujici vSechny ucastniky motivuje posluchace k vyssi aktivité a vyssimu pro-
zitku jazykového sebevédomi, projevujictho se pozdéji pozitivné u zkousky.

Doporuceni pro nacvik role-play ve vyuce

Role-play (jeu de rodle) je jednim z efektivnich zpiisobq, jak ve tfidé procvicovat
nauceny jazyk. Dle nasich zkuSenosti existuje nékolik faktoru, které efektivitu této
aktivity ovliviiuji.

Vybér situace (role) a kontextu

Ucitel by mél volit situace, které jsou redlné a studentlim blizké. NaSe zkusSenost
je takova, ze ¢im pravdépodobnéjsi role jsou, tim vice se studenti s roli ztotozni.

Znalost cilového jazyka

Pfed procvicovanim dialogl je samoziejmé zapotiebi studenty diikladné ,vybavit”
potiebnou jazykovou znalosti. Nejdrive je nutné naucit studenty ovladat danou
slovni zasobu. Poté se zamérujeme na procvi¢ovani uzitecnych frazi. Je dilezité za-
psat vSechny dilezité fraze na tabuli a pomoci zautomatizovani zafixovat spravnou
vyslovnost. Dale studentiim poustime poslechy zamérené na dané situace. Jakmile
si studenti osvoji vSe potfebné, miGzeme s aktivitou role-play zacit.

Pomoc ucitele v prubéhu role-play

Zatimco studenti pracuji ve dvojicich ¢i skupinkach, ucitel monitoruje tiidu, opra-
vuje chyby a funguje jako tzv.,chodici slovnik“ Navzdory dikladné pripravé se
totiZz témér vzdy studentlim stava, Ze se zastavi na neznalosti konkrétniho vyra-
zu Ci spojeni. Aktivni a okamzitd pomoc ze strany vyucujicitho je nutna zejména
u zacatecnickych skupin. V pokrocilejsich skupinach si vétsina studentl v pripadé
nouze dokaze pomoci sama, maji-li k dispozici slovnik.

Zpétna vazba

Existuje vice zplisobt, jak studentlim poskytnout zpétnou vazbu po ukonceni role-
play. Pokud mame dostatek ¢asu, mizeme jednotlivé dvojice/skupiny vyzvat, aby

Informativni ¢lanek / Exploratory Article 109



prezentovaly svij dialog pred celou tridou. Dalsi moznosti je spole¢na debata o ja-
zykovych prekazkach a problémech, které studenty potkaly.

v

Atmosféra ve tridé

Pro kvalitni vyuku jazyka vSeobecné je dulezité, aby kandidati neméli strach se
projevit. Kazdy ucitel jazyka by se tudiz mél snazit vytvorit ve své tridé pratelskou
atmosféru, ve které se kandidati citi prijemné a bezpecné. Studenty povzbuzuje-
me, aby mluvili co nejvic a nebdli se chyb. Chyby opravujeme, ale nevyzdvihuje-
me. V hodinach, kdy nacvicujeme role-play, studentim zdlraznujeme, Ze se jedna
o hru, kdy nemusi mluvit sami za sebe, ale naopak se mohou vzit do role nékoho
jiného.

Stifidani dvojic/skupin

Dvojice/skupiny studentli je vhodné obménovat. Timto zplGsobem jim miZeme
pomoci zvyknout si na interakci s riznymi mluvéimi. Z naSich zkuSenosti neni
moc dobré ponechat rozdéleni dvojic na studentech samotnych. Daleko lep$im
reSenim je, kdyZ o dvojicich rozhodne ucitel. K tomuto tucelu se ndm osvédcila
napr. tato znama aktivita: kurzantim rozdame listecky, na kterych je francouzsky
vyraz, ktery dava vyznam jen ve spojeni s druhym vyrazem. Tento druhy vyraz
vSak obdrzi zase jiny student. Studenti tedy korzuji po tfidé a poté, co najdou
druhou ,polovicku®, se mohou pustit do konverzace.

1.1.3 Predstaveni kandidata

Predstaveni kandidata povazuji studenti zpravidla za nejsnadnéj$i ¢ast ustni
zkousky. I proto je zarazena na jejim zacatku. Tento ivod se kandidat zpravidla
nau¢i nazpamét. V nékolika prvnich vétach se tak zkoncentruje a poté je jiz pfi-
praven odpovidat na jednoduché otazky z osobniho a profesniho Zivota.

DileZitou schopnosti pro zvladnuti zkousky je uméni zjednodusovat. Studenti maji
obvykle snahu vyjadrit myslenku v cizim jazyce stejné, jako by to udélali v jazyce
matefském. To ale ve vétSiné pripadl u tirovné 1-2 jednoduse neni mozZné.

1.2 Pisemny projev

Pri vyuce a hodnoceni pisemného projevu kandidati se v naSich kurzech zameé-
fujeme predevsim na aspekty pravopisné, gramatické, lexikologické a syntaktické.
Nelze Fici jednoznacné, které ¢ini kandidatim nejvétsi obtize, ¢i na které se za-
méfujeme nejdiive a ke kterym se dostavadme aZ pozdéji. VSechny jsou totiZ pro
uspésné zvladnuti zkousky stejné dilezité a kandidati si je musi osvojovat sou-
Casné. Na zakladé nasich zkuSenosti miZeme konstatovat, Ze nejvice se kandidati
potykaji s témi pravopisnymi jevy, které se v jejich matei'ském jazyce na rozdil od
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francouzstiny viibec nevyskytuji (v pripadé francouzstiny jsou to napr. accent gra-
ve, accent aigu, accent circonflexe, cédille, tréma atd.), a odliSnostmi zptisobenymi
rozdily mezi vyslovnosti a psanou formou francouzského jazyka.

V pripadé gramatickych omyld stoji na prvnim misté shody v rodé, at uz u sub-
stantiv ¢i adjektiv, verbalni koncovky ¢i chybné pouzitd posesivni ¢i demonstrativ-
ni zdjmena. V piipadé lexikologické nespravnosti za nejvice zavadéjici povazujeme
uziti anglicisml ¢i nespravny vybér slov. V syntaxi plsobi kandidatim nejvétsi
problém slovosled, chybné uzité spojky (comme, parce que), ¢i chybna interpunk-
ce odlisna od Cestiny. Rovnéz se setkavame casto s tendenci tzv. ,otrockého pie-
kladu“, kdy kandidati neptekladaji myslenky, nybrZz jednotliva slova. I tomuto je
tieba je naucit a podobnych postupt se vyvarovat.

Z hlediska obsahu pfi skladani zkousek podle NATO STANAG 6001 v pisemném
projevu kandidat na droveinn 1 umi vyjadrit bezprostiredni osobni potfeby, napti-
klad vyhotovit seznam, napsat kratké poznamkKy, pohlednici, kratky osobni dopis,
zvladne zapsat telefonicky vzkaz, pozvani, umi také vyplnit formular a zZadost.

Kandidat v pisemném projevu na uroveil 2 zvlada jednoduchou osobni a béZnou
pracovni korespondenci, tj. dopisy, stru¢nad hlaseni, zpravy a zapisy. Umi uvadét
fakta, davat instrukce, popisovat osoby, mista a véci; vypravét o pritomnych, minu-
lych a budoucich ¢innostech, a to v jednoduchych ucelenych pasazich. V pisemném
projevu tedy postupujeme od zaznamenavani nejjednodussich vzkazi, a to jiz od

vvvvvv

je napt. administrativni dopis, Zadost apod.

1.3 Problematika hodnoceni produktivnich dovednosti

Jak uvadi Katefina Vlasdkova (2007), hlavni nevyhoda hodnoceni produktivnich
dovednosti spociva v subjektivnim hodnoceni vykonu pfi dstnim projevu a spra-
vedlivé hodnoceni u pisemného projevu. To miize byt ponékud problematické, a to
z nékolika divodd. Kandidat mlze spravné splnit tkol jen v piipadé, Ze porozu-
mi zadani. U psani miZeme hovorit o tfech moznych metodach hodnoceni. Prvni
predstavuje mechanicka presnost, tj. vSechny chyby v gramatice, pravopisu i inter-
punkci. Nevyhodou je, Ze znevyhodnuje ctizadostivé kandidaty, ktefi se snazi po-
uzivat slozitéjsi jazyk, a vlastné pomaha kandidatim, kteri vytvori snazsi a kratsi
text. Druhou moznou metodu piedstavuje analytické hodnoceni podle piesné sta-
novenych kritérii gramatickych, pravopisnych, lexikalnich atd. Posledni metodou je
holistické hodnoceni, zaloZené na celkovém dojmu, tedy na zakladé povSechnych,
obecnych kritérii. Zejména v tomto pripadé je zdhodno vyuZit hodnoceni dvéma
Ci vice examinatory a ani v tomto pripadé subjektivitu neni mozné zcela vyloucit.
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Mnohé faktory maji prirozené na uspésnost absolventli mimotradny vliv. Jsou to
nepretrzity profesni rozvoj, evaluace a zdokonalovani kurzt, aktivni vyucovaci me-
tody ¢i informativni zpétna vazba.

Zavér

Jak vyplyva ze statistickych Udaji zaznamenanych studijnim oddélenim CJV
k 31.12.2015, mizeme konstatovat, Ze pocet prezkouSenych kandidati z fran-
couzského jazyka stoupa (s vyjimkou malého zakolisani v roce 2015) a stejné tak
stoupa pocet kandidatd, ktefi v jednotlivych dovednostech u zkousky podle NATO
STANAG 6001 uspéli. I kdyZ produktivni dovednosti patii, jak uz bylo v naSem vy-
zkumu feceno, v ramci komplexni jazykové zkousky k tém obtiZnéjSim, tspéSnost
kandidati v téchto dovednostech vzrista. Pokud bychom méli porovnat Gspésnost
kandidatd v psané a mluvené c¢asti zkousky z francouzského jazyka, dovednost
psani zistava stale tou nejobtiznéjs$i ¢asti zkousky a jejimu nacviku je potieba
béhem pripravy kandidatd na zkousku podle NATO STANAG 6001 vénovat stalou
a dostatecnou pozornost.
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Obr. 1: Celkovy pocet prezkousenych kandiddti ACR v letech 2011-2015 ze viech trovni ve francouzském
Jjazyce bez ohledu na uspésnost

Zdroj: Statistické udaje zaznamenané studijnim oddélenim CJV k 31. 12. 2015
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Obr. 2: Celkovy pocet prezkousenych kandiddtii ACR v letech 2011-2015, ktefi v jednotlivych dovednostech
uspéli

Zdroj: Statistické udaje zaznamenané studijnim oddélenim CJV k 31. 12. 2015
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Obr. 3: Celkovy pocet prezkousenych kandiddti ACR v letech 2011-2015 a jejich tispésnost v jednotlivych
dovednostech u SLP 1
Zdroj: Statistické udaje zaznamenané studijnim oddélenim CJV k 31. 12. 2015
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Obr. 4: Celkovy pocet prezkousenych kandiddti ACR v letech 2011-2015 a jejich tspésnost v jednotlivych
dovednostech u SLP 2
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Assessing students’ needs in English language
teaching

Krystyna Heinz, Martina Chylkova

Abstract: The present article is based on the analysis of the data gathered in a questionnaire
survey conducted in the selected groups of the 1st year students who began studying English
at School of Business Administration in Karvina in the summer semester of the academic year
2015-2016. The goal of the study is to detect students’ needs and requirements concerning
their foreign language (FL) study at SBA in Karvina. The data collection was carried out by
distributing questionnaires to respondents and evaluating them. Evaluation of the answers
has shown that a discrepancy exists between students’ awareness of what their command of
English should be and what their future employers would expect and their lack of motivation.

Key words: Business English, communication skills, students’ needs.

Introduction

As Larsen-Friedman (2011) states, in the period of post-modern globalization, the
language and culture teaching field has moved from unity to diversity as language
and culture learners do not present a homogeneous group as in the past. This
situation can be explained by the fact that there are more second language users
of English than there are native speakers, the adoption of English to the status
an international language which is closely related to the mobility of population
around the world in search of jobs or better living conditions, and an increas-
ing number of international students who want to acquire higher education in
English-speaking and other foreign countries. Obviously, language learners also
differ in a number of dimensions as motivation, language aptitude, gender, age,
being monolingual or bilingual, etc.

Another important question to be discussed is related to the education system
and its being prepared for the demands connected with. As Skalkova (2004, p. 4)
lists, there is a tension between the trend of homogenisation of cultures and their
plurality and originality, therefore it is vital to include the topic in education pro-
grammes. Numerous studies have shown that the system of education is inflex-
ible and very often unable to react to the changing conditions in labour market
promptly. This fact is closely connected with introducing key competencies that
are required by the current labour market (Belz, Siegrist, 2001; Lepi¢, Koucky,
2012; Veteska,Tureckiova, 2008; Bobakova, Chylkova, 2014; Heinz, 2012).

Creating an English curriculum at the above-mentioned faculty depends on the
requirements provided by so called specialist departments, for example the de-
partments of economics, finance, marketing and management, which confirms the
fact that teaching foreign languages is perceived as a service. Consequently, the
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role of English teachers is to design the curriculum involving skills related to
reading specialist texts, their comprehension and mastering business terminology
(Quantanila, 2011).

This situation shows a discrepancy between the above-mentioned requirements
and the application of current new trends in teaching business communication.
Moreover, it is necessary to take into consideration further factors - the large
numbers of students in language classes and the fact that their level of English
knowledge has been steadily deteriorating. Students’ needs and analysis are often
neglected although it seems to be crucial to put forward a question related to the
students’ expectations and their knowledge acquired during their study at various
types of secondary schools. Students’ needs assessment is related to collection,
synthesis, and interpretation of data about learners that can help the teachers in
matching student needs with the requirements, i.e. the teacher is given necessary
information about how to facilitate the educational experience. This information
will assist teachers in setting learning objectives, selecting appropriate technology,
deciding on curriculum content, and determining strategies for effective learning.
Therefore, it is possible to estimate that the students’ opinions will bring a new
dimension that should be taken into account when designing English syllabi in
the future. It was also possible to acquire interesting data related to the level
of English teaching at respondents’ secondary schools. The goal of the survey is
to conduct a needs analysis of students taking into consideration the changing
demands of labour market and their future employability as well as changing
students’ attitudes to motivation to be educated.

1 Methods

The present article is based on the analysis of the data gathered in a questionnaire
survey conducted in the selected groups of the 1st year students (97) who began
studying English at School of Business Administration in Karvina in the summer
semester of academic year 2015-2016. The reason to conduct the questionnaire
survey was the very low degree of student motivation to learn English and a de-
teriorating level of English towards the end of the English course.

The goal of the research was to carry out an analysis of the acquired data, evaluate
them, and state priorities in students’ expectations towards FL curriculum using
the method of a questionnaire survey. In the first stage, the described research
was based on the study of foreign and home publications. Next we focused on
the analysis and evaluation of the data gathered in our primary questionnaire
research, and finally we compared the gathered data with the current FL syllabi
and listed recommendations for changes.
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Data collecting was conducted at the beginning of the semester using the ques-
tionnaire distributed to 97 students of the first year during the first lesson of
English. The next step was an analysis of the data carried out by the authors.

The first question involves personal data, the second, third and fourth are re-
lated to the languages studied at secondary school and to the acquired level in
English, while the fifth question focuses on opportunities for using English. The
sixth question is aimed at students’ expectations during their study at School of
Business Administration in Karvina while in the seventh question students are
asked to list obstacles preventing them from learning English. The last eighth
question concentrates on the most difficult English language phenomena for Czech
students (grammar, listening, writing, speaking etc.). The students’ answers and
their evaluation should lead to amendment of the English curriculum, however,
this is a time consuming process in the Czech academic setting requiring the
approval of the faculty management.

2 Results

The distributed questionnaire consists of 8 questions (see the supplement) creat-
ed by the authors to get information about respondents’ language background, use
of English in various situations, and especially about their expectations connected
with English during the university study.

Question 1

The questionnaire was filled in by 97 respondents—80 Czechs, 16 Slovaks and
a Pole, 30 males and 67 females with the average age of 20.1.

Among respondents there are 34 graduates (35%) from grammar schools (gym-
nazium), 23 graduates (23.7%) from business schools (obchodni akademie), the
other 40 students (41.2%) come from various types of vocational schools, for
example hotel management and catering and technical schools.

Tab. 1: Students by nationality and gender

Czech | Slovak | Polish Female | Male
Number of students 80 16 1 67 30

Question 2

All the respondents have been learning English since primary school with the
average number of years of 9.5. Only 48 students participated in German courses
with the length of study of 4.6 years, 28 in Russian courses with the length of
study of 3.6 years, 10 in French courses with the length of study of 4.8 years, 7
in Spanish courses with the length of study of 4 years, 2 in Italian courses with
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Fig. 1: Original secondary school of graduation

the length of study of 2.5 years, 2 in Polish courses with the length of study of 16
years, and 2 in Latin courses with the length of study of 1.5 years.

Tab. 2: Languages studied

English | German | Russian | French | Spanish | Italian | Polish | Latin

Number of 97 48 28 10 7 2 2 2
students
Average of 9.5 4.6 3.6 4.8 4 2.5 16 1.5

years studied

Question 3

Question 3 was aimed at the level of final exam in English (maturita) where 57
students state they took the exam at pre-intermediate (B1) level and 25 at inter-
mediate level (B2) while 15 students were not able to define their level of English
exam.

Tab. 3: Level of high-school English final exam

B1 | B2 | Unknown
Number of students | 57 | 25 15

Question 4

Question 4 is related to the final exam results in English. Only 77 students listed
their results—22 excellent, 22 very good, 24 good, and 9 satisfactory marks, which
gives the average of 2.26. Data of 20 students is missing.
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Tab. 4: Final exam results

Excellent | Verygood | Good | Satisfactory
Number of students 22 22 24 9

Question 5

Answers to question 5 provide information about opportunities of using English
by respondents during last 4 years. Communication at school is reported by 80
students, watching films and listening to the radio in English by 67 respondents,
searching information on the Internet by 58 students, travelling by 47 students,
communication with friends abroad by 38 students, and reading books, papers
and magazines in English by 25 respondents. Seven students listed other oppor-
tunities, for example summer jobs abroad and computer games.

Tab. 5: Opportunities of using English

Com. at Films Info on the . Friends .
school and radio Internet Travelling in abroad Reading | Other
Numberof | g4 67 58 47 38 25 7
students
Question 6

In answers to question 6 respondents revealed their expectations related to the
study of English at School of Business Administration in Karvina. Majority of
students would appreciate developing speaking skills (84), expanding vocabulary
(76), and acquiring skills in reading comprehension (59), writing (52), and devel-
oping skills related to specific communication situations, like meeting, negotiat-
ing, job interview, etc. (55). A lower number of respondents expect developing
grammar skills (49), developing listening skills (47), information about culture
specifics significant for business communication (26), and information about En-
glish speaking countries and their cultures (18).

Tab. 6: English language skills desired by students

. ) - Specific T .
Speaking | Vocabulary | Reading | Writing situations Grammar | Listening | Business | Culture
Number of| g, 76 59 | 52 55 49 47 26 18
students
Question 7

In the seventh question students are asked to list obstacles preventing them from
learning English. The largest number of respondents reported lack of talent (52)
and laziness (35), incompetent teachers (30), and lack of motivation (27). A small
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number of students (12) list shortage of opportunities to communicate in English
and only 2 students report other reasons, for example dyslexia.

Tab. 7: The obstacles in studying English language

Lack of
Shortage . Incompetent Lack of i
of talent Laziness teachers motivation opportunities | Other
to com.
Number of students 52 35 30 27 12 2

Question 8

Question 8 concentrates on the most difficult English language phenomena in
respondents’ opinions. Majority of them consider English tenses in grammar the
most difficult grammar phenomenon (50). The other answers are related to skills,
for example speaking (36), listening (22), writing (7), reading (4), and translation
(3). Only 21 students perceive vocabulary as a problem.

Tab. 8: The most difficult English language phenomena

Tenses | Speaking | Listening | Writing | Reading | Translation | Vocabulary

Number of

students 50 36 22 7 4 3 21

3 Evaluation
The authors have submitted the following hypotheses:

H1: students have been learning English for more than 10 years, but are still on
pre-intermediate level

H2: they are mostly graduates from secondary vocational schools

H3: they use English mainly for communicating at school and on the Internet

H4: they have numerous problems, especially with grammar phenomena

H5: they expect developing their skills in the area of speaking mostly

H6: they are not properly motivated.

H1 has been almost confirmed as respondents have been learning English since
primary school with the average number of years of 9.5 compared to our esti-
mation of more than 10 years. In accordance with the secondary school curricula
studying the German language, which seems to be very popular in the Czech Re-
public, takes on average less than 5 years. However, the results have also proved
that there is a big variety of foreign languages offered to secondary school stu-
dents, for example Russian, French, Spanish, Italian, Polish, and even Latin. As
far as their level of English is concerned, this topic will be developed in another
article.
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H2 related to the number of graduates from secondary vocational schools has
been confirmed too because more than 41% of students involved in the survey
attended the mentioned type of secondary school. However, it is interesting that
the group of questioned students also comprises about 35% of graduates coming
from grammar schools, which is a higher number than we expected.

In H3 about using English in everyday life the answers correspond to our estima-
tion as 80 students state that communication at school, watching English films and
searching for information on the Internet are the most frequent activities where
English is required. The number of students who state that they need English for
travelling is high, which gives evidence about increasing mobility of young people.

H4 focuses on estimated students’ problems with difficult phenomena in the En-
glish language. The majority of them consider English tenses in grammar the most
complicated grammar phenomenon, which is in accordance with our expectations,
but students also list problems with speaking, listening, and other phenomena.

In the answers related to H5 students state that speaking should be especially
developed, which corresponds to our estimation, but they also list expanding vo-
cabulary, acquiring skills in reading comprehension and writing. It is surprising
that students also expect developing skills related to specific communication sit-
uations, like meeting, negotiating, job interview, etc. A big number of students is
also interested in intercultural issues.

In H6 we estimated that students do not have proper motivation, which has been
confirmed only partly, as students list other important obstacles preventing them
from learning English, especially lack of their talent and laziness. It is surprising
that a high number of students express opinions that incompetent teachers are
one of the obstacles.

4 Discussion

As mentioned above using foreign languages belongs to the key competencies of
an employee on our globalized market. Syllabi at School of Business Adminis-
tration in Karvina (SBA) have implemented a lot of changes and improvements
to reflect all the requirements both of the market and the European Union and
have been aiming to provide the students with adequate knowledge in accordance
with their future profession. It means using the Common European Framework of
Reference for Languages (CEFR) that students obtain B2 level in business com-
munication after completing their 4-semestr programme in a FL at SBA.

The research has proved that students are perfectly aware of the necessity being
educated not only in their degree specialization but to be able to react in specific
situations in business environment using FL and various language skills—writing,
grammar, speaking and listening. Despite this some disparities have occurred.
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Nevertheless, they have been taught in FL for almost a decade and have passed
the B1/B2 Maturita exam, yet they still do not feel confident in the grammar and
other language skills which are expected from the independent user they should
be. Study at SBA should implement the professional part of their FL knowledge
using mostly new business vocabulary and situations. Nevertheless, it is not as
straightforward as it is expected to be.

It seems to us that the following disparity exists between students’ awareness of
the necessity being educated in a FL in specific communication and their not hav-
ing proper motivation for studying a FL. There are exceptions which are proved
by their Maturita exam results or vice versa. However, this trend can be also
noticed in not having enough willingness to take part in Erasmus+ programmes
even if the number of interested students is increasing. In our opinion, lacking
sufficient motivation can be a serious matter and challenge at the same time,
and not only for teachers but also for those who expect knowledge from their
employees. Employers should be more specific and demanding in their requests
for FL knowledge applying CEFR classification to motivate applicants. Stating that
they expect passive or active FL knowledge is not satisfactory and motivating at
the same time. It is obvious that ability to speak another FL is becoming more
and more desirable but employers advertise that applicants with FL knowledge
except for English can have this as an advantage. We reckon that on the other
side it could be difficult to find applicants to meet their requirements.

The following disparity can occur between passive knowledge of FL, proved by
the research in the necessity to develop speaking skills, and the demand for active
knowledge stated by future employers and required at job interviews even if it is
not mentioned in the requirements. There is still one remark to be made about
the position of FL in a study programme at SBA when it is difficult to implement
more lessons with the necessity to be educated in other subjects related with
students’ degree specialization and with a large number of students in classes as
was mentioned above.

Conclusion

The aim of the article was to detect students’ needs and requirements concerning
their FL study at SBA in Karvina to be able to implement them in FL syllabi and to
reflect the current needs of European market and higher chances for their employ-
ability. The presented article was based on the analysis of the data gathered in
a questionnaire survey conducted in the selected groups of the 1st year students
(97) who begin studying English at School of Business Administration in Karvina
in the summer semester of the academic year 2015-2016.

The submitted hypotheses have been confirmed or partly confirmed. Students are
perfectly aware of the necessity to improve their FL. knowledge, including their
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speaking skills and proficiency in grammar, but we have to admit the big differ-
ences among students and their knowledge and attitude to the FL curriculum. As
indicated in table 6, the most required and desired skills involve speaking (87%),
vocabulary (78%), reading (61%) and grammar (51%). The percentages related
to speaking and vocabulary are understandable while the percentage listed about
business issues is surprising (27%) as students attend an economic school and
is not in accordance with the market demand, what a small number of students
is aware of. Moreover, the knowledge of grammar should be basically acquired in
basic and secondary schools. The lack of motivation (28%) and laziness (36%)are
stated as the most important obstacles preventing students from learning English.

Unfortunately, the survey results have illustrated a pessimistic view of the system
related to English teaching in the Czech Republic. The survey has shown the con-
sequences of an inadequate approach to English language skills development in
primary and secondary schools, a negative impact of specialist departments relat-
ed to the English curriculum design being limited mainly to business vocabulary,
and a low level of students’ motivation probably caused partly by the specifics of
the region—a high rate of unemployment. Our findings seem to be in accordance
with the views presented in literature and have proved that the Czech education
system in the area of ELT is not adequately prepared for challenges in the 21st
century.

Supplement
Questionnaire

for 1st year students of English at SBA Karvina

1. Nationality Sex Age

Secondary school, name and place
2. What languages have you been learning and how long since primary school?
Language_ Number of years
3. What is the level of your Maturita exam?
B1 pre-intermediate
B2 intermediate
4. What was your Maturita exam result?
Excellent
Very good
Good
Satisfactory
Failed
5. What opportunities have you used English for during last 4 years?
Communication at school
Searching information on the Internet
Travelling
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Watching films and listening to the radio
Reading books, newspapers and magazines
Communication with friends abroad
Others___

6. What do you expect from your study of English at SBA?
Developing speaking skills
Developing writing skills
Developing reading skills
Developing listening skills
Developing grammar skills
Expanding vocabulary
Information about English speaking countries and their cultures
Information about culture specifics significant for business communication

Developing skills related to specific communication situations, like meeting, negotiating, job inter-
view, etc.

Others

7. What obstacles can prevent you from learning English?
Shortage of opportunities to communicate in FL
Lack of motivation
Shortage of talent
Laziness
Incompetent teachers
Others_

8. What are the most difficult English language phenomena? List three.
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Videokonference a principy zdvorilosti
Alena Hradilova

Abstrakt: Clanek se zabyva malou p¥ipadovou studii zaloZenou na rozboru korpusu nahravek
z videokonferen¢niho kurzu uréeného pro studenty pravnické angli¢tiny Masarykovy univer-
zity a University of Helsinki. Korpus byl analyzovan s ohledem na nedostate¢né dodrzovani
Griceovych principi kooperace a Leechovych zdvorilostnich maximd. Byly oznaceny situace,
které mohou vést k problémim v komunikaci mezi studenty v pribéhu videokonferen¢nich
seminaii a tyto situace byly posléze rozdéleny do oblasti dle typického poruseni vyse zminé-
nych pravidel. Cilem ¢lanku je navrhnout, pro¢ a jak by mély byt materidly videokonferenéniho
kurzu obohaceny o cviceni a metody, které studentiim pomohou pochopit a procvicit doved-
nosti a jazykové prostiredky tak, aby bylo mozné podobnym problematickym situacim, které
vychazeji z poruseni principti kooperace a zdvorilostnich maximi predchazet, ¢i je alespoii
ucinné resit.

Kli¢ova slova: videokonference, zdvorilostni principy, principy kooperace, pragmaticka rovi-
na jazyka

Uvod

Videokonference jsou jako obohaceni vyuky jazykd na Centru jazykového vzdé-
lavani Masarykovy univerzity zarazovany do jazykovych kurzl jiz vice nez deset
let. Na rozdil od vétSinového chapani videokonferencni vyuky ve svété jako formy
individualni vyuky, kde student komunikuje se svym protéjSkem sam ze svého
pocitace (Anastasiades 2010, Hopper 2014), se v naSem kontextu jedna o semi-
nare ¢i celé kurzy, které jsou vypsané spolené na dvou geograficky vzdalenych
univerzitach a studenti téchto kurzi se pravidelné hromadné setkavaji ve virtualni
uebné. V readlném case jsou tak ve své videokonferencni mistnosti na kazdé ze
stran fyzicky pritomni studenti dané univerzity a své protéjsky potkavaji na vel-
kém platné ¢i obrazovce pied sebou. Mohou takto hovotit a spolupracovat jak ve
své semindrni skupiné, kde jsou vSichni fyzicky pfitomni, tak i se skupinou cizinci
na platné. Tato virtudlni navstéva ze zahranic¢i jim dopliiuje jejich jinak vétSinou
monolingvni seminarni skupinu o studenty - cizince a ¢ini tak celou interakci
v cizim jazyce naprosto autentickou.

Tym uciteld z CJV nejdfive spolecné s kolegy z Aberystwyth University ve Velké
Britanii s tématem experimentoval a posléze vyvinul pro ucitele jazykl a jejich
studenty nékolik metodickych a praktickych prirucek, které studenty i ucitele pti-
pravuji na tento inovativni styl vyuky jazykd (viz projekt Invite 2006-2008, Mor-
gan 2008, Stépének a Hradilova 2008, Hradilova, Chovancova a Vincent 2012).
Materialy reflektuji jak vysledky analyzy potfeb studentli v oblasti autentické ko-
munikace, nacviku mékkych dovednosti a péstovani chapani interkulturnich do-
vednosti, tak potifeby trhu prace ve smyslu tolik Zddaného rozvoje takzvanych

Empirical Study / Empiricka studie 127



dovednosti pro zivot. Tyto vysledky byly prejaty i jinymi evropskymi univerzitami
(viz Denksteinova a Podlaskova 2013).

1 Principy komunikace

Tento ¢lanek si klade za cil predstavit jeden z videokonferencnich kurzt, ktery CJV
MU porada ve spolupraci s University of Helsinki. Jedna se o kurz pro studenty
pravnické anglictiny. V pribéhu ctyr semestrt zde byl vytvoren korpus nahravek
spole¢nych seminaii, ve kterém lze snadno vystopovat zakladni problémy, které
vedou ke komunika¢nim $umilim, brzdi komunikaci, nebo ji dokonce uplné zne-
moznuji. V tomto ¢lanku jsou takovéto situace predstaveny a aplikovany na teorii
Griceova (1991) Principu kooperace a Leechovy (1983) Zdvortilostni maximy. Jed-
na se zde predevsim o pragmatickou rovinu jazyka, kterou studenti jazyka casto
podcenuji. Téma je proto tieba zatadit do sylabti a vytvorit sadu materialt pro je-
ho nacvik v rdmci mezinarodnich videokonferen¢nich kurzi. Studenti maji ziejmé
diky svému odlisSnému kulturnimu prostiedi a rozdilné znalosti jazyka podle Spo-
le¢ného evropského referencniho ramce (SERR) v této oblasti odliSna ocekavani.

Jak jiz bylo zminéno, pragmaticka rovina jazyka ¢ini studentim problémy piede-
vS$im v souvislosti s dostateCnym aparatem pro vyjadieni zdvorilosti a s plynulosti
komunikace. Z tohoto divodu nenf jisté na $kodu vratit se ke Griceovu Principu
kooperace (zdkladni maximy kvality - nefikdme nic, o ¢em si myslime, Ze to neni
pravda; kvantity - podavame dostatek informaci a nepodavame prili§ mnoho in-
formaci; relevance - podavame jen relevantni informace; a zptisobu - jsme stru¢ni
a vyhybame se mnohoznacnost!') a pouZit ho jako vychodiska k analyze naleze-
nych problematickych situaci. Vzhledem k zasadam zdvorilostnim je potom treba
jit dale do hloubky. Jak Grice pripoming, je tieba mit na paméti dal$i principy
komunikace, feceno jeho slovy ,rdzné druhy jinych maximd (svym zaloZenim es-
tetickych, spolecenskych nebo moralnich), jako naptiklad ,Bud’ zdvorily (...)*“ Grice
(1991: 28) [mdj preklad]. Zaroven je jeho skala dobre doplnéna Leechovymi Ma-
ximy zdvoftilostnich princip@i (takt, $tédrost, uznani, skromnost, souhlas a iéast?).
Tyto principy pomohou studentim odhalit dtlezitou Zivotni dovednost: ,vyresit
problém: vzhledem k tomu, Ze chci dosahnout ve védomi svého posluchace toho
a toho, jaky je nejlepsi zplisob dosazeni tohoto cile jazykovymi prostredky?“ Leech
(1983: X) [mdj preklad].

Ze zkuSenosti i z vyzkumu (napr. Suszczynska 1999) vime, Ze si studenti Casto
mysli, Ze jsou dostatecné zdvorili a nejsou si védomi porusovani principu zdvoii-
losti. Zde, dle Suszczyniské, zasahuji do jejich jazykového mysleni jazykové vzorce
z jejich matetského jazyka. Jako nejvétsi problém se jevi predevsim spravna mira
formalnosti a pfimosti promluv. Dle Wierzbické (1991, 1985) je tento problém

1 Maxims of Quality, Quantity, Relevance and Manner

2 Maxims of Tact, Generosity, Approbation, Modesty, Agreement and Sympathy
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patrny predevsim u Zadosti a kladeni pozadavki. Suszczynska pak ve své detailni
analyze, kterd porovnava strategie rodilych mluvcich anglictiny, polstiny a madar-
Stiny, potvrzuje, Ze zatimco se anglo-americka kultura vyhyba konfrontaci, rodili
mluv¢i polStiny a madarstiny se piimé konfrontaci nevyhybaji a ,jejich nazory
a emoce, vCetné téch negativnich, mohou byt silné vyjadfeny, i kdyZz jsou pro
druhou stranu zranujici“ [mdj preklad]. Pfedpokladam, Ze tyto zavéry mohou byt
vztazeny i na Ceské mluvci, nebot koresponduji s vysledky této drobné analyzy
korpusu videi z jazykového videokonferen¢niho kurzu.

2 Metoda

Tato drobna pripadova studie je zaloZena na korpusu sestavajiciho z videozazna-
mu z videokonferencnich seminart v celkové délce 24 hodin, ktery byl shromaz-
dén v pribéhu ¢tyf semestri. V kurzu se za tu dobu vystiidaly ¢tyri skupiny, kdy
kazda sestavala z priblizné dvaceti studentt ceské, slovenské a finské narodnosti.
Dohromady se jednalo o 78 studentt, z nichZ 43 se videokonferenci ucastnili na
Ceské strané a 35 na strané finské.

Tato videa byla shlédnuta a mista, ktera vykazovala problém v komunikaci (tj. ko-
munikace byla pomalejsi a vyzadovala néjaky zasah, objastovani ¢i vyjednavani,
ptipadné byla Uplné znemoznéna) byla identifikovdna a byl k nim poftizen tran-
skript. Nasledné byly tyto situace analyzovany podle vySe zminéné taxonomie Gri-
ceovych a Leechovych maximi a rozdéleny do skupin problému podle toho, ktery
z maximi byl poruSen, a zda poruseni toho kterého z maximi vedlo k problema-
tické komunikacni situaci. Tyto vysledky byly posléze aplikovany na videokonfe-
ren¢ni metodiku a byla vytvofena sada cviCeni zaloZzenych na redlnych situacich
z korpusu nahravek. Tato cvi¢eni maji za ticel studenty na podobné situace pfti-
pravit a naucit je mékkym dovednostem, které jim pomohou efektivné obdobné
situace FeSit a pristupovat ke komunikaci s otevienou mysli a respektem ke svému
jinokulturnimu protéjsku.

3 Vysledky analyzy

Videozaznamy z korpusu naznacuji, Ze studenti pristupuji k mnoha komunika¢nim
situacim jinak, nez by bylo oc¢ekavano od rodilého mluvciho anglic¢tiny (jedna se
0 vySe popsanou pragmatickou rovinu jazyka). Tohoto problému si vSimaji samo-
ziejmé i bézni obcané nasi zatim sjednocené Evropy. Doughty (2012) si vSima
vlivu rodného jazyka na jednani polskych pristéhovalcti v Anglii, které je Angli¢any
vnimano v mnoha ohledech jako obhroublé. Takovéto populdrni novinové clanky
poukazuji na absenci vzajemného pochopeni pristéhovalcti a Anglicand, kde pfti-
stéhovalci nenapliuji ocekavani posluchact - rodilych mluvcich a Angli¢ané si, na
druhou stranu, neuvédomuji, Ze malo zdvorila a prili§ pfima vyjadieni pristého-
valcli nemuseji souviset s jejich nedostateénym vychovanim. Casto se totiZ jedna
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pouze o uplatnovani a doslovné prekladani dostatecné zdvorilych frazi z matersti-
ny (viz nazev clanku ,Ztraceno v prekladu®).

Tento problém tedy samoziejmé neni Cisté otazkou videokonferencnich spojeni,
ale jevi se jako problém obecny. V nasi ptipadové studii absentuji rodili mluvci
anglického jazyka, ktefi by na méné zdvorilé promluvy svych protéjskid mohli byt
ktefi ovladaji jazyk na urovni C1 dle SERR se jiz principy anglické zdvorilosti ridi.
Takovi studenti potom jiz v naSem Kkorpusu projevuji nespokojenost s vyjadirova-
nim svych méné zdvorilych spoluzaki (viz napt. Oblast 2 déle v textu), coZ neni
nijak prekvapivé vzhledem k tomu, Ze SERR vyZaduje jistou davku téchto doved-
nosti dokonce jiZ na trovni B2 (dokaze hovoftit s rodilym mluvéim bez toho, aby
ho bezdé¢né pobavil ¢i popudil®). Ur¢itd mira zdvorilosti je jisté diileZitou soucas-
ti takové promluvy. Videokonferencni forma vyuky dava takovymto problémidm
moznost vyniknout uz z toho divodu, Ze prirozena plynulost konverzace je naru-
Sena omezenimi, kterd jsou zplisobena technologii (napfiklad drobnym zpozdénim
v pfrenosu zvuku; potfebou ¢ekani na kameru, pokud je priblizen do zabéru jiny
student; vstoupeni do konverzace osobou mimo zabér kamery; jiné vnimani reci
téla svého protéjsku dle kvality obrazu na platné atd.) Je proto velmi dilezité,
aby nasi studenti, ktefi jsou vétSinové na urovni B2-C1, byli na principy vedouci
k dspésné komunikaci v cizim jazyce upozornovani a vénovali jim p¥i dal$im stu-
diu pozornost. Tim si mohou dale péstovat potiebnou turoven pragmatické roviny
jazyka.

Pri tridéni problematickych komunikacnich situaci a jejich posuzovani podle Gri-
ceovych a Leechovych maximi byly situace nejdrive analyzovany podle poruse-
nych maxima a jejich priklady byly rozdéleny do 11 kategorii podle nalezeného
problému (Hradilova 2016). Tato kategorizace se vSak ukazala jako tézko uchopi-
telnd a priliS podrobna a byla proto zjednodusSena na ndsledujicich sedm oblasti.
Pfi této svym rozsahem malé analyze byla identifikovana poruseni nasledujicich
maximi:

Griceovy maximy: kvalita, kvantita, relevance a zptlisob
Leechovy maximy: takt a ucast

NiZe jsou uvedeny oblasti, které ilustruji situace ¢i mnoziny situaci, které vedly ke
komunikaénimu problému.

1. Strategie v obcanskopravnich sporech. Zde byly nejcastéji poruSovany maximy
kvantity (tj. promluva ma byt dostate¢né bohata na informace, na druhou stra-

3 CEFR: Interaction Spoken, Conversation, B2: Can sustain relationships with native speakers without
unintentionally amusing or irritating them or requiring them to behave other than they would with a native
speaker.
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nu, promluva nema obsahovat vice informaci, nez je tfeba), taktu (pouZivej-
te zdvorilejsi jazykové struktury, predevsim za pomoci neprimych vyjadreni),
Ucasti (projevte svou ucast vici posluchaci a zaroven se vyhnéte antipatiim
mezi sebou a posluchacem).

Soucasti vyjednavani v ramci ob¢ansko-pravnich spori ma byt vzdy vybér stra-
tegii, které umoziuji vyjadrent jisté miry empatie. Studenti jak na ceské, tak na
finské strané se velmi casto vyjadiovali budto prili§ strucné bez potrebného
meta-jazyka, ktery by vyjadioval jejich postoj k druhé strané, nebo méli pripra-
vené dlouhé promluvy, které bylo tézké sledovat a udrzet pozornost. Navic si
nékteii z nich neuvédomovali, Ze by méli hovofrit spiSe vice nez méné zdvorile
a za timto Ucelem pouzivat predevSim nepiimé jazykové prostiedky, protoze
primost je v anglictiné povazZovana za projev nadfazenosti a nezdvorilosti. V té-
to souvislosti je potom pro mnohé studenty tézké najit spravnou rovnovahu
a mez mezi vyjadienimi, ktera jsou projevem sebevédomi a sebejistoty mluv-
¢tho a témi, kterd jiz znéji arogantné.

. Nevhodna reakce studenta v urcité roli, vétSinou souvisejici s nedostate¢nou
formalnosti promluvy vici druhé strané a nedostate¢nym projevem respektu
vici druhé strané (typicky svédek vici soudci, soudce viici staitnimu zastupci).
Jsou poruSeny dva maximy, a to maxim kvantity (promluva ma byt dostatec-
né bohata na informace) a maxim ucasti (vyhnéte se antipatiim mezi sebou
a posluchacem).

Jako priklad mlZeme uvést soudce, ktery zareagoval pomérné nevhodné na
otazku statniho zastupce, zda mize ptedvolat dalstho svédka, odpovédi: ,Jak
chcete”. Svou ledabylou odpovédi nepotvrdil, Ze ma soudni fizeni pevné ve
svych rukou. Jeho promluvy by mély obsahovat jasné formalni instrukce. Ta-
to vagni instrukce, ktera ukazuje na nezajem na déni v soudni sini, by také
statnim zastupcem mohla byt vykladana jako jakési pohrdani jeho osobou.

. Nepochopeni otazky a z ni vyplyvajici vagni ¢i irelevantni odpovéd, casto do-
plnéna o problém s formalnosti. Zde nalezneme poruseni hned tii maxim,
a to opét maximu kvantity (promluva ma byt dostate¢né bohatd na informa-
ce) a ucasti (vyhnéte se antipatiim mezi sebou a posluchacem), ke kterym se
v tomto pripadé pridava jeSté maxim relevance (budte relevantni). Lze zde
totiZ nalézt dva zakladni problémy. Za prvé jde o neporozuméni otazce ze stra-
ny posluchace. Student polozi otazku, jeho protéjSek otazce nerozumi, ignoruje
ji, nebo si ji Spatné vylozi. Zde je poruSen maxim relevance. Takovym situacim
se zfejmé nelze vyhnout, 1ze vSak studenty pfipravit na jejich vhodné reSeni.
Za druhé se problém casto kombinuje s pfili§ neformdlni, stru¢nou odpovédi
(poruseni maximu kvantity a ucasti), ktera ¢asto prameni z nervozity studenta,
ktery ne zcela rozumi svému protéjsku. Prvni problém vede k nesmysIné odpo-
védi, druhy k vybéru prili§ stru¢ného a velmi neformalniho vyraziva. Typickym
piikladem je odpovéd’ ,yeah” jako pokus o odpovéd’ na zjistovaci otdzku, které
posluchac¢ neporozumél.
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4. Odkazovani na etnické minority. Studenti zde porusuji maximy relevance
a Ucasti. Tento problém se opakované objevoval pouze na Ceské strané nasi
semindrni skupiny. Néktefi studenti odkazovali ¢i narazeli na stereotypy, kte-
ré se tykaji jistych etnickych mensin, aniZ by si uvédomovali, Ze jejich finsti
spoluZaci tyto stereotypy jednak nesdileji a jednak podobné nardzky povazuji
za naprosto nepfijatelné.

5. Vymysleni nepravdivych dlikaz. Maxim kvality (nefikejte nic, pro co nemate
dostatecné dikazy, ani nic, o ¢em predpokladate, Ze neni pravda) je zde poru-
Sen v kombinaci s maximem ucasti. Nékdy si studenti rozhodnou v ramci vy-
jednavani ¢i reSeni soudnich sport kreativné vypomoci vymyslenym dlikazem,
ktery jejich pripadu pomuze. Toto obecné nelze povazovat za problém, pokud
s takovym postupem vSichni zticastnéni souhlasi. V opa¢ném pripadé, kde jsou
okolnosti jasné dané a nelze si nic pridat, je podobné jednani povaZovano za
podvodné a prinasi do komunikace nedtivéru, ktera brani jeji plynulosti.

6. Vyjasnovani vyznamu slova. Priklad: an abandoned house. Zde byl porusen
maxim zplsobu (vyhnéte se mnohoznacnosti). Studenti si museli vyjasnit, Ze
zatimco jedna skupina chape toto slovo jako vyraz pro naprosto opustény dim,
druha skupina si ho vykladala jako vyraz pro diim, kde nikdo nebydli, nicméné
je mozné, Ze se v ném obcas nékdo zdrzuje. Jde tedy o sémantickou rovinu
jazyka a studenti si museli své chapani daného vyrazu vzijemné vysvétlit.

7. Predem pripravené promluvy. Poruseni maximu zptisobu (budte struc¢ni). Ve
chvili, kdy si méli studenti predem pripravit néjakou fe¢ ¢i prezentaci, byla zde
vidét jasna tendence k ptipravé pomérné dlouhych promluv, které obzvlasté ve
videokonferenénim prostiedi predstavuji velkou zatéZ pro soustredéni poslu-
chace.

Vysledky lze shrnout nasledujicim zptisobem:

Nejcastéji byl porusen maxim tucasti, a to vzdy v kombinaci s porusenim dalsiho
maximu. NiZe uvedeny mnozinovy graf vyjadruje kombinace poruSeni jednotlivych
maximii v uvedenych typech situaci. Cisla zde odkazuji k danému typu oblasti
(1 az 7) dle jejich popisu vySe. Jednotlivé maximy jsou reprezentovany barevné
odliSenymi mnoZzinami.

Diskuze a zavér

Analyza korpusu videonahravek odhalila, kterym mékkym dovednostem a kterym
rysim pragmatické roviny jazyka bude treba vénovat ve videokonferenc¢nich kur-
zech vétsi pozornost tak, aby bylo mozné predejit, ¢i alespon Gcinné resit komu-
nikacni situace, které by mohly vést ke komplikacim, ¢i dokonce ke znemoznéni
komunikace mezi ucastniky videokonferen¢niho semindafe. Jedna se zde prede-
v8im o zdvorilostni principy v cizim jazyce, uplatiiovani spravnych strategii pti
vyjednavani a chapani principli kooperace pii konverzaci. Vysledky budou nadale
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Obr. 1: Kombinace poruseni maximu dle oblasti identifikovanych problém( v komunikaci

uplatiiovany ve videokonferen¢ni metodice a stanou se soucasti sylabu videokon-
feren¢niho kurzu angli¢tiny pro pravniky.

Oblast 1 a 5 z kapitoly Vysledky odkazuje na principy zdvofrilosti pfedevsim z hle-
diska profesionality studentd v dané roli. Je zde tfeba mit na paméti nejen do-
stateCnou formalnost, ale také potrebu vzajemnych sympatii, taktu a zachovani si
tvare pri jednani se svym protéjskem. Za tcelem procviceni tohoto hlediska lze
kromé obecné pristupnych materidld k tématu vyjednavani pouzit i celou skalu
prikladl z korpusu, kde studenti mohou sami identifikovat, co zptlisobilo problém,
a navrhovat lepsi reSeni dané situace. Dostatecna formalnost a zdvortilost se potom
tahne celym sylabem jako Cervena nit, nebot je k ni nadale odkazovano v souvis-
losti s oblasti ¢. 2, kde studenti dostanou cviceni ve formé piepist replik a posu-
zuji jejich vhodnost viici osobé mluvciho i viici jeho posluchadi.

Oblast 7 se potom s tématem propojuje tim, Ze predem pripravené miniprezenta-
ce studentd, ve kterych si maji za tkol nacvicit stru¢nost a jasnost pii podavani
zasadnich informaci, se tematicky ¢astecné vazou pravé s problematikou mékkych
dovednosti v oblasti vyjednavani, jazyka a pravidel soudniho rizeni, a v neposledni
Fadé pravé také principl zdvorilosti v angli¢tiné. Souvislost oblasti 4 s principy
zdvorilosti nenf také tézké obhdjit a v naSem kontextu ji musi byt vénovana do-
state¢nd pozornost. Téma se zde vaZe na principy interkulturnich dovednosti.

U oblasti ¢islo 3 a 6 je studenty nutné pripravit na feSeni takovych situaci, kdy
svému protéjsku nerozumi, nebo maji podezreni, Ze jejich protéjsek zcela nepo-
rozumél jim samotnym. Jde zde predevSim o dostateCnou vybavu frazemi, které
taktné a zdvorile upozorni na komunikacni problém, aby mohlo byt dosazeno ob-
jasnéni situace, pokud mozno bez ztraty tvare na obou stranach.

Zminéné principy budou v dal$im obdobi zapracovany do béZné dobré praxe vi-
deokonferen¢niho kurzu angli¢tiny pro pravniky. Zaroven bude dale rozsifovan
korpus videozaznami z téchto kurzid tak, aby mohla byt cviCeni, ktera byla pro

Empirical Study / Empiricka studie 133



procvicovani zminénych dovednosti a rovin jazyka nadale inovovana a dopliiovana
o dalsi autentické priklady, které studenti v kurzech tolik vitaji.
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Projektovani jazykového kurikula na fakultach
technického zaméreni

Stanislava Jonakova

1 Uvod

Projektovani jazykového kurikula ¢asto vychazelo ze dvou zakladnich modeld, a to
modelu kurikula zaméfeného na pfedem vymezené cile a modelu kurikula zamé-
feného na c¢innost (srov. Rodgers, 1988; White, 1988).

Model tvorby jazykového kurikula zaméreného na predem vymezené cile (Means-
Ends Model) zahrnoval v linearni posloupnosti specifikaci cilli, jez byly chapany
jako zamyslené ucebni vysledky, dale obsah a metody, jez byly voleny tak, aby tyto
cile napliiovaly, a hodnoceni, jehoZ ti¢elem bylo zjistit, zda stanovenych cili bylo
dosaZeno (srov. Kerr, 1968; Wheeler, 1967). Celkové lze konstatovat, Ze nejvétSim
nedostatkem tohoto modelu bylo to, Ze se tvilrci kurikula zamérovali vyhradné na
konec¢ny produkt, a nezajimali se o procesy uceni (Nunan, 1996, s. 16).

Dalsim z pristupt k projektovani jazykového kurikula, jenz je povazovan za proti-
po6l modelu kurikula zaméfeného na predem vymezené cile, byl ptistup procesni
(Process Approach). Jak konstatoval R. V. White, jeho vyznam je mozné spattovat
v tom, Ze nabidl dileZitou alternativu k modelu zaméfenému na cile v dobég, kdy
aplikovana lingvistika a vyzkum vénovaly vice pozornosti napt. procesim uceni
se cizim jazyklim, uc¢ebnim strategiim a vliviim sttidajicich se aktivit na interakci
a uCeni (1988, s. 35). Rovnéz procesni model obsahoval cile, jez vSak nebyly pevné
formulovany, a proto byly povazovany spiSe za obecné zasady (principles), které
fidily cinnosti a urCovaly smér kurikula. Vice nez na vymezeni obsahu byla po-
zornost soustiedéna na to, co se ve vyucovacim procesu skutecné délo, na ucebni
aktivity, do nichz se studenti méli zapojit (srov. Brumfit, 1984; Stenhouse, 1975).

Z vysSe FeCeného je patrné, ze FeSeni otazky cili a obsahu je pti tvorbé kurikula
velmi slozité. Jak vystizné vyjadril . Clark (Nunan, 1996, s. 15-16), zasadni pro-
blém je v tom, zda to, ¢eho chceme v edukacnim procesu dosdhnout, by mélo byt
stanoveno predem, nebo by to mélo byt vysledkem neomezeného procesu uceni
(open-ended learning process); dale, zda obsah by mél byt vybran za ucelem do-
sazeni pfedem vymezenych cil(, nebo na zakladé jeho prirozenych hodnot (on its
inherent merits).

Prijatelnym vychodiskem pro feSeni této problematiky je v souc¢asné dobé kom-
binovani elementii z obou modell. Pristup k projektovani jazykového kurikula,
v némz se odrazeji aspekty obou vySe zminénych modell, je mozné prezentovat
na situacnim modelu (Situational Model) M. Skilbecka, jenZ je zaméfen na tvor-
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bu jazykového kurikula ve Skolnim prostiedi (school-based curriculum develop-
ment). Protoze jazykové kurikulum vychazi z potreb zakli/ studentl, za vychozi
bod je povazovana analyza a posouzeni samotné situace v konkrétni skole, po niz
nasleduje definovani cild, vytvofeni programu, jeho implementace a hodnoceni.
U cilii vice neZ na znalosti je diraz kladen na aktivitu a zkuSenosti jedince, na
jeho individualni rozvoj. Cile jsou chapany jako tizené a dynamické, podléhajici
revizi a pripadnym zménam. Pfi hodnoceni je posuzovan ucebni potencial a vykon
studenti (assessment) a rovnéz jsou vyhodnocovany procesy (evaluation) spojené
s planovanim, tvorbou a implementaci kurikula (srov. White, 1988, s. 36-40).

Také v modelu D. Nunana, jenZ je zaméfen na tvorbu jazykového kurikula orien-
tovaného na osobnost Zdka (learner-centred curriculum), jsou slouceny elemen-
ty modelu orientovaného na produkt a modelu orientovaného na proces. Velkou
prednosti tohoto modelu je, Ze v souladu s komunikativni orientaci cizojazycné vy-
uky klade diraz na rozvoj recovych dovednosti a uc¢ebnich strategii studentt, pod-
poruje jejich autonomii. Dilezitou roli v projektovani kurikula priklada D. Nunan
ucitellim, nebot vychazi z predpokladu, Ze vzdélavaci realita nenf to, co je v pro-
cesu edukace naplanovano k uskute¢néni, ale co ucitelé a Zaci opravdu realizuji.
Model obsahuje podobné prvky, jez jsou typické pro tradicni tvorbu jazykového
kurikula, a to planovani (zahrnuje pocatecni a pribéZznou analyzu potieb, roziaze-
ni studentl do skupin); vybér obsahu, jeho uspotfadani a vymezeni cili; metodiku
(obsahuje vybér ucebnich aktivit a vyukové materialy) a hodnoceni. Hlavni rozdil
je vSak v tom, Ze kurikulum je vysledkem spolec¢ného usili ucitelli a zakd, v némz
se zaci ucastni rozhodovacich procesi vztahujicich se predevsim k obsahu a k vyu-
¢ovacim metodam. Obsah a cile vymezené na zacatku kurzu nejsou povazovany za
definitivni a mohou byt modifikovany v pribéhu kurzu jak na zakladé ménicich se
potieb studenti v procesu edukace, tak na zakladé dodatecné ziskanych informaci
o jejich subjektivnich potiebach, jako jsou jejich zajmy, motivace ke studiu jazyka
Ci preferované styly uceni. Jedna se o model cyklicky a interaktivni, v némz zmé-
na jednoho komponentu ovliviiuje ostatni komponenty. Hodnoceni mtze probihat
v kterékoliv fazi tvorby kurikula. Zna¢ny vyznam je v modelu prikladan sebe-
hodnoceni studentt i uciteld. Hodnoceni vlastni prace je povazovano za nedilnou
soucast rozvoje uciteld (Nunan, 1996, s. 1-9).

Model D.Nunana je v mnoha ohledech shodny s modelem ]J. C. Richardse, a to
zejména v oblasti analyzy potieb, urceni cili, tvorby materiali, ucebnich akti-
vit, zplisobu uceni a hodnoceni (Nunan, 1996, s. 19). J. C. Richards tvorbu nebo
inovaci jazykového kurikula chipe jako retézec planovacich a implementacnich
procesi, jez jsou zaméfeny na analyzu potieb, na situacni analyzu, na planovani
vysledkll uceni, na organizaci kurzu, na vybér a pripravu vyukovych materialt
a na hodnoceni. Za rozhodujici je povazovana specifikace cild zalozena na urovni
ovladani jazyka (proficiency-oriented view of language). Ustiedni role je v tomto
planovacim a rozhodovacim procesu prikladana uciteliim jazykd. Jedna se o model
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interaktivni, v némz se jednotlivé komponenty vzajemné ovliviuji (Richards, 2001,
s. 41-42).

Také R. K. Johnson popisuje tvorbu jazykového kurikula jako rozhodovaci proces,
jenz je interaktivni. Identifikuje v ném 4 stupné - planovani kurikula, jehoz vy-
sledkem je dokument; charakterizovani cilové drovné znalosti jazyka a stanoveni
pfimérenych vyucfovacich metod (ends/ means specification), jehoZ vysledkem je
sylabus; implementace programu, jehoz vysledkem je vzdélavaci program pro uci-
tele; implementace v samotné tiidé, jehoz vysledkem jsou vyucovaci a ucebni akti-
vity. Co se tyka hodnoceni, nepovazuje ho za samostatny stupen, ale za integralni
¢ast kazdého vyse uvedeného stupné. (Johnson, 1989, s. 3-4).

VySe zminéné pristupy naznacuji, Ze v soucasnosti je pti projektovani jazykového
kurikula upfednostiiovan integrovany pristup zahrnujici elementy modelu orien-
tovaného na produkt a modelu orientovaného na proces. Jedna se o pristup, jenz
obsahuje podobné komponenty jako pri tradi¢ni tvorbé kurikula, a to analyzu po-
treb, cile, obsah, metodiku a hodnoceni. Je v souladu s komunikativni orientaci
cizojazy¢né vyuky a jeho soucasti jsou také zasady a postupy pro planovani, im-
plementaci a hodnoceni jednotlivych komponentii kurikula.!

2 Vyzkumné Setreni
2.1 Cil, vyzkumné otazky

Cilem Setreni bylo zjistit, jak probihala na ¢eskych verejnych fakultach technického
zameéreni tvorba jazykovych kurikul pro bakalarsky studijni program. V navaznosti
na tento cil byly zformulovany nasledujici vyzkumné otazky.

1. Kdo se podilel na vytvareni kurikula anglického jazyka pro bakalafsky studijni
program, podle kterého se v soucasné dobé vyucuje?

2. Které z klicovych aspektt vzali tvirci kurikula v tvahu pfi tvorbé daného ku-
rikula?

3. Na jakych studijnich materialech je stavajici kurikulum zaloZeno?

1V této souvislosti upozoriiujeme na skutecnost, Ze ucitelé-praktici, kteri se vice nez o teorii zajimaji
o praktickou stranku véci (Nunan, 1996, s. 10), se ¢asto pfi tvorbé kurikula nejdrive sousttedi na vybér
a usporadani uciva, na vyukové materidly a ucebni aktivity pro studenty, na vyucovaci metody, které
budou pouzivat, na roli, kterou budou ve tfidé zastavat. Teprve potom se zabyvaji stanovenim cild, nebo
je dokonce viibec neformuluji (srov. Graves, 1996, s. 19, 26; White, 1988, s. 33).
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2.2 Metodologie
2.2.1 VyzKumny nastroj

Pro reSeni vymezeného problému jako vyzkumny nastroj bylo zvoleno dotazniko-
vé Setieni. Pri stanoveni obsahu dotazniku jsme vychazeli z védeckych poznatki
o teorii kurikula, o jazykovém kurikulu a jeho projektovani (srov.Jondkova, 2013,
s. 41-72). Rovnéz byly analyzovany informace o jazykové vyuce v bakalarském
studijnim programu na webovych strankach zkoumanych fakult. V této souvislosti
je v8ak nutné upozornit na skutec¢nost, Ze ne ke v§em zkoumanym tdajim byl na
internetu piistup.

Dotaznik byl pilotovan v kvétnu 2012 na Univerzité obrany v Brné a nasledné
upraven na zakladé komentard jednotlivych respondentti. Konec¢nou verzi pred-
stavoval Gvodni text a 38 otazek, z nichz 10 bylo uzavienych, 21 polootevirenych
a 2 oteviené. Rovnéz zde byly zahrnuty 4 otazky, jejichZz prvni Cast obsahovala
otazku uzavienou a na ni navazujici druha ¢ast otdzku polootevirenou. Déle zde
byla poloZena otazka, jejiz prvni ¢ast byla po formalni strdnce shodna s predcho-
zimi 4 polozkami, avSak jeji druhou Cast tvotila otdzka oteviend. Celkové mezi
uzavirenymi otazkami prevazovaly otazky Skalové (srov. Jondkova, 2013, Priloha
¢. 8 - Finalni verze dotazniku).

2.2.2 Respondenti

Zakladni soubor, pri jehoz vymezeni bylo nezbytné uplatnit zdmérny vybér re-
spondentd, byl tvoifen vyucujicimi anglického jazyka, ktefi se pfimo podileli na
tvorbé kurikula pfedmétu Anglicky jazyk pro bakalarsky studijni program, nebo
kteri za ni bezprostiedné zodpovidali.

Vypliiovani dotaznikd, jeZ byly respondentiim rozeslany v elektronické podobé
1. Cervna 2012, probihalo do 10. srpna 2012 v¢etné. K tomuto datu se také vzta-
huji vysledky a zavéry prezentovaného vyzkumu. Bylo osloveno 27 fakult technic-
kého zaméreni, z nichZ 22 dotaznik vyplnilo. Navratnost v roviné $kol tak ¢inila
81 %. ProtoZe na fakulty vstupuji studenti s rozdilnou znalosti anglického jazyka,
jsou na nékterych z nich vypracovana kurikula pro rizné vstupni Grovné znalosti
anglictiny. Diky velké ochoté respondenti se tak podarilo ziskat tidaje o tvorbé tfi-
ceti kurikul predmétu Anglicky jazyk pro bakalarsky studijni program technického
zameéieni. V rdmci tohoto poctu 1 fakulta zaslala informace o tvorbé 1 kurikula
pro urovenn A2, 7 fakult pro uroveinn B1, 2 fakulty pro troveil B2 a jedna fakulta
pro urovenl C1. Dale 1 vysokoskolska instituce zodpovédéla dotaznik o tvorbé 3
kurikul (Groven A2, B1 a B2), 4 fakulty o tvorbé 2 kurikul (drovenn B1 a B2 -
celkem 8 kurikul) a 1 jazykové pracovisté, jez zabezpecuje vyuku na 6 fakultach,
vyplnilo udaje o tvorbé 2 kurikul pro troven A2 a 6 kurikul pro droven B2.
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2.2.3 Analyza dat

Po ukonceni sbéru dat byly odpovédi respondentli pfrevedeny do datové matice,
nékteré z nich vSak nebylo mozné statisticky zpracovat. V takovych pripadech
bylo provedeno slovni vyhodnoceni. Nezodpovézené poloZzky byly klasifikovany
jako chybéjici udaje, s nimiz se pri statistickém zpracovani nepracovalo. V priibéhu
analyzy a interpretace dat byla vSem dotazovanym zajiSténa naprosta anonymita.

Pro stanoveni reliability bylo pouZito Cronbachovo alfa, které bylo vzhledem k po-
vaze polozek nutné pocitat pro vice casti dotazniku. Ziskané hodnoty byly nasle-
dujici: 0,78; 0,58; 0,94; 0,9; 0,99; 0,78; 0,54. ProtoZe hodnoty Cronbachovo alfa
jsou ovlivnény i po¢tem respondent(, byla povazovana za spolehlivou jiz hodnota
vétsi nez 0,50. Validita odpovédi respondentli byla zajisténa vySe zminénou pilo-
tazi na Univerzité obrany v Brné.

3 Vysledky

Z celkového poctu 30 vyhodnocenych kurikul byla 4 vypracovana pro vystupni
uroven A2, 12 pro vystupni droveni B1, 13 pro vystupni trovenn B2 a 1 kurikulum
pro vystupni droven C1. Ziskané udaje naznacuji, Ze prevladaji spolecna kurikula
pro smiSené skupiny ¢eskych a zahrani¢nich studentt, ktefi na technickych fakul-
tach studuji v rdmci ERASMU (22 kurikul - 73 %). Jen pfiblizné jedna ctvrtina
(23 %) je urcena pouze ¢eskym studentiim.

Kurikula byla tvofena v uZsich tymech vyhradné internimi uciteli danych jazyko-
vych pracovist. Jen jeden respondent napsal, Ze kurikulum vypracoval sam, a to
pro vyuku technické anglictiny na drovni A2. Jedenact pracovnich tyml (38 %)
bylo sloZeno z ucitelti anglického jazyka vyskolenych na tvorbu jazykového kuri-
kula, 16 tymi z ucitelli nevyskolenych (52 %) a 2 skupiny byly smiSené. Z indivi-
dualnich vypovédi respondentl vyplynulo, Ze ¢lenové tymi byli jmenovani vedou-
cim jazykového pracovisté na zakladé pedagogické praxe a ochoty spolupracovat.
Kritériem byla také zkuSenost ucitele s typem jazykového kurzu, pro ktery mélo
byt kurikulum vytvoreno. Pribéh praci vnimali respondenti pozitivné, a to jak po
strance vzajemné divéry a komunikace mezi ¢leny tymu (100 %), tak po strance
dvéry ve vedeni pracovisté (100 %) a komunikace s nim (97 %).

Tvirci kurikul se snazili konzultovat dil¢i vysledky své prace i s ostatnimi uciteli
(83 % - 25 kurikul), a to pri tvorbé kurikul jak pro nizsi, tak i vys$si vystupni
uroven znalosti anglického jazyka (A2, B1, B2 podle SERR]). Jednalo se zejména
o otazky vymezeni obecnych ucebnich cili - goals (96 % kurikul), stanoveni ob-
sahu kurzi (100 % kurikul), vybéru vyukovych materialt (96 % kurikul) a roz-
vrzeni uciva do jednotlivych semestri ¢i modult (92 % kurikul). Dil¢i/ konkrétni
vyukové cile byly spolecné projednavany pii tvorbé 18 kurikul (72 %). Kolektivni
diskuse na pracovisti byly rovnéz vedeny kvili tlohdm zaméienym na upeviiovani
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jazykovych prostredki (84 % kurikul), v mensi mife pak kvili tlohdm zamérenym
na rozvoj recovych dovednosti (52 % kurikul). Priblizné pro dvé tietiny respon-
dentl (68 %) bylo dilezité pii vytvareni kurikula vést diskuse s uciteli i o zptisobu
hodnoceni studenti. Problematice samotného hodnoceni kurzu byla v rozhovo-
rech vénovana pozornost jen v ptipadé tvorby 10 kurikul (40 %). RovnéZ otazky
spojené s piimym vedenim vyucovaci hodiny, jako napf. vybér primétrenych vyu-
Covacich metod ¢i forem vyuky byly s kolegy diskutovany pti vytvareni méné nez
poloviny kurikul (srov. Graf ¢. 1).
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Graf 1: Diskutované komponenty kurikula s ostatnimi uciteli AJ

Kurikula vznikala predev$im za vyznamné spoluprace s vedenim jazykovych pra-
covist (87 % - 26 kurikul). Vyraznéjsi spoluprace s odbornymi katedrami existo-
vala pouze pri tvorbé 8 kurikul (27 %), a to pro vystupni drovné B1 a B2. Studenti
se podstatnéji podileli na vytvareni jen 4 kurikul (13 %). Jednalo se o vystupni
uroven A2, B1 a B2.

Nejcastéji uvaddénym argumentem pro vznik soucasnych kurikul byla snaha tucin-
néji vyuzit informacni a komunikac¢ni technologie v cizojazycné vyuce (57 % - 17
kurikul), a to jak ve vyucovacim procesu pii aktivnim zaclefiovani studenti do
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ucebnich ¢innosti, pri vykladu a procvicovani uciva ¢i pri vyhledavani potrebnych
elektronickych studijnich materiald, tak pri jejich vlastnim samostudiu. Jako dalsi
pricinu respondenti zminovali vymezeni novych pozadavkd na vystupni znalost
anglického jazyka (27 % - 8 kurikul). Rovnéz svou roli sehrala i skute¢nost, Ze na
vysokou Skolu prichazeli studenti s vyssi vstupni irovni znalosti anglického jazyka
(17 % - 5 kurikul), a dale, Ze z rozhodnuti vedeni dochazelo ke sniZeni ¢asové
dotace pro vyuku ciziho jazyka (13 % - 4 kurikula). Na nékterych jazykovych
pracovistich byla jako pri¢ina uvedena dlouhodobéjsi absence kurikula anglického
jazyka pro bakalarsky studijni program (13 % - 4 kurikula). Na dvou fakultach
bylo diivodem vzniku soucasného kurikula zavedeni povinné vyuky anglického
jazyka i pro ty studenty, ktefi tento jazyk v podstaté neznali (srov. Graf ¢. 2).
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Graf 2: Davody k vytvoreni soucasného kurikula

Mezi zkoumanymi jazykovymi kurikuly nepatrné ptrevazovala kurikula pro studen-
ty organizované vice méné jen v homogennich skupinach podle jazykové drovné
(48 % - 14 kurikul). Jedenact kurikul (38 %) bylo vypracovano pro studenty ve
stejnorodych skupinach podle trovné jazykovych znalosti a zaroven podle studij-
nich oborl. AvSak pouze velmi maly pocet kurikul (10 % - 3 kurikula) byl urcen
studentdim organizovanym vyhradné ve skupinach podle studijnich obord. Jeden
respondent uved], Ze pfi tvorbé kurikula nebylo vzato v Gvahu ani jedno z téchto
kritérii (3 % - 1 kurikulum). Divodem je zptlisob zapisu do kurzu anglického ja-
zyka na dané fakulté, kdy zaleZi vylucné na studentovi, ktery kurz si zvoli a ve
kterém rocniku ho absolvuje. Dvé tretiny kurikul (19) oznacili respondenti za
kurikula nékolikafazova, zohlednujici u studentd riiznou vstupni droven znalosti
anglického jazyka.
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Co se tyka samotného vytvareni zkoumanych kurikul, opirali se jejich tvirci o vy-
sledky analyzy potfeb studentd, a to zejména o vysledky spojené s praktickymi
otazkami, k ¢emu budou studenti anglicky jazyk ve své profesi pouzivat (100 %
kurikul) a jaka je jejich tiroven znalosti anglického jazyka na pocatku kurzu (92 %
- 25 kurikul). Rovnéz vychazeli z vymezené ¢asové dotace pro cizojazycnou vyuku
v bakalarském studijnim programu (100 % - 30 kurikul) a z pozadavki institu-
ce na vystupni znalost anglického jazyka (86 % - 25 kurikul). PribliZzné ve dvou
tietinach kurikul (20 kurikul) jsou reflektovany i moznosti jazykového pracovis-
té z hlediska jeho materidlniho vybaveni. Oporou pro 60 % tvirct kurikul (18
kurikul) se také staly dokumenty vydané prisluSnou fakultou a jejim jazykovym
pracovistém. Z odpovédi respondentti dale vyplynulo, Ze stavajici kurikula jsou
stale povazovana za vyznamny zdroj informaci (87 % - 26 kurikul) a tvirci z nich
naprosto bézné vychazeji pri vytvareni kurikul novych (srov. Graf ¢. 3).
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Graf 3: Vybrand vychodiska pro tvorbu souc¢asného kurikula
Tvirci kurikul jen malo prihlizeli k vyucovacimu stylu uciteld, jejich motivaci, pra-

covni zatézi ¢i dosazenému vzdélani. Podstatnéjsi pro né byla zkusSenost ucitel
s vyukou ciziho jazyka (53 % - 16 kurikul) a jejich schopnost flexibilné reagovat
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na zmény (50 % - 15 kurikul). Co se tyka studentd, zabyvali se zejména otaz-
kou dostupnosti vyukovych materidl pro né urcenych (63 % - 19 kurikul), je-
jich pfedchozimi zkuSenostmi se studiem jazykl (18 kurikul) a jejich predstavami
o studiu ciziho jazyka na vysoké Skole (57 % - 17 kurikul) (srov. Graf ¢. 4).
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Graf 4: Pozornost vybranym aspektum pfi tvorbé kurikula vztahujicich se k ucitelim/studentim

Za Klicové prvky v kurikulu byly povazovany obecné ucebni cile (100 % - 30 ku-
rikul), dil¢i/ konkrétni vyukové cile (80 % - 24 kurikul) a sylabus (100 % - 30
kurikul). Kurikula rovnéz zahrnovala zdkladn{ informace o typu kurzu (93 % - 28
kurikul), ¢asovou dotaci pro vyuku anglického jazyka (100 % - 30 kurikul), odka-
zy na vyukové materialy (97 % - 29 kurikul), idaje o poctu kreditd udilenych za
semestr (97 % - 29 kurikul) a o zptisobu hodnoceni studentt (93 % - 28 kurikul).
Priblizné dvé tretiny (63 % - 19 kurikul) informovaly také o podminkach, které
je pro prijeti do kurzu nutno splnit. AvSak jen ve velmi omezeném poctu kurikul
byly konkretizovany vyucovaci metody a ulohy na rozvijeni fe¢ovych dovednosti
a upevnovani jazykovych prostiredkl (srov. Graf ¢. 5).

Elektronické podpory vyuky byly soucasti 22 kurikul (73 %), a to pro vystupni
urovné znalosti anglického jazyka A2 az B2. Byly urceny k samostatné pripra-
vé studentd na vyucovaci hodiny (68 % - 15 kurikul) a rovnéz tvorily duleZitou
soucast vyucovacich hodin, v nichz byly vyuzivany napt. pti vykladu a procviceni
gramatiky ¢i k objasnéni odborné terminologie (64 % - 14 kurikul). V poloviné
kurikul slouzila pocitacova podpora jako tzv. ,odevzdavarna“ domacich ukold a se-
minarnich praci a priblizné ve stejném poctu plnila i roli testovaci.

Témér vSichni tviirci soucasnych kurikul (93 % - 28 kurikul) vychazeli ze Spolec-
ného evropského referencniho ramce pro jazyky (SERR]), jenZ umoziiuje v evrop-
skych zemich planovat srovnatelné jazykové programy pro rizné trovné znalos-
ti ciztho jazyka. Znalosti cerpali hlavné pro vypracovani obecnych ucebnich cild
(86 % - 24 kurikul) a sylabli (89 % - 25 kurikul), a dale pro vybér primérenych
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Graf 5: Komponenty explicitné uvedené v kurikulu

vyukovych materialt (96 % - 27 kurikul). V. mens$im poctu kurikul byly poznatky
ze SERR] rovnéz vyuzity k vypracovani dil¢ich/ konkrétnich ucebnich cila (71 %
- 20 kurikul) a ke specifikaci obsahu zkousek (61 % - 17 kurikul) a testl (50 % -
14 kurikul). AvSak Evropské jazykové portfolio, jez je obecné vnimano jako velmi
uZiteny doklad umoziujici studentovi posoudit, do jaké miry je naptr. schopen
pouzivat cizi jazyk v praxi, se stalo soucasti pouze 6 kurikul (20 %).

Zkoumana kurikula byla zaméfena na oblast osobni, vztahujici se k soukromému
Zivotu jedince, k jeho rodinég, pfatelim a zalibam, pfredev§im pro vystupni troven
A2. Nicméné této oblasti byla vénovana pozornost i ve 4 kurikulech pro vystupni
urovenl B1, ve 4 kurikulech pro vystupni troven B2 a také v kurikulu pro vystupni
uroven C1. Pripravou pro oblast vefejnou, v nizZ se clovék jako soucast lidského
kolektivu zapojuje do rGznych jednani, se zabyvala vSechna kurikula pro vystupni
uroven A2. Podle vypovédi respondentl se na ni soustredilo rovnéz 9 kurikul pro
vystupni uroven B1, 4 pro vystupni troveil B2 a 1 kurikulum pro vystupni droven
C1 (60 % - 18 kurikul). Velky diraz na ptipravu pro oblast pracovni, jeZ zahrnuje
vSe, co se poji s ¢innostmi a vztahy jedince pri vykonu povolani, kladli tvirci
kurikul ve vSech kurikulech vypracovanych pro vystupni arovné B1, B2 a C1 (26
kurikul). Pozornost je v nich rovnéz vénovana oblasti vzdélavaci, kdy jsou jedinci
zapojeni do organizovaného vzdélavani.
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Tvirci kurikul zalozili vyuku predevsim na komercnich ucebnicich (90 % - 27
kurikul) a vlastnich vyukovych materidlech vyucujicich (100 % - 30 kurikul), coz
plati pro vSechny uvedené vystupni urovné znalosti anglic¢tiny. Co se tyka uceb-
nich pomticek vytvarenych na jednotlivych jazykovych pracovistich (napt. skripta),
hraji ve vyuce podstatnou roli priblizné ve trech ctvrtindch kurikul (72 % - 21
kurikul). Naopak materialy, které ucitelim poskytuji studenti, jsou povazovany za
dtlezité pouze v 7 ze zkoumanych kurikul (24 %).

Z vyjadreni vSech respondentli vyplynulo, Ze sylabus byl prizplisoben obsahu vy-
branych ucebnich materiald. Pro vSechny vystupni irovné znalosti anglického ja-
zyka A2 az C1 zcela prevazuji sylaby integrované zahrnujici elementy rtznych
typl sylabli. Pro vystupni trovenn A2 jsou 2 sylaby tvotreny prvky sylabu struk-
turovaného, pojmové funkéniho a situa¢niho. V 1 kurikulu pro tuto vystupni tro-
ven, které je urCeno pro vyuku technické anglictiny, pak prevladaji prvky sylabu
tematického a situacniho. Co se tyka kurikul pro vystupni uroven B1 a B2, jen 4
dotédzani oznacili sylaby za pouze tematické a dal$i 2 za pouze pojmové funkéni.
Priblizné tri ¢tvrtiny respondentl (76 %) uvedly, Ze se v jejich kurikulech jedna
o sylaby integrované (19 kurikul). V nich jsou vyrazné zastoupeny prvky sylabu
tematického (100 % sylabti) a prvky sylabu zaméreného na rozvijeni recovych do-
vednosti (80 % sylabii). V. mensim poctu sylabti jsou také obsazeny prvky sylabu
strukturovaného (60 % sylabti), sylabu zaméieného na feseni tloh (40 % sylabii),
sylabu pojmové funkéniho (33 % sylabl) a sylabu situa¢niho (27 %). V kurikulu
pro vystupni drovent C1 byl sylabus rovnéZ oznacen jako integrovany.

Nejvétsi dtraz kladli tvlrci kurikul na vyuku jazyka odborného (80 % - 24 ku-
rikul). V priblizné dvou tretinach kurikul vSak neni opomijena ani vyuka jazyka
obecného (60 % - 18 kurikul) a akademického (63 % - 19 kurikul). Ve 3 kuriku-
lech pro vystupni Groven A2 (75 %) se tvirci soustiedili pouze na vyuku jazyka
obecného. Nicméné zbyvajici ¢tvrté kurikulum pro tuto vystupni Uroveii je zamé-
feno predevsim na vyuku jazyka odborného, kdy obecny a akademicky jazyk jsou
povazovany za spiSe nedilezité. V této souvislosti je vhodné upozornit na fakt,
ze toto kurikulum bylo vytvoreno s cilem vyucovat technickou angli¢tinu. Vyuce
obecného jazyka je dale vénovana pozornost v 9 kurikulech pro vystupni tirovein
B1 (75 %), v 5 kurikulech pro vystupni urovenn B2 (38 %) a rovnéz v jediném
kurikulu pro vystupni uroven C1. Vyuka odborného jazyka je povazovana za dui-
lezitou ve vSech kurikulech pro vystupni trovné znalosti anglictiny B1, B2 a C1.
Vyuka akademické anglictiny byla zahrnuta do ptrevazné vétSiny kurikul pro vy-
stupni uroven B2 (92 % - 12 kurikul) a priblizné do poloviny kurikul pro vystupni
urovent B1 (58 % - 7 kurikul).

V kurikulech, ktera kladou dtliraz na vyuku obecného jazyka, se povaZzuje za dile-
Zité jak rozvijeni receptivnich fec¢ovych dovednosti poslechu a ¢teni (100 % ku-
rikul), tak produktivnich feCovych dovednosti mluveni (100 % kurikul) a psani
(94 % kurikul). Potfeba rozvijet u studentti dovednost pisemného projevu je po-
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kladana za spise nedtlezitou jen v 1 kurikulu pro vystupni uroven B2. Stejné jako
na Fecové dovednosti byla pti tvorbé kurikul soustredéna pozornost také na vyuku
jazykovych prostredki, a to zejména gramatiky a slovni zasoby (100 % kurikul).
Nacviku fonetiky pii vyuce obecné anglictiny je dlleZitost prisuzovana v mensim
poctu kurikul - ve 3 pro vystupni droveini A2 (100 %), v 6 kurikulech pro vystupni
uroven B1 (67 %), v 1 kurikulu pro vystupni droveil B2 (20 %) a také v jediném
kurikulu pro vystupni droven C1.

V kurikulech, v nichZ je pozornost soustfedéna na vyuku jazyka odborného a aka-
demického, je rovnéz rozvijeni receptivnich recovych dovednosti povazovano za
dutlezité. Na rozvoj Fecové dovednosti ¢teni je kladen didraz ve vSech kurikulech
pro vystupni urovné Bl a B2, na rozvoj poslechu se soustfedi 10 kurikul pro
vystupni drovenl B1 (83 %) a 12 kurikul pro vystupni droven B2 (92 %). Také
tvirci jediného kurikula pro vystupni Groven A2, zaméfreného na technickou ang-
lictinu, a jediného kurikula pro vystupni droven C1 piisuzuji rozvoji téchto dvou
fe¢ovych dovednosti podstatny vyznam. Rozvijeni Fe¢ovych produktivnich doved-
nosti mluveni a psani je pokladano za dulezité ve vSech kurikulech pro vystupni
uroven B2 (100 %) a v prevazné vétSiné kurikul pro vystupni droven B1 (92 %). V
kurikulu pro vystupni tiroven A2 je velky dlraz kladen na samostatny Gstni projev
a Ustni interakci, pisemny projev je vSak povazovan za spiSe nedilezity. V kurikulu
pro vystupni droven C1 jsou tyto dvé produktivni dovednosti pokladany za spiSe
dutlezité. Ve vSech kurikulech pro vystupni urovné A2 az B2 je v centru pozor-
nosti osvojovani slovni zdsoby a gramatiky, v kurikulu pro vystupni troven C1
je upfednostiiovano pouze rozvijeni lexika. Nacvik fonetiky pii vyuce odborného
a akademického jazyka je pokladan za dilezity v 9 kurikulech (69 %) pro vystupni
uroven B2 a v 7 kurikulech (64 %) pro vystupni aroven B1l. Nicméné v kurikulech
pro vystupni urovné A2 a C1 je nacvik fonetiky povazovan za spiSe nedilezity.

Tvirci kurikul se soustredili také na strategie uceni se cizimu jazyku, jez studento-
vi poskytuji $irs$i Skalu feseni a umoZnuji tak dokoncit dlohu co moZna nejliplnéji
¢i nejuspornéji (100 % - 30 kurikul). Dale vénovali pozornost pragmatickym kom-
petencim (97 % - 29 kurikul). Osvojovani si sociokulturnich znalosti je pokladano
za dulezité v poloviné kurikul (50 % - 15 kurikul), z nichZ se jedna o 2 kurikula
pro vystupni droven A2, 8 kurikul pro vystupni troveii B1, 4 kurikula pro vystupni
uroven B2 a 1 kurikulum pro vystupni uroven C1. Dlraz na sociolingvistickou
kompetenci je zminén ve dvou tretinach kurikul (66 % - 20 kurikul) - v 9 pro
vystupni droven B1, v 10 pro vystupni Urovenn B2 a v 1 kurikulu pro vystupni
uroven C1.

Co se tyce role ucitele a studenta ve vyucovacich hodinach, az na jedno kuriku-
lum je ucitel pokladan za facilitatora, ktery chape potieby studentt, vede je k sa-
mostatnosti pfi uceni se a poskytuje jim konkrétni podporu, kterd tento proces
usnadiuje. V prevazné veétsiné kurikul je ucitel povazovan také za koordinatora,
ktery usporadava aktivity studentli a vytvari prostor pro vzajemnou spolupraci
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a sdileni poznatki (87 % - 26 kurikul). V priblizné dvou tietinach kurikul je ucitel
vniman i jako ,supervizor” dohlizejici na praci studentd (70 % - 21 kurikul) a da-
le jako partner, jenz v pripadé potreby pomaha studentiim, ktefi ve vyucovacim
procesu pfejimaji aktivni roli (63 % - 19 kurikul). Od posluchaci se v kurikulech
ocekavd, Ze se aktivné ucastni ucebniho procesu ve spolupréaci s uciteli i studenty
(100 % kurikul), budou nezavisle pracovat s materialy ur¢enymi pro samostudium
a rovnéz prijmou odpovédnost za své vlastni uceni (87 % - 26 kurikul). Priblizné v
poloviné kurikul (57 % - 17 kurikul), a to napri¢ kurikuly pro vystupni trovné A2
az B2, se objevuje pozadavek rozvijet vlastni ucebni strategie samotnymi studenty.
Byt schopen se ohodnotit se od studenta predpokladd v témér poloviné kurikul
(47 % - 14 kurikul), a to rovnéZz jak v kurikulech pro vystupni droven A2, tak
i B1 a B2.

Vv

Jako nejcastéjsi argumenty, které by mohly negativné pisobit na zavadéni nové
vytvorenych kurikul do ucebniho procesu, tviirci uvadéli nizkou hodinovou dotaci
pro cizojazy¢nou vyuku (90 % - 27 respondentil) a nedostatecnou vstupni uro-
ven znalosti angli¢tiny (73 % - 22 respondenti). S tim souvisela i obava pftibliz-
né poloviny dotazanych (53 % - 16), Ze studenti nemusi byt schopni zvladnout
stanoveny obsah daného tématu na pozadované drovni. PriliSny diraz ucitele na
samostatnou pripravu studentl byl vniman jako rizikovy faktor pfi implementaci
kurikula zhruba u tietiny respondentti (37 % - 11).

Je pozoruhodné, Ze témér tii ¢tvrtiny tvirch kurikul pro vystupni urovné znalosti
anglic¢tiny A2 az B2 (73 % - 22 respondentii), ktefi podle stavajicich kurikul sami
uci, vyslovily na zakladé svych soucasnych praktickych zkuSenosti nazor, Ze by
bylo vhodné tato kurikula znovu castecné modifikovat. Zmény by se mély tykat
predevsim zvolenych vyukovych materiald (86 % - 19 respondentd). V této sou-
vislosti priblizné jedna tfetina tvirct (32 % - 7 respondentti) uvedla, Ze by spo-
le¢né s feSenim otazky vyukovych materiali provedla také revizi obsahu kurzu,
a zhruba jedna ¢tvrtina (27 % - 6 respondentti) by zménila i jeho celkové uspo-
radani. Ve snaze umoznit ucitelim flexibilnéjsi ptistup ke studenttim by kurikulum
pozmeénila jedna tietina tvirci (32 % - 7 respondentd).

4 Zaveér

Tvorba jazykovych kurikul na technickych fakultach je prizplisobena vlastnimu
akademickému prostiedi. Vyznamnym faktorem, ktery podstatné ovlivnil proces
tvorby kurikul, bylo sloZeni pracovnich tymi pouze z internich vyucujicich jednot-
livych jazykovych pracovist, jejich znalost tvorby kurikula a podminky, za nichz
byla kurikula vytvarena.

DileZzitou roli sehral v tvorbé kurikul také komunikativni pristup k vyuce cizich
jazykd, priprava studenti predevsim pro oblast pracovni, SEER] a stavajici kuri-
kulum.
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Nezanedbatelny vliv méla na tvorbu kurikul rovnéZ snaha zvySovat studentovu au-
tonomii v procesu uceni se cizimu jazyku, z ¢ehoz vyplyvaly i role urcené uciteldm
a studentiim v procesu edukace.

Pti tvorbé kurikul byla primarni pozornost vénovana klicovym komponentiim, a to
obecnym ucebnim ciliim (goals), dil¢im vyukovym cilim (objectives) a sylabu. Da-
le se tvirci soustredili na zakladni informace o typu kurzu, ¢asovou dotaci pro
vyuku ciziho jazyka, odkazy na vyukové materialy, idaje o poctu udilenych krediti
za semestr a o zptsobu hodnoceni student.

Vyuku zalozili tviirci kurikul hlavné na komercnich ucebnicich a vlastnich vyuko-
vych materialech vyucujicich. Sylabus byl prizplisoben obsahu vybranych ucebnich
materialli, priCemz pievazoval sylabus integrovany. Elektronické podpory vyuky
se staly soucasti kurikul a byly predev$im urceny k samostatné pripravé studentt
na vyucovaci hodiny.
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Learning support and testing accommodations for he
students with dyslexia, with emphasis on English as
a foreign language

Svatava Heinlova

Introduction

In 2015, in their office centre in Silicon Valley, Microsoft organized a conference
on Neurodiversity and Self-advocacy. As their conference invitation states, “neu-
rodiversity maintains dyslexia to be a variation of human brain wiring” (NCBIDA,
2015). At the conference, Brock Eide, M.D., M.A,, an internationally recognized
authority on dyslexia and learning differences, delivered a presentation called
Neurodiversity in the High Tech Workforce, in which he explained the concept
of neurolearning. Neurolearning is an emerging science that examines the brain
and focuses on how the brain processes information. In his presentation, based
on wide research results, Eide advocates the idea that it is essential to change the
way we look at and train people who have traditionally been viewed as learning
disabled as they “have some of the most incredible skills to offer”: “We’ve built our
educational system around a mistaken set of assumptions that really places supe-
rior value on a very narrow set of cognitive abilities that relate to the kind of skills
that allow students to achieve high grades and high scores on tests, like skills in
rote memorization and recall of facts, the ability to learn quickly and accurately
repetitive procedures, and strong written communication skills.” To Eide, this is
itself, “a narrow set of specializations that comes with a set of trade-offs and is
usually achieved with the cost of strengths in other areas”. Or, in other words,
our modern, highly specialized society and economy, in which “talent in one area
is typically achieved by loss of skill and potential ability in another area”, can only
achieve prosperity if it discovers how to “harness the full range of these different
kinds of optimizations” (Brock, 2015).

The author of this paper shares both of Dr. Eide’s principal views, i.e. that the
common features that people with individual specific learning differences, name-
ly dyslexia, share are to be understood as optimized for different talents and
strengths rather than simply disabled, and that instruction and testing delivered in
a manner adjusted to their patterns of reasoning can help to change the practice
that currently bars many bright dyslectics from higher education, depriving them
thus of the possibility to compete for the same opportunities and life success.

The primary aim of this paper is to present some ideas that proved useful while
providing learning support and adjusted testing conditions to dyslexic students of
English as a foreign language at the University of West Bohemia (UWB) in Pilsen,
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CR. This, naturally, will be done against the background of the nature of dyslexia,
and will benefit from the author’s experience from 1:1 dyslexia consultations.

To start with, attention will be paid to the extent and degree of learning support
and testing accommodations guaranteed to students with learning differences by
UWB and its language preparation body, the Institute of Applied Language Studies.

1 The role of uwb and the Institute of Applied Language Studies
(IALS)

1.1 Institutional Authority

English language training for the specific needs of university students with dyslex-
ia at the University of West Bohemia (UWB) in Pilsen needs to be understood both
in a broad context, i.e. under existing legislation, specifically Act No. 111/1998 Coll.
On Higher Education Institutions and on Amendments and Supplements to some other
Acts, and in the narrower sense, based on the Statute of the University of West Bo-
hemia in Pilsen and the Study and Examination Rules of the University of West Bohemia
in Pilsen. Students with dyslexia as a specific learning difficulty are here, as well
as at other public universities in the Czech Republic, perceived as students with
special educational needs (SENs). Only applicants who meet all the legally defined
eligibility criteria are entitled to apply for UWB exam and testing accommodations
and can have access to the support system and special language tutorials. These
criteria include the requirement of becoming a registered client of the Informa-
tion and Counselling Centre of UWB (ICC) and either undergoing a (three-hour)
professional diagnosis within the ICC premises, or submitting a current (defined
as not more than two-year-old) specialist report from a recognized educational-
psychological counselling centre as proof of a learning difference. Exceptionally,
in justified cases, upon the recommendation of the ICC, the dean may adjust the
conditions of the (entrance) examination, lower the required foreign language
level, or substitute the otherwise required English with another language—all this
without lowering the level of demand for a particular output.

1.2 RoPoV Project

The existing support for disadvantaged students at UWB (monitoring of physical-
ly challenged students dates back to 2004 and those with learning differences
to 2007) had a major impact on the approval of the EU Funds Project OPVK
CZ.107/2200/29.0016 RoPoV (Rovné pftilezitosti pro vSechny—Equal Opportuni-
ties for All) accessible to persons with special educational needs studying at UWB,
which took place from 06.01. 2010 to 31. 5. 2015. The objectives of this project
included the “creation of a university-wide support system for people with special
educational needs (SENs) and for socially disadvantaged people, and assistance
in their full-fledged social and professional life” (RoPoV). Thanks to the project,
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basic rules for training and examination of these people within the UWB system
were set up, courses, exercises and motivational coaching were established and
a methodical manual was created. Above all, it gave rise to the Center of Advisory
and Support Services (CASS), incorporated in the Information and Counselling
Centre of UWB (ICC), which provides information, educational and consulting ser-
vices (legal, social, psychological, career and special language services) to UWB
students and prospective UWB students. An important part of the project was to
organize two conferences on contemporary possibilities and methods of educating
students with special educational needs (in 2013 and 2014), short study visits for
disadvantaged students and employees at foreign institutions, and the creation of
a network of collaborating institutions in the region (secondary schools, potential
employers, employment agencies, and NGOs).

The big challenges ahead of UWB on the road to full integration and inclusion
of students with SENs are not a matter of one project and one centre, but of
a number of workplaces across faculties, and their activities and cooperation have
not ended with the termination of the RoPoV project. This is evidenced, among
other initiatives, by the close cooperation of CASS with the Department of Ma-
chine Design at the Faculty of Mechanical Engineering, whose activities literally
count on the involvement of handicapped students within the Construction of
Medical Equipment course. Another example is the Summer School for candidates
and students with special education needs organized by CASS before the start of
the academic year 2016-2017 to support both newly accepted and current UWB
disadvantaged students.

1.3 The Role of the Institute of Applied Language Studies (IALS)

English language training and examining for specific needs of university students
with dyslexia at IALS also needs to be seen as part of that broad context and effort
described above, and it too is carried out in collaboration with the Information
and Counselling Centre of UWB (ICC).

IALS provides courses to students not majoring in foreign languages. The most
noticeable increase of students with dyslexia is in English language courses. Leav-
ing aside the probability of this occurrence resulting from the fact that, as a lin-
gua franca, English is a required subject, it is certainly largely also because of
the increased number of students entering university with dyslexia diagnosed al-
ready at lower educational stages. Further, due to the gradually decreasing level of
stigmatization of learning disorders, together with the offer of possible compen-
sation measures provided on the part of IALS and UWB, a higher percentage of
undiagnosed students than ever before is ready to be diagnosed if they continue
to struggle with English—often due to the non-transparent character of English,
which is in conflict with the transparent character of Czech.
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1.3.1 Dys Test

The diagnostic material currently used is The Battery of Tests for the Diagnosis
of Specific Learning Disorders in College Students and Applicants for Universi-
ty Study, abbreviated Dys Test (Dys Test, 2014), developed in cooperation with
Masaryk University in Brno. (Doc. Marie Kocurova from the Department of Psy-
chology of FPE UWB in Pilsen contributed to the drafting of precise criteria for
the diagnosis of these disorders.) Students with dyslexia submit their dyslexia test
report to their foreign language teacher, who may consult the suggested practices
and teaching methods with the IALS dyslexia contact person.

1.3.2 Regular 1:1 dyslexia consultations

These extra special consultations take place with a trained dyslexia contact per-
son. Close collaboration of this specialist and an individual foreign language in-
structor, together with a student’s regular attendance both in class and in these
consultations (focused on a targeted development of skills and strategies needed
to cope with dyslexia), not only often lead to a dramatic academic improvement,
but also play an important role in restoring the self-confidence and self-respect
of such a student. Moreover, from the educator’s perspective, consistent attention
to an individual student’s needs and development of tailor-made compensation
strategies fundamentally increases the educator’s ability to choose adequate pro-
cedures for evaluation and testing.

1.3.3 Staff training

With regard to the incidence of people with dyslexia in language courses, IALS
pays attention to raising teachers’ awareness about specific educational needs
through in-training seminars and workshops delivered by both a trained IALS
dyslexia contact person (S.Heinlova) and invited experts, such as S.Lozanova,
B. Savtchev, or S. HanusSova.

2 Learning support adjusted to the specifics of dyslexia in
foreign languages

If there is traditionally room for improvement in teaching the structured skills of
listening, reading and writing, it is particularly true for students with dyslexia. The
problems of these students are in fact associated with poor phonological aware-
ness and problems with short-term memory, which occur on different levels.

On the visual level, they are demonstrated by impaired visual differentiation, anal-
ysis and synthesis, impaired sequential perception, and impaired visual memory
(confusing and omitting of letters of words or putting them in the wrong order,
inability to remember all the letters of the word).
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On the hearing level, they are characterized by impaired auditory perception (in-
version of short and long sounds, inability to differentiate different sounds and
syllables, e.g. hard vs. soft sounds and syllables, or different sibilants) and disrup-
tion of the time sequence of auditory perception (inability to repeat a sequence
of sounds, divide the word into individual sounds and connect individual sounds
in words).

Impairment in the lexical-semantic field is reflected in misunderstanding of the
reading text and the inability to reproduce in their own words the content of the
text read. Effective procedures of remediation include the explicit and multisen-
sory presentation of new phenomena in small increments, concreteness, clarity,
always focusing on only one activity and frequent reinforcement and repetition
of the learned material. Practicing lexical and grammatical units represents a real
difficulty. Acquisition of vocabulary is a complex process that combines the audio
and graphic form, meaning and practical use of the word in context.

Regardless of specific learning needs of individual dyslectics, the fundamental
principle in their re-education is to progress from decoding processes of a lower-
order to decoding processes of a higher order. This means that it is first nec-
essary to proceed from the phonetic-graphic correspondence and semantics to
morphological and semantic structures (units of lower order). Only then can we
proceed to evaluating information from text (units of higher order), i.e. to develop
strategies needed for selective and detailed reading, all this again incrementally,
first as part of pre-reading activities, then during reading activities, and finally the
application of information after reading. Practicing reading subsequently leads to
practicing writing, first in the form of excerpts and summaries (e.g. with the use
of mind mapping), and then in the form of reconstruction of the original written
text from notes, summaries or mind maps. The culmination of practicing the skill
of writing is then the construction of the student’s own texts. (Kormos & Smith,
125-144).

As for teaching the fourth skill, speaking, the principle of cumulative progress is
also observed here: from the production of simple one- or two-word utterances
to complex sentences and from being able to respond in one or two sentences to
constructing longer pieces of oral discourse (Kormos & Smith, 139-140).

At UWB, dyslexic students of English courses can also receive specialized training
(and moral support) during individual 1:1 consultations, in a quiet environment,
where they subsequently take, individually, two to three parts of their graphically
adjusted (with respect to individual needs) final credit test (mostly listening, writ-
ing and/or reading sections) as they are guaranteed an increased test-taking time,
while the Use of English section of the test is normally undertaken in class. When
there is an oral examination (in the form of a presentation on a topic related to
their field of study), it is again taken individually, with just the board of examin-
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ers, and in the presence of their special language tutor. A detailed description of
testing and exam accommodations is in the following chapter.

3 Testing and exam accommodations

As stated above (section 1.1), there are two key requirements concerning testing
and exam accommodations at UWB. Firstly, only students who meet all the legal-
ly defined eligibility criteria are entitled to apply for accommodations. Secondly,
accommodations are about fairness, not advantage. They do not alter the content
of assignments, do not lower the level of a chosen test or examination and, as for
assessment, do not give disadvantaged test-takers an unfair advantage.

3.1 Standardization and individualization

Written tests and oral exams are standardized on different levels. First of all,
they need to observe the standards required for a particular output, as discussed
above. As tests for dyslectics are based on the tests created for their intact peers,
they need to be adjusted to correspond to specific dyslexia characteristics, i.e. un-
dergo another stage of standardization. It needs to be highlighted here though
that such tests and exams cannot be fully standardized across all dyslectics be-
cause of the complexity and variations in which they manifest themselves. This
fact, which corresponds to the findings of Schneider, Gong and Egan (2016), also
explains why some dyslectics may require computer-based testing, while others
ask for a paper-and-pencil test, and still others opt for a combination of the two.
Testing and exam accommodations are further personalized to a certain degree
in accordance with the individual’s level of severity of dyslexia, language develop-
ment stage and command of personal compensation techniques. Years of practice
at IALS have proven that regular attendance in individual 1:1 dyslexia classes in
the course of the semester has a positive impact on the test scores achieved. This
is to a large degree thanks to the tailor-made format of the test, which makes the
best possible use of the individual dyslexic student’s potential.

3.2 Written test accommodations

Written test accommodations always need to take a specific SEN into account
(though some accommodations, such as those relating to timing and setting, are
generally applicable across the whole spectrum of SENs). Moreover, accommoda-
tions should address an individual student’s specific areas of need as well. This is
true especially about accommodations involving the presenting format (e.g. large
print, screen reader, colored overlays, etc.) and the response format (e.g. using
a computer, underlining, selecting, sorting, responding directly in the test booklet
rather than on an answer sheet, using organizational devices, such as spelling
assistive devices, and visual organizers).
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Assessment tasks for dyslectics to a large extent follow general principles: they
need to be relevant, motivating and enjoyable. Other general issues to consider in
designing assessment tasks include the validity of the task, and difficulty level of
input and response. Tests for dyslectics should limit use of two-dimensional and
reading-based scenarios, as those do not correspond with the higher level reason-
ing skills in dyslectics (Schneider & Gong 2016), and instead should make use of
multisensory principles, together with non-verbal, three-dimensional, spatial and
interconnected reasoning, since, as Brock Eide (Eide, 2015) has postulated, that
is what dyslexic brains are optimized for. The specific issues to consider include
potential assistance (especially with adaptive devices, such as screen readers or
screen magnification), clarification and simplification of instructions presented in
a step-by-step manner, combination of verbal information and visual stimuli, pro-
vision of background information, provision of graphic organizers to fill in during
listening tasks (such as an outline or chart - these help students see relationships
among concepts and related information), breaking of longer texts into shorter
paragraphs or smaller parts (chunks), highlighting of essential information, pos-
sible visual segmentation of texts into syllables/morphemes, and, obviously, time
needed for completing the task.

According to Fernette Eide (2015), several factors may contribute to the need of
double-time accommodations. “For dyslexic students writing can take more than
twice as long as age peers because of weak letter writing automaticity (fingers
cannot automatize the formation of letters), trouble calling up the correct words
and spelling and grammar rules when you need them, and executive function and
working memory challenges that make it difficult to put everything together. For
the typical dyslexic student, the thinking and problem solving is easy it's case
building and writing that are the hard part.”

3.3 Oral exam accommodations

At IALS, students undertake the speaking part of their final exam in the form of
a PowerPoint presentation on a study-related topic. The words above about think-
ing and problem solving not being the problem prove true for speaking too. It
is especially students of technical faculties who also in speaking often experience
enormous problems with the usage of appropriate vocabulary and grammar: “The
major challenges these students face in speaking in L2 involve the quick and effi-
cient retrieval of words, remembering the pronunciation of words, articulating the
words correctly, consciously constructing sentences from word constituents and
producing longer coherent monologues (...), especially in front of a large group.”
(Kormos & Smith, 139-140). At IALS, students are entitled to oral exam accom-
modations, which include the possibility of taking the exam individually, with just
the board of examiners, and in the presence of their dyslexia tutor as a sort of
moral support and a guarantor of fair assessment. To help dyslexic students re-
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duce stress, the board is less strict if they exceed the set time limit. In the testing
room there is also a white board available and at students’ disposal (beyond the
regular conditions) in case they need to support their reasoning with an on-the-
spot (spatial) drawing. Pronunciation is assessed less strictly, which is, however,
balanced on the student’s side by the requirement to prepare a detailed handout
of the speech to enable the examiners to follow the presentation more easily.

Conclusion

Individuals with different learning styles have often been routinely and unjust-
ly stigmatised, and their access to fair opportunities, including access to higher
education, in the past was complicated and limited. At last, these attitudes are
changing. One indication of this, after all, is the gradual shift in labeling dyslex-
ia—from disorder to disability to difference to gift. Another, much more substan-
tial indication, is the gradual but steady increase of dyslectics at universities. The
paper tries to raise awareness of the general nature of dyslexia and discusses the
specifics of needs resulting from different reasoning of dyslexic HE students. It
then provides suggestions for methods of learning support and testing and oral
exam accommodations to be considered and incorporated into the educational
system if the talents of numerous gifted people are not to be neglected or lost, to
the detriment of the general interest, just due to our reluctance to accept patterns
of reasoning different from those of the majority population.
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La categorie de « specialite » a l’epoque des lumieres
et aujourd’hui

Jérome Boyon

Abstract : A partir de I'étude d’un corpus de manuels réuni par J. A. Caravolas et de manuels
publiés en Tchécoslovaquie au 20éme siécle, cet article observe les différents usages et con-
tenus de la catégorie didactique de « spécialité ». Contrairement aux habitudes contempo-
raines, la « spécialité » est trés rarement une « profession » a 'époque des Lumieres. La
pensée didactique de 'époque s’attache davantage a spécifier le profil de I'apprenant. C’est
I'invention du 20eme d’ancrer la « spécialité » dans la méthode d’élaboration des contenus
d’enseignement et d’ouvrir ainsi un éventail illimité d’objectifs spécifiques.

Mots-clés: F.0.S, histoire, épistémologie, catégorie de « spécialité »

Introduction

Ce court article se propose d’observer les changements du contenu de la catégorie
de « spécialité » dans l'histoire de la didactique du francais langue étrangere
(FL.E.) Je me demanderai quels sont les différents usages de cette catégorie et
si notre intuition moderne, qui assimile « spécialité » et « profession », ne résulte
pas d'une construction historique.

En m’appuyant principalement sur un corpus de manuels tchécoslovaques édités
au cours du 20&me siécle et sur le vaste corpus réuni par J. A. Caravolas?, je dé-
gagerai les variations dans la définition « des spécialités » présentées par le titre
des manuels. Je n’hésiterai pas a citer des manuels d’autres langues, publiés dans
d’autres régions, ou a d’autres époques pour étayer une comparaison et pour
confirmer, ou infirmer, une observation et déterminer si elle correspond a une
tendance plus générale.

On verra notamment que la « spécialité », définie a 'époque des Lumieres, ne
concerne que trés rarement un aspect professionnel et que les catégories, en
usage a cette époque, s’avérent tres surprenantes pour nos habitudes de pensée
contemporaines.

Quelque soit I'époque évoquée, notamment en ce qui concerne la catégorie
« oral » de la langue, je ne ferai référence qu’a la catégorie didactique opération-
nelle et pas a la catégorie linguistique qui définit le langage oral par des traits
lexicaux et morphosyntaxiques qu’'on ne trouve jamais dans les manuels.

1 CARAVOLAS, Jean Antoine. Histoire de la didactique des langues au siecle des lumiéres. Précis antholo-
gique etthématique. Tiibingen, Montréal : Gunter Narr Verlag, Presses de I'Université de Montréal, 2000.
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1 La categorisation ecrit/oral
1.1 Ladifficile distinction entre « compréhension » et « production »

Face a une « langue généraliste », comprenant tous ses aspects et ses usages
possibles, une premiére distinction oppose les usages écrits aux usages oraux.

J.-P. Robert fait explicitement état d'une « spécificité » de la langue orale : « le
domaine de I'enseignement de la langue orale qui comporte I'enseignement de la
spécificité de la langue orale » (Robert, 2008 : 156.)

Au 20éme siécle, ces deux catégories peuvent étre présentées simultanément.
C’est le cas par exemple de la Grammaire pratique du frangais d’aujourd’hui : langue
parlée, langue écrite de G. Mauger (1968). Un seul des deux aspects peut étre abor-
dé, comme dans le manuel de V. Pech, Francouzsky rychle a prehledné. Praktickd
ucebnice hovorové franstiny pro samouky i kursy? (1940). Dans son avant-propos
(Predmluva, p.5), V. Pech annonce que les lecons « contiennent des textes d'un
écrit courant et d'une langue orale » 3. On peut donc conclure que le terme « ho-
vorové » s’oppose autant a « littéraire » et « soutenu » qu'a « écrit ».

On retrouve les deux catégories « oral » et « écrit », dés I'époque des Lumieres,
abordées sous le biais des compétences. Les manuels peuvent aussi explicitement
présenter la « compréhension écrite », comme une troisieme compétence distincte
des compétences de « production écrite » et « orale ». Cependant, on constate que
les compétences de « compréhension » et de « production orales » restent unies
sous la notion de « parler » *. La distinction entre les catégories de « production »
et « compréhension » ne s’avere pas immédiatement pérenne. Juste pressentie
et pas encore conceptualisée, elle disparaitra facilement. Les deux catégories se
confondent a nouveau dans le manuel de I'abbé de Levizac L'artde parler et d’écrire
correctement la langue frangaise, ou grammaire philosophique et littéraire de cette
langue, a l'usage des Frangois et des Etrangers qui désirent en connoitre d fond les prin-
cipes, les beautés et le génie (1803). Le manuel met I'accent sur la « production » :
« parler et écrire ».

Les objectifs didactiques du manuel de I'abbé Lévizac se révelent paradoxaux. En
effet, I'apprentissage de la « production » sera gommé par la seconde partie de
I'équivalence proposée, « ou grammaire philosophique et littéraire », quilaisse en-
tendre que la « production » se résume a une « compréhension » discursive des
principes généraux descriptifs de la langue.

2« Le frangais rapidement et clairement. Manuel pratique de conversation francaise pour les autodi-
dactes et les cours. »

3 « texty s b&znym psanym a mluvenym jazykem » (PECH, 1940 : 5).

4 Voir notamment le manuel de Duchenbillot (1699).
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1.2 « Lécrit commercial » : premiére « profession » de la pensée moderne

La correspondance écrite exige 'apprentissage spécifique d'un code trés rigide et
de I'appareil discursif et phraséologique qui I'accompagne.

Dés I'époque des Lumiéres, certains manuels abordent la compétence de « pro-
duction » épistolaire. La compétence de « compréhension » restant bien présente
mais implicite. Ainsi, le manuel de H. Gondrin (1766) propose d’enseigner La ma-
niére de faire des lettres et d’y répondre sur toutes sortes de sujets ... Au 20éme siécle,
cette généralité de la correspondance écrite, « sur toutes sortes de sujets », est
toujours visée par E. Froment (1924) dans son Guide épistolaire frangais-allemand :
modeéles de lettres sur toutes sortes de sujets avec la traduction allemande en regard.
Mais un « guide », venant compléter le « manuel de correspondance privée » per-
met de s’initier a la « la correspondance commerciale ». L'unité de la catégorie
« écrit » se scinde alors en « généraliste » ou « commercial ».

Il serait prématuré de considérer immédiatement la catégorie « commercial »
comme une simple sous-catégorie du « professionnel ». En effet, depuis la lente
émergence du libéralisme économique succédant aux obstacles féodaux a la libre
circulation des biens et des marchandises®, I'activité commerciale possede une
place particuliére. Les nouveaux acteurs économiques sont ainsi les premiers pro-
fessionnels a se heurter au probleme de la langue étrangere. Premiére dans I'-
histoire moderne, la catégorie « commercial » semble occuper tout 'espace du
« professionnel ». Encore aujourd’hui, G. Wheeler, présentant I'histoire de I'ensei-
gnement dans l'ancienne Egypte, suppose naturellement qu’elle f{it confrontée au
probleme des langues étrangeres. « En tant que puissance importante, elle entre-
tenait évidemment des contacts avec les autres nations, pour des raisons commer-
ciales, diplomatiques ou de conquétes » °. La catégorie « commercial » s'impose
la premiére a I'esprit de l'auteur, précédant « diplomatie » et « militaire ».

Mais cette hiérarchie des catégories reflete plus l'intuition contemporaine que
la réalité historique. Ne sachant rien de I'enseignement des langues en Egypte,’
I'exemple de Rome et du latin pourra nous renseigner. La premiere « spécialité »
décelée y est d’abord « administrative ». En effet, « D’aprés A. Bataille, sur 41
glossaires bilingues, 33 sont destinés a des hellénophones voulant apprendre le
latin, afin d’obtenir un poste plus important dans I'administration civile » (RO-
CHETTE, 1998 :188). Et quand ]. Kramer évoque les « glossaires populaires » dans
ses descriptions des glossairesbilingues sur papyrus, on constate que payer son

5 Encyclopédie méthodique. Finances : tome second. Paris et Liege : Panckouk et Plomreux, 1785. Article
Féodal, p. 112.

6« Asa major power there was obviously contatc with others nations, wehter from trade or throught
diplomacy or conquest » (WHEELER, 2013 : 12).

7 « We have no idea how foreign languages were learned in ancient Egypt » (WHEELER, 2013 :12)
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addition dans les « tavernes » et les « auberges » en sont les principaux aspects
commerciaux. Ces glossaires sont donc moins destinés a un voyageur de commerce

qu’a un touriste en vacances®.

Cette prépondérance de la catégorie « commercial » prend une importance dé-
mesurée a 'époque contemporaine. Elle s'impose méme comme seule « spécifi-
cité » se distinguant de la langue « généraliste » dans le manuel de ]. Hendrich,
Francouzstina béZnd a hospoddrskd - Frangais courant et commercial (1963). Inver-
sement, pour démontrer 'omniprésence de la catégorie « commercial » dans la
catégorie contemporaine « écrit », on remarque que, si un manuel ne traite pas
d’affaires commerciales, alors « [’écrit », en tant que « spécificité professionelle »,
disparait totalement. Ainsi, le manuel de Francais sur Objectifs Universitaires de
M. Pravda et V. Stauchova, Francouzstina pro védecké a odborné pracovniky, zdk-
ladni kurs (1963), ni méme le second niveau (kurs pro mirné pokrocilé, 1987) n’ac-
cordent aucune place aux stratégies d’expression écrite nécessaire a la rédaction
d’articles scientifiques. Cette activité de production écrite reléve pourtant spécifi-
quement de I'activité scientifique.

Limportance de la catégorie « commercial » a I'’époque des Lumiéres n’est pas
non plus a sous estimer. Méme si J. A. Caravolas pointe la diversité des publics et
des objectifs’, la catégorie « commercial » était déja capable d’occuper presque
a elle seule tout le contenu de la « spécialité professionnelle ». On trouve cepen-
dant un second exemple de « spécialité professionnelle ». Les manuels d’allemand
se multiplient a partir de 1750, « ils s’adressent principalement aux éleves des
écoles militaires » (CARAVOLAS, 2000 : 92). Le 20eme siécle, fera encore usage de
cette « spécialité militaire ». Dans le cadre de I'empire colonial francais en Afrique,
il s’agit de former les soldats a la langue du commandement comme l'indique le
Réglement provisoire du 7 juillet 1926 pour I'enseignement du frangais aux militaires
indigénes (1927)°.

La caractéristique didactique essentielle du 20eme siécle réside dans l'éventail
illimité des possibilités de « spécialisation » qu’'on résume aujourd’hui par l'a-
cronyme F.0.S. (Francais sur Objectif Spécifique). Lenseignement d’aujourd’hui se
propose de répondre a une demande spécifique. N'ayant pas les connaissances
a priori pour répondre spontanément aux besoins des apprenants, les concepteurs

8 KRAMER, Johannes. Essai d’'une typologie des glossaires gréco-latins conservés sur papyrus. Archiv fiir
Papyrusforschung 2004, vol. 50, 2004, pp. 49-60.

9 « les philosophes, les scientifiques, les hommes de lettres, mais aussi beaucoup de politiciens, d'-
hommes d’affaires et de femmes émancipées » pour I'anglais (CARAVOLAS, 2000 : 95) ; « outre les artistes,
les intellectuels et les ecclésiastiques, ce sont surtout les demoiselles de qualité » pour I'italien (CARAVO-
LAS,2000:99) ;« 'espagnol est étudié...par les femmes de la haute société et de la grande bourgeoisie, par
certains membres du clergé, par des hommes de lettres, des fils de commer¢ants » (CARAVOLAS, 2000 :
104).

10 Ce manuel est décrit en détail par KAHN, Giséle. 1990.
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des programmes devront se livrer a une enquéte préalable. Cette méthode a poste-
riori'! était déja parfaitement congue et appliquée a I'époque des camions Skoda
706. Dans leur Avant-propos (Predmluva, p. 3), les auteurs de Francouzstina : jazy-
kovd prirucka pro zahranicni montéry (1962 7) décrivent I'élaboration des contenus
du manuel destiné aux mécaniciens automobiles « sur la base d’entretiens avec
des mécaniciens qui avaient déja séjourné a I'étranger. » > (TULAKOVA, 1962 :3).

2 Les apprenants specifiques des lumieres

La pensée didactique de 1'époque des Lumieres se montre particulierement fé-

conde pour décrire son éléve. Elle n’hésite pas a multiplier les parameétres des-
criptifs.

C’est par exemple une « jeune fille désireuse de tenir une conversation en langue
étrangeére » 3. Dans un systéme éducatif dans lequel filles et garcons fréquentent
des écoles différentes, les manuels s’adressent spécifiquement a I'un ou 'autre des
publics. Mais ]. Buchanan montre en 1762'* que rien n’empéche de viser les deux
catégories simultanément.

Les apprenants se différencient aussi selon leur dge. Coménius et sonOrbis sensua-
lium pictus imposérent 'idée que I'enfant et I'adulte disposent de moyens cognitifs
et de stratégies d’apprentissage différents. Le psychisme enfantin posséde aussi
une part mythologique originale. Des dragons illustrent le manuel de Coménius
(COMENIUS, 2001 :74), au 20éme siecle, un manuel de V. Pech présente encore
aux enfants des ogres géants (PECH, 1930 (?) : 19).

Cependant, la catégorie « enfant » ne s'impose pas comme une catégorie auto-
nome. La tendance générale la considére davantage comme un synonyme de ta-
bula rasa. Ainsi les « adultes débutants » sont traités a I'égal des « enfants ». Des
lors des manuels s’adressent simultanément aux deux publics comme le montre
les Fables choisies a l'usage des enfans, et des autres personnes qui commencent a
apprendre la langue francoise de L. Chambaud (1751). Cette assimilation didactique
« adulte débutant-enfant » reste encore bien vivante au début du 20éme siécle.

11 pour la définition du FOS en tant que méthode a posteriori des contenus, par opposition a I’élaboration
a priori du francais généraliste, je me permets de renvoyer a mon article publié dans le Francais dans le
monde en 2008.

byli. »
13 BARETTI, Guiseppe Marco Antonio. Easy phraseology for the use of young ladies who attend to learn the
colloquial part of the italian language. London : G. Robinson, T. Cadell. 1775.

14 BUCHANAN, James. The British Grammar or an Essay in Four Parts towards Speaking and Writting the
English Language grammatically and eloquently for the use of the Schools of Great Britain and Ireland, and
of privat Gentlemen and Ladies. London : A. Miller, 1762.
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G. Vitali fait publier un Manuel de la conversation et du style épistolaire a l'usage des
voyageurs et de la jeunesse des écoles, Frangais-Italien (1901).

Le manuel de D. E. Choffin, Nouvelle grammaire frangoise...a l'usage des dames et des
autres personnes qui ne savent pas le latin (1747), pose un troisiéme terme a cette
équivalence. « Les hommes (de tout dge) qui n’ont pas poussé leurs études classiques
au point d’apprendre le latin » représentent une catégorie équivalente a celle des
« dames ».

Ce manuel de D. E. Choffin montre surtout une nouvelle catégorisation de l'ap-
prenant : ses connaissances préalables en langues mortes ou vivantes. Et comme
la didactique classique s’appuie sur une méthodologie qui traduit systématique-
ment chaque énoncé, les langues cible et source deviennent interchangeables. Le
manuel de C. Léopold s’adresse a la fois a tous les Francois qui veulent apprendre
I'allemand, et a tous les Allemands qui veulent apprendre le francois (1690). On peut
toujours augmenter le nombre de traductions et envisager d’enseigner plus de
deux langues. Au début du 20éme siecle Clifton promet encore une telle prouesse
grace a son Manuel de la conversation et du style épistolaire a l'usage des voyageurs
et de la jeunesse des écoles, en six langues Frangais-Anglais-Allemand-Italien-Espagnol-
Portugais (1901).

Plus encore, a condition que 'apprenant maitrise la langue d’enseignement, cer-
tains manuels proposent d’enseigner toutes les langues. En 1779 N. Adam publie
La vraie maniére d’apprendre une langue quelconque, vivante ou morte, par le moyen
de la langue frangaise. Grammaire frangaise a l'usage des Dames, servant de base a
toutes les autres langues. Cette prétention a l'universalisme absolu est héritée en-
core une fois des travaux de Coménius. Dans sa Grande didactique, le pédagogue
morave promet « un artuniversel de tout enseigner a tous » (COMENIUS, 2002 : 29).

3 Conclusion

Les auteurs des Lumieres, différenciant des contenus spécifiques, saisirent essen-
tiellement la diversité des publics. Les « spécialités » semblaient alors suffisam-
ment souples pour étre abordées simultanément par un méme manuel.

La différence essentielle avec 'époque contemporaine, réside dans le fait que la
« profession », longtemps assimilée a un « écrit commercial », n’apparaisse que
tres parcimonieusement. Il faudra donc conclure qu’elle est nécessairement le ré-
sultat d’'une construction historique et qu’elle ne peut pas étre congue comme une
catégorie intuitive de la pensée didactique.

Mais ce qui semble essentiellement caractériser la pensée didactique contempo-
raine, c’est I'humilité dont savent désormais faire preuve les enseignants. Attentifs
aux demandes de leurs éleves, ils n’hésitent plus a admettre leur ignorance a priori
des contenus spécifiques qu’ils doivent récoltés au préalable. En recourant aux
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notions d’a priori et d’a posteriori dans I'élaboration des contenus, il est tout a fait
possible de définir le F.O0.S. sans recourir a I'aspect professionnel, qui en définitive,
reste de l'ordre de la contingence historique.
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Collocability and contextualization in the process of
acquiring lexis

Jiri Dvorak a Daniela Dvorakova

Abstract: Significant changes have been taking place in the way lexis is acquired by language
learners as a result of new technology for data-processing and text-based research. Dictio-
naries are founded on authentic usages of words, their collocations, and semantic domains
they are associated with. However, large, complex units of meaning are often absent from
dictionaries and terminological glossaries. The importance of collocability and contextualiza-
tion is highlighted in the contribution. Although study of lexis in collocations and particular
contexts is not an overarching concept in language training, the authors believe it is beneficial
notonly for the needs of students’ linguistic training in general, butalso for the needs of experts
working with the terminology of their specializations.

Key words: collocability, collocation, context, corpus, frequency, management

Introduction

One approach to the acquisition of lexis puts emphasis on structure, while the oth-
er is aimed at language use, that is, when the occurrences of similar structures in
different contexts are investigated. The question to be answered is whether there
are different preferences for some structures over others. The analysis of frequent
collocations may not only provide answers to the question above, but also serve
as empirical evidence of possible misconceptions about language use. Contextual-
ization is often called on for help when decoding the meanings of words.

Collocations

The concept of collocation and its use is the central concept of linguistic training.
Attention paid to lexical combinations in particular contexts is enabled by the
development of corpora, which are becoming more extensive and more available.
The term collocation is often defined differently. As it is stated by Kren, “je to
Casto pojem velice Siroky a mize zahrnovat rizné jazykové jevy od odbornych
termint pies viceslovné predlozky, frazémy a idiomy, aZ po nejriznéjsi statisticky
vyznamné souvyskyty slov, lingvisticky nepriliS snadno popsatelné.” [it is often
a broad term and may include various linguistic phenomena from specialized
terms, multi-word prepositions, phrasemes and idioms, to various statistically sig-
nificant co-occurrences of words, which are not quite easy to be described linguis-
tically.] (Kfen 2006: 223; translated by authors) Mel¢uk distinguishes idiomacity
from stability of collocation (i.e.the probability of a constituent appearing with
other constituents) and thus classifies “four basic types of collocations: 1) stable
and idiomatic, 2) stable and non-idiomatic, 3) non-stable and idiomatic, 4) non-
stable and non-idiomatic.” (quoted in Lipka 1972: 78)
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Collocation in corpus linguistics is defined broadly as a combination of words
that co-occur, the meaning of which is based on the meaning of its components.
Whether or not a phrase has become a fixed expression, a collocation, a unit
of meaning, is revealed by paraphrases. Teubert and Cermakova state that the
paraphrases of friendly fire do not tell us what friendly means, they explain what
friendly fire is. (quoted in Halliday, Teubert, Yallop & Cermakova 2004: 149) While
collocations or fixed expressions are established on the basis of usage, paraphras-
es tell us whether indeed they are understood as units of meaning. The same
authors propose the concept of the single word to be replaced by the new concept
of a collocation or a unit of meaning in order to overcome the polysemy of lexical
items in dictionaries. Thus the ambiguity in traditional linguistics will disappear.
(ibid., 151) Lipka (1992: 9) believes that “it is impossible to capture the exact dif-
ferences of meaning, unless we consider the combining potential of these words,
the so-called collocations.”

The meaning of a term results from its usage in collocations. Such usage may
sometimes be overgeneralized, however. This overgeneralization is due to the fact
that the normally accepted meaning of a word is based only on a few of its occur-
rences. Furthermore, the assumption that terms should have identical meanings,
unaffected by context, is often contradicted with the fact that the same terms
have different meanings supported by different definitions in various branches of
science and their sub-fields. There is also an increasing transition of terminology
into general language and vice versa.

Cermak sees that “tihrn kolokaci daného lexému, od nej¢astéjsich a opakovanych
(jadro) az po ridké a prilezitostné (periférie, nové metafory), predstavuje kom-
binatoricky profil takového lexému, ..” [The summary of collocations of a given
lexeme from the most frequent and repeated collocations (core) to the rare and
occasional ones (periphery, new metaphors) represents a combinatorial profile
of such a lexeme.] (Cermak 2006: 57; translated by authors) Collocability is the
formal and semantic ability of a lexical unit to be connected with other lexical
units. The collocation relation is described by Jackson and Amvela (2004: 114) in
statistical terms as “greater than chance likelihood of occurrence.” From this they
conclude that “the mutual expectancy of two words could be stronger or weaker,
depending on both the direction of expectancy and the number of alternative
predictable words.” (ibid., 114) The higher the co-occurrence of words, the closer
the connection among them is. The collocability of most words is quite broad, but
never unlimited. The term collocate means a word which joins the initial word as
a component of a given collocation.

According to Cruse (1986: 40),

the term collocation refers to sequences of lexical items which habitually co-
occur, but which are nonetheless fully transparent in the sense that each lexical
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constituent is also a semantic constituent. ...The semantic integrity or cohesion
of a collocation is more marked if the meaning carried out by one or more of
its constituent elements is highly restricted contextually, and different from its
meaning in more neutral contexts.

Expressions such as safety catch and heavy casualties are examples of collocations.
However, the sense of safety in safety catch and heavy in heavy casualties requires
specific contextual conditions as opposed to safety in safety equipment and heavy
in heavy backpack. Collocations whose constituents do not like to be separated are
termed by Cruse as “bound collocations” (ibid., 41) and by Hnatkova as “monocol-
locability”. (Hnatkova 2006: 143) An example of such a bound collocation might
be non-commissioned officer (NCO).

Collocations vs. free combination of words

Bearing in mind the fact how broadly the term collocation is defined it is some-
times difficult to distinguish collocation from a free combination of words, which
might be equally important in the process of language acquisition. However, draw-
ing a subjective dividing line between collocations and free combinations of words
would be of no benefit to anyone concerned. Thus, we use the term collocation
in a broad sense as sequences of lexical items which habitually co-occur and we
also recommend to pay attention to any frequent free combinations of words dur-
ing language training, because, as Partington, Duguid and Taylor (2013: 8) claim,
“if something is seen to happen frequently in a language, then it is significant.”
Moreover, what is perceived as being a free combination by one linguist may be
perceived as being a weak collocation by another. As it is written in the Oxford
Collocations Dictionary for Students of English (2002: vii),

Combinations of words in a language can be ranged on a cline from the
totally free—see a man—to the totally fixed and idiomatic—not see the wood
for the trees. ...Between these two extremes, there is a whole range of nouns that
take the verb see in a way that is neither totally predictable nor totally opaque
as to meaning. These run from the fairly weak collocation see a film through the
medium strength see a doctor to the stronger collocations of see danger. All these
combinations, apart from those at the very extremes of the cline, can be called
collocation. And it is combinations such as these—particularly in the medium
strength area—that are vital to communicative competence in English.

Noam Chomsky, quoted in The BBI Combinatory Dictionary of English (1986: IX),
points out that

decide on a boat, meaning choose to buy a boat contains the collocation
decide on (in his terminology: close construction), whereas decide on a boat,
meaning make a decision while on a boat is a free combination (in his terminol-
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ogy: loose association). It is believed that “free combinations should generally
not be included in dictionaries’, but “the inclusion of free combinations is some-
times essential to illustrate a sense of a polysemous entry in a general-purpose
dictionary.” (ibid., 1X)

Contextualization

Biber et al. (2000: 1) state that “studies of language can be divided into two main
areas: studies of structure and studies of use.” The same authors mention that lin-
guistic analyses have traditionally put more emphasis on structure and described
the combinations of smaller units forming larger grammatical units. The second
perspective is to emphasize language use and investigate the occurrence of similar
structures in different contexts. Biber et al. (2000) suggest that the questions to
be answered are whether these structures are used preferentially for different
specialized meanings and whether there are different preferences for one of the
forms over others.

Contextualization may be called on for help when decoding the meanings of terms.
Context is, according to Cann (1993: 22), “needed to restore ellipses, resolve ambi-
guity, provide referents for deictic elements and resolve anaphoric dependencies.”
At the same time it should be borne in mind that contextualization is just one
approach to meaning and Frawley (1992) considers five approaches to meaning,
i.e. meaning as reference, as logical form, as context and use, as culture, and as
conceptual structure.

Hauser mentions that “zavaznost kontextu pro zpiesnéni slova vystupuje do
popfedi u slov mnohovyznamovych a u homonym” a “frekvence nejcastéjsich kon-
textd, v nichz se uzivatel se slovem setkava, ovliviiuje i chapani vyznamu slova.”
[“he importance of context for specifying a word comes to the fore in the cases of
polysemous words and homonyms,” and “frequency of the most common contexts
in which the user encounters a word, affects also the understanding of the word’s
meaning.”] (Hauser 1980: 66-67; translated by authors)

Filipec claims that

Vztah vyznamu a oblasti uZiti lexikdIni jednotky je sice velmi diileZity a vzd-
jemny - vZdyt' vyznam je v kontextu konkretizovdn a dotvdren, ba i pretvdren,
a na druhé strané se v kontextu primo konstituuje (srov. napr. otdzku prendseni
vyznamu), principidlné jde vsak o dva riizné aspekty lexikdIni jednotky [the
relationship between meaning and the area of use of lexical unit is very impor-
tant and mutual, because the meaning is being specified and completed, even
changed and directly formed in context (cf. for example the issue of transfer
of meaning), but in principle there are two different aspects of a lexical unit.]
(Filipec 1973: 78; translated by authors)
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The question is what the range of context should be in order to have the lexical
meaning of a word specified satisfactorily. According to TéSitelova (1992), the col-
locational span of one and two words left and right of the collocate are considered
to be a minimum for such a lexical meaning specification. Verbs require wider con-
text, though. Cvrcek categorizes the following three types of context: “bezprostied-
ni, blizky a vzdaleny” [immediate, close, and distant contexts.] (Cvréek 2014: 25;
translated by authors) The distant context in such a classification has four and
more words left and right of the key word.

According to Cruse (1986), every aspect of the meaning of a word is reflected in
a characteristic pattern of semantic normality (and abnormality) in grammatically
appropriate contexts. Every difference in the semantic normality profile between
two items betokens a difference of meaning. Cruse (1986: 16) notes that

the meaning of a word can be pictured as a pattern of affinities and disaffini-
ties with all the other words in the language with which it is capable of con-
trasting semantic relations in grammatical contexts. Affinities are of two kinds,
syntagmatic and paradigmatic. A syntagmatic affinity is established by a ca-
pacity for normal association in an utterance (e.g. between dog and barked).
A syntagmatic disaffinity is revealed by a syntagmatic abnormality ...(e.g. the
lions are chirruping).

He also claims that, “paradigmatically, a semantic affinity between two grammati-
cally identical words is the greater the more congruent their patterns of syntag-
matic normality. So, for instance, dog and cat share far more normal and abnormal
contexts than, say, dog and lamp-post.” (ibid., 16)

Misunderstandings in the area of terminology as well as in general English are
caused by the fact that we do not know the collocations which are sometimes
fixed and cannot be replaced by alternatives. We quite often do not know that
a particular collocation we use is a term with its definition and a specific area of
use either. Contingency plan is a fixed expression and there are no words which
may be used instead of contingency. The NATO Terminology Management System
(NTMS) includes disaster recovery plan as an admitted synonym to contingency
plan. The term contingency plan may also be replaced by the collocation back-
up plan under less formal circumstances, but the term alternative plan is not an
appropriate “alternative”. To secure the safety is an example of “Czenglish” from
a sentence in which the expression to provide security (or safety, depending on the
context) should have been written by a student. Students should look at context
for help in their effort to comprehend a text or a part of speech without consulting
their dictionaries. When being asked to explain the meaning of a word e.g. re-
ject, teachers should use the word either in a clear collocation or in a particu-
lar context in their effort to introduce new vocabulary without dictionaries. The
statement “the proposal will be either adopted or rejected” is focused on antonymy
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and also on the fact that the word adopt is considered to be a true friend, not
a false friend, having similar meaning both in the English and Czech languages. We
believe that focus on collocability and contextualization may reduce such mistakes
to a minimum.

The term management in the British National Corpus

The term management has been analysed in collocations on the position of deter-
minatum (Dm = a component being determined) and determinant (Dt = a com-
ponent determining another component). The term is displayed from the British
National Corpus (BNC) with the help of the Word Sketch programme. Only the first
10 occurrences of the term are recorded in Table 1.

Tab. 1: Management (noun) in BNC
freq = 21,886 (195.09 per million)

modifier modifies

10,908 0.50 8,888 0.41
senior 262 8.73 system 727  7.36
system 213 5.56 team 448  8.12
network 188 7.68 committee 278 7.37
quality 179 7.12 group 207 5.76
project 162  6.85 information 199 6.49
top 158 7.92 structure 182 6.98
financial 157 7.40 skill 161 7.28
local 157 6.43 development 149 6.01
database 154  8.08 training 147  6.90
resource 153  7.16 service 147 5.35

The first column shows the word frequency and the second column represents
logDice score, which indicates the amount of statistical association between two
words. Rychly (2008: 6) states that “the word pairs with the highest score are
presented as collocation candidates.” He adds that

values of the logDice have the following features: a) theoretical maximum is
14, in case where all occurrences of X co-occur with Y and all occurrences of Y
co-occur with X. Usually the value is less than 10; b) value 0 means there is less
than 1 co-occurrence of XY per 16,000 X or 16,000 Y. We can say that negative
values means there is no statistical significance of XY collocation. (ibid., 9)

There are only 10 out of 727 occurrences of the collocation management system in
a distant context selected as an example and recorded in Table 2. It is beyond the
scope of this paper to list all 21,886 occurrences of the term management in all
its collocations, but it is obvious that the same procedure may be applied for all
the selected words and their collocations recorded in the corpus. As can be seen
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in Table 3, the Sketch engine can even provide us with the whole paragraph in
which the analysed collocation occurs.

Tab. 2: The collocation management system in a distant context

Environment Ministers, who are establishing a management system to control pollution. Ministers
discharged is the introduction of" energy management systems " microprocessor-based products
by the British Government stand" energy management systems ", microprocessor-based products
Government's current approval of" energy management systems " and Jeremy Bentham's proposals
perceived need to save energy per se. Energy management systems are collections of equipment constructed
arrangement of the Panopticon. </p> Energy management systems : beyond Panopticon? <p> The basis
has endorsed the introduction of energy management systems because, inter alia, they enable
concerned with rights and liberties, energy management systems are designed to protect interests
And, in order to accomplish this, energy management systems , like the internal arrangement

exercise of power. For the design of energy management systems offers a new diagram of a mechanism

Tab. 3: The collocation management system in the whole paragraph

< previous from a ship travelling the North Sea. The NERC survey is the Department of the Environment's
contribution to the North Sea Task Force, a body established by nine North Sea Environment Ministers, who are
establishing a management system to control pollution. Ministers have agreed to reduce emissions of 37
pollutants by 50 per cent by 1995, cutting a handful of more dangerous ones, such as cadmium and lead, by 70
per cent. </p> next >

Conclusion

Frequency analysis of terms and their collocations in various contexts as part of
linguistic analysis may help experts and students to use the terms consistently
and, in the case of no terms, be aware of prevailing tendencies of word combi-
nations from their area of interest. The analysis of frequent collocations being
recorded in a corpus may serve as empirical evidence of possible misconceptions
about language use. The lessons learned in this area may also lead to an improved
teaching process.
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Antonyms in the Terminological System of Logistics in
English and Bulgarian

Galina Velikova

Introduction

Before evolving as a cross-disciplinary science logistics was considered an aspect
of military operations, “the three big M’s of warfare - materiel, movement, and
maintenance. If international politics is ‘the art of the possible’, and war is its
instrument, logistics is the art of defining and extending the possible. It provides
the substance that physically permits an army to live and move and have its being”
(Huston 1966). Apart from influences logistics has experienced from Military Sci-
ence, it owes a lot to a number of areas of expertise: management, transport, com-
merce, information technology, engineering, marketing, international economic re-
lations, law, mathematics, computer science, etc (Kymniosa, Ctepsiurosa, 2006).
What is more, with the implementation of web-based practices, e-procurement
and reverse logistics methods practitioners from the above-mentioned areas, in-
cluding the military, are embracing new logistics terms or borrowing them back.

The process of building up the terminological system of logistics is still incom-
plete, shaping up and transforming, nevertheless, it ensures a common language
for logistics experts. This system, however, has not been investigated in detail,
accordingly there are very few studies on logistics from a linguistic point of view
both abroad and in Bulgaria.

The purpose of this paper is to address problems of terminological antonymy
in the sphere of logistics both in the English and Bulgarian language. It briefly
reviews theoretical assumptions in the sphere of antonymy and offers a classifica-
tion of antonyms from a morphological and semantic point of view. The examples
discussed are excerpted from documented materials standardized and consistent
within the area of logistics. The topic is worth discussing in order to meet our
syllabus goals and needs of learners who are going to function in a multinational
environment—whether military or civilian—and be faced with varieties of English
as the primary language for international communication. Furthermore, it is part
of a detailed contrastive study on the terminological system of logistics in English
and Bulgarian based on a corpus of 2950 terms and terminological phrases.

1 Whatis antonym?

The term antonym is generally used to define “oppositeness of meaning.” Accord-
ing to Yule, antonyms are words which are “opposite” in meanings (Yule 2006).
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Other scholars view antonymy as the relation among words in which the mean-
ings of one term contrast, oppose or contradict the other term (Bolinger, Sears
1981; Cruse 1976; Lyons 1977). Palmer identifies it as the opposite of synonymy,
but the status of the two antonyms is very different (Palmer 1981). On the other
hand, there is a disagreement on what exactly is covered by antonymy and how
it should be regarded.

Danilenko notes that antonyms are indeed more typical of the vocabulary of scien-
tific language than the literary language ([lanusenko, 1977: 78). Sometimes it is
clear to distinguish this oppositeness, sometimes it requires specialist knowledge
to be established. For instance, solid and wet are opposites when referring to bulk
cargo—HacuneH and HaauseH mosap. Veering and backing should also be consid-
ered antonyms when it comes to denoting a wind changing direction clockwise or
anticlockwise—esam®p, dyxauj 8 N0COKA HA YACOBHUKO8AMA CMPe/KA UAU 06pamHO HA
yacosHukosama cmpeska. Therefore, we suggest a reference to yet another defini-
tion which specifies “antonyms” in detail: [they] “should be used as a general term
to describe words different in sound-form and characterized by different types of
semantic contrast of denotational meaning and interchangeability at least in some
contexts” (Ginzburg, 1979).

2 Features of antonyms

1. Antonyms may be defined as two or more words of the same language be-
longing to the same part of speech and to the same semantic field, identical in
style, (Arnold 1986) with the same grammatical meaning and functions, as well
as similar collocations—e.g. seller—buyer — npodasau—kynysau; pick up—drop off
— 83eMaHe HAa hpamka (om usnpawa4ya 3a npeso3 Ha 6120 pascmosiHue)—docmaska
HA npamka ¢ npeeos.

2. They refer to phenomena, qualities, properties, and processes viewed from op-
posite perspectives, e.g. properties serve to denote size, existence, speed, bright-
ness, strength, width, etc. Here is a set of antonyms of

slow - fast 6aseH - 66p3
- on-time - HagpeMmeHeH
- quick - uegpscm
- prompt - HezabaseH

3. As antonyms do not differ stylistically, an antonymic substitution never results
in a change of stylistic colouring. This is appropriate for terms.

4. Antonyms tend to co-occur in sentences or in particular contrastive construc-
tions, an observation (made by Murphy 2006) which holds true for specialized
texts, e.g. from cradle to grave (throughout the life cycle) — om awskama do epoé6a,
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no epeme Ha yeaus HcUsHeH Yukae; tracking and tracing (determining current and past
locations of a unit) — npocsaedsisaHe Hanped u Ha3ad.

Almost every word can have one or more synonyms. Comparatively few have
antonyms. There may be concepts without counterparts—usually these express
a generic concept of class or construction, e.g. navigating bridge—mocmux and
cab (separate front part of a large vehicle, such as a truck, bus, or train, in which the
driver sits)—ka6uHa which is only natural because they denote a position on each
of the means of transport which cannot be contrasted or opposed to another such
location. Or linehaul (long distance moves from one city to another more than 100 to
150 miles in length)—medxcdyepadcku npego3u Had 100 do 150 muau signifying a type
of movement that is unique of its own.

Depending on its meaning a word may be a member of a synonym set and an
antonym set. As each member of the antonym pair or set may not intersect with
all synonyms, a certain coordinate system may be formed with synonyms placed
on the vertical axis and antonyms—on the horizontal axis. Such a correlation
demonstrates the system relations between lexical and terminological units in
particular (Georgieva 2013: 183).

In a broad sense a concept may have different antonyms depending on criteria
of classification (place, direction, manner), e.g. green side light vs. red side light —
3es1eHa Vvs. yepseHa 6opdoea ceemauna denoting starboard or port side of a ship;
green water (the area covering continental shelves, archipelagoes and islands up to
thousand miles from shore ) vs blue water (the open sea) — kpatimopcku Vs. MOpCKU
sodu

green transport vs. eco-unfriendly transport — 3e/1eH VS. eK0/102U4HO HECBOOPAa3eH.
The problem of which of its senses is realized may be solved by both linguistic
and extralinguistic means.

Antonyms can also be viewed as a binary taxonomy (Leech 1974) as in cou-
ple-decouple or multiple taxonomy which is extended to three or more terms, e.g.
the four cardinal points—north, east, south, west. Lyons and Cruse clearly demon-
strate the inadequacy of the traditional notion of antonymy pointing out the vari-
ety of distinctions which exist in the area of lexical opposites, e.g. direction, place,
consequence, etc., relations common in logistics terminology (as cited by Lipka,
1992).

3 Types of antonyms

The classification of antonyms offered by Komissarov in his Dictionary of English
Antonyms is based on a morphological principle (Komuccapos, 1964) according
to which antonyms may be subdivided into absolute (root) and derivational. Ab-
solute antonyms have different roots, e.g. collect—deliver — esemam - docmagam
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(npamka); private (carrier)—common (carrier) — yacmeH npego3gau—obujecmseeH
npesoseay; receiving (point) —shipping (point) — npuemeH nyHKkm—mosapeH
nyHkm; constant—variable — nocmostHHa—npomeHAU8a (8eAUYUHA).

Derivational antonyms have the same roots but different derivational affixes
which impart a negative meaning to words. These may be formed by negative
prefixes such as un-, im-, in- il-, ir- (added to adjectives), non-, mis-, dis-, de-,
un- (added to adjectives, verbs and nouns), e.g.

dis-: assemble—disassemble — caa06s518am—pa3znobsieam; regard—disregard —
3a4umaHe—He3a4umaxe; economy—diseconomy — UKOHOMUA—UKOHOMUYECKA He-
edpekmugHocm

un-: stuff—unstuff — mosaps (koHmeliHepu)—pasmosapsam (konmeliHepu); load-
ing—unloading — mosapeHe—pa3zmoeapsaHe; anticipated—unanticipated — o4ak-
8aH—HEO4aK8aH

de-: consolidate—deconsolidate — koHcoaudupam—adekoHcoaudupam (npamxu);
coupling—decoupling — ckaysaHe - pa3deasine; mountable - demountable —
MOHMUpyeM — 0eMOHMuUpyeM.

non-: stackable—non-stackable — kotimo mooice da ce nodpedxcda eduH 8wspxy dpye
uau He; palletized—non-palletized — nasnemu3upaH—Henasemu3upaH (mosap);
standard—non-standard — cmaHdapmeH—HecmaHdapmeH; compliance—non-comp-
liance — cesomeemcmeue—Hecsomeemcmaue.

In Bulgarian these antonyms are rendered with similar prefixes: pas-, He-, ae;-
. Interestingly enough typical prefixes such as anTH- and nmpoTuBo- are rare
in logistics terminology while re- does appear as a negative preffix - adapt -
re-adapt — npucnocobsieam—npepabomeam or engineering - re-engineering —
UHMCeHepuHz—peuHiceHepuHe with the corresponding mpe- or pe- suffix in Bul-
garian.

Sometimes opposites are formed by means of antonymous suffixes: -ful and -
less (careful - careless). More often -less does not necessarily oppose -ful, rather
it just changes nouns into adjectives and signifies ‘lack of’ as in contactless
scanning of goods—6e3koHmMakmHo ckaHupaHe; wireless communication—6e3xcuvHu
KomyHukayuu; paperless information flow—e6e3kHudiceH UHPOpPMAYUOHEH NOMOK;
lightless plant—Heceemew; (asmomamu3supai) 3aeod. Still, the opposite of paper-
less is paper(-activated) and that of lightless—lighted which should be duly noted
when teaching.

The semantic classification of antonyms subdivides them into:

a. Complementary (contradictory) antonyms. They are pairs of words in
which one member has a certain semantic property that the other mem-
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ber does not have (cf. Lyons, 1977). Complementaries must denote absolute
states or properties, i.e. they are mutually exclusive and no middle ground
is allowed for. As Cruse states “The essence of a pair of complementaries
is that between them they exhaustively divide some conceptual domain in-
to two mutually exclusive compartments, so that what does not fall into one
of the compartments must necessarily fall into the other” (Cruse 1986), e.g.
deep-sea—short-sea shipping — Mopcku npegosu Ha 20/1eMuU pa3cmMosiHUS—MOPCKU
npeso3u HA Kpamku pa3cmosiHusi; push strategy—pull strategy — cmpamezusi ¢
usmezsasiHe uau ¢ usbymeate; merchandising inventory—manufacturing inventory
— M®BP208CKU 3anacu—npou3eodcmeeHu 3anacu; active storage—extended storage
— Kpamkocpo4yHo ckaadupaHe—dea2ocpouHo ckaadupaHe. The examples above
point to contradictory adjectives or attributive modifiers, however, adverbs, nouns
and verbs may also be used to denote opposition in acts, states or proper-
ties. It should be noted that most of the derivational antonyms also belong to
this class: assemble—disassemble — komniekmosam—paskomniekmogam; durable
(goods)—non-durable (goods) — cmoku 3a npodeaxcumeaHo N0A38aAHE—CMOKU 34
KpamkospeMeHHO no/138aHe; ashore—offshore — Ha 6peza—Ha uzgecmHo pazcmosiHue
om 6peza, etc.

b. Contrary (gradable or scalar) antonyms differ from contradictories in that
they denote mainly a degree in a property or activity. They admit the possibility of
some intermediate members which are also antonymic. According to Zapata grad-
able antonyms are pairs of words that are contrasted with respect to their degree
of possession of a certain semantic property (Zapata 2000). Each term represents
or stands for an end-point (or extreme) on a scale (e.g. of temperature, size,
height, beauty, etc.); between those end-points there are other intermediate points
(i.e., there is some middle ground) (cf. Lyons, 1977, [lepuuiuka, BacusieBa, 1997).
These can be exemplified with nearshoring, offshoring and onshoring—stages of
relocating a company’s business to take account of labour and operations costs.
Offshoring refers tothe relocation, by a company, of a business process to another
country or continent, nearshoring is relocating a company’s business process to a for-
eign country that is relatively close by, whileonshoring orinshoring involvesrelocating
business processes to a lower-cost location in the country.

The Bulgarian equivalents are direct borrowings oHwopuHe, HuspwopuHe and
ogpuwopuHz which do not make clear the opposition between onshoring and off-
shoring. Probably the definitions offered usHacsine Ha 6usnec detinocmu (npouzeod-
cmeo, ycayeu) Ha dadeHa KOMNAHUS U38BH epAHUYyUume Ha Coo0meemHama dspicasd,
8 2eoepagpcka 6au30cm do cmpaHama, Kosimo U3Hacsi 6uzHec deliHocmu, u npemecm-
8aHe Ha usHeceHume deliHocmu o6pamuo 6 cmpaHama enable us to delimit the dif-
ferent stages of outsourcing but are too long.

A similar set is represented by the unimodal, transmodal, intermodal, multimodal
and combined transport depending on the modes of carriage involved. Unimodal
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Fig. 1: How onshoring, nearshoring and offshoring interrelate

transport involves carriage of goods by a single mode of transport—edHopodeH
npesos. Transmodal denotes freight transfers within the same mode, i.e. it ex-
tends unimodal in the number of vehicles used—npeego3 upe3 pasauunu npegosHu
cpedcmea c eduH sud mpaHcnopm, eka4eau) npemosapsaHe. Intermodal opposes
transmodal in that it refers to freight and passenger transfer from one mode of
transport to another at special intermodal terminals which may be sea ports or
rail yards, airports, etc.—unmepmodasen mpancnopm. However, it also contrasts
multimodal where various transport modes are employed to complete a freight jour-
ney—myamumodased mparcnopm named so after the UN Convention on the Inter-
national Multimodal Transport of Goods, 1980. The difference between intermodal
transport and multimodal transport is whether handling of cargo occurs during
the journey when changing modes—in multimodal transport it is required where-
as in intermodal it is not. Last but not least, a reference should be made to com-
bined transport which denotes movement of goods in one and the same loading unit
or road vehicle, using successively two or more modes of transport without handling
the goods themselves when changing modes. With this type of carriage the major
part of the journey is by rail, inland waterways or sea, and any initial and/or final
legs carried out by road are as short as possible—xom6unupan mparcnopm. In her
textbook International Logistics Rakovska (2011: 241) delimits it to ‘carriage of
goods in which the major leg (in Europe) is by rail, inland waterway or short-sea
transport and the initial and/or final leg by road is as short as possible’. We can
conclude that the end points in this antonym set are unimodal and multimodal
with several intermediate points in-between which mark different stages in the
process.

The sets discussed above illustrate asymmetric antonymy. Adjectives are another
instance of this type of antonyms when they can be graded along specific dimen-
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sions of variation, e.g. (in temperature) cold-chilled-lukewarm-warm-hot where
the intermediate terms: chilled, lukewarm and warm are asymmetric to hot.

c. Converse (vector) antonyms are used to “express a relationship between
two entities by specifying the direction of one relative to the other along
some axis” (Cruse 1986). Therefore the main idea with this class of antonyms
is that of direction and movement, e.g. inbound logistics—outbound logistics —
8X0051U{a /102UCMUKA—U3X005Wa J102UCMUKa; inputs—outputs — 8/10%ceHuU pecypcu
- u3xodHu pesyamamu (npodykyus, ycayeu, ne4aabu); reverse logistics—forward lo-
gistics — obpamHa s02ucmuka—.ao2ucmuka Hanped 8 NOCOKA HA nompebumesi;
pre-carriage—on-carriage — HauaseH npeso3 (docmaska Ha mosapa do Moe8apeH
nyHKm npedu OCHOBHUSI eman HA mMpamcnopm)—kpaeH npego3 (docmaska Ha
moeapa do pasmoeapHusi nyHKm cjed OCHOBHUSI eman HA mpaHcnopm); diver-
gent logistic system—convergent logistic system — pask/aoHsA8awa ce J02UCMU4YHA
cucmema—o6eduHssawa (C60pHa) A02UucCmMuYHa cucmemd.

As stated above, antonyms like these are frequent in logistics terminology and if
the activity and direction cannot be specified, it should be explicated in context.
The fact that learners are aware of this type of relationship in logistics does not
help them to identify and express overtly the meaning of such pairs in Bulgarian.
When asked to guess the meaning of two such pairs: pre-carriage andon-carriage
as well as headhaul andbackhaul, they came up with very inadequate ideas. Most
of the students related the first pair to loading before carriage—npornecu npegu
HaToOBapBaHe WJIM TPAHCIOPTHpaHEe U MO BpeMe Ha TpaHcmopTupaHe. As for the
second pair, they either associated it with machinery or linked it with carriage.
Only one dared suggest movement along the supply chain to and from the cus-
tomer which is closest to their meaning—mbsier kypc kbpM KJneHTa and o6paTeH

KypcC.

d. Relational (reverse) antonyms denote one and the same referent or situ-
ation as viewed from different points of view, with a reversal of the order of
participants and their roles (Palmer 1981). In other words, the existence of one
of the terms implies the existence of the other term. Very often they are mis-
taken with converse antonyms. Thus there will be pairs which represent two
opposed perspectives on a relationship or transfer of cargo in the transport
chain such as consignor/consignee — usnpawau/nosyyamean, exporter/importer —
usHocumes/eHocumed, origin/destination — npousxod/mecmoHasHa4eHue, lessor/
lessee — Haemodamesa/Haemamen depending on what is subject to lease. Lyons
points out that many opposites of this type especially nouns involve social
roles (Lyons 1977). Others (such as verbs and adjectives) signify an act or
state that reverse or undo the quality, act, or state of the other, e.g. buy/sell
— Kynyeam—npodasam; pack/unpack — onakoeam—paszonakoeam; lash/unlash —
ys8®sp3sam—pasesp3sam; stayed/un-stayed — nodsuxceH—HenodsusiceH, etc.

Exploratory Article / Informativni ¢lanek 181



4 Distribution of antonyms among parts of speech

Based on our corpus antonyms in logistics terminology belong to the following
parts of speech: nouns, verbs, adjectives and adverbs:

e Nouns - input - output; negligence - non-negligence; economy - diseconomy;
bundling - unbundling;

o Verbs - receive - dispatch; assemble - disassemble; wet - dry; stuff - strip;
e Adverbs - offshore - onshore; inshore - inland; upstream - downstream;
e Adjectives - inbound - outbound; unimodal - multimodal; local - international.

Often adjectives are seen as antonyms only in phrases, e.g. clean bill of lad-
ing—uyucm (6e3 3a6enexcku) koHocamenm — foul bill of lading—koHocamenm csc
3a6enexcku where clean and foul are opposites; full container load—nwsaHo
HamosapeaHe Ha koHmeliHep — loose container load /LCL/ orless than container
load—uacmuuno HamosapeaHe Ha koHmeliHep with full and loose being antonyms.

Noun compounds and phrases can also enter in antonym relations:

e V-ing + N - opening stock—closing stock — HauasHuU 3anacu 8 Ha4a/s10mo Ha
nepuoda—KpaeH 3anac 8 kpasl Ha hepuooa;

e V-ed2 + N - outsourced activities - insourced activities — aymcopcHamu
detiHocmu, deliHocmu, 8v3/104CeHU Ha hodu3nsaHumea—aoetlHocmu, docez2a u3ns.Ji-
H5I8AHU OM B8BHWEH KOHCYAMAHMm, 8spHAmMu 06pamHo 8 komnaHvusima; closed
port—open(ed) port — npucmaHuuje, 3ameopeHo 3d KopabonjiasaHe—npucma-
HUuje, 0meopeHo 3a Kopabon/asaHe;

e V + prep + N - drivein racking system—drive through racking system — npoxodeH
nasemex cmeaaxc ¢ docmen om edHamMa cMpaHa—npoxo0eH najaemeH cmeaadxc
¢ docmsn om deeme cmpaHu; pick up address - drop off address — adpec Ha
e83emaHe—adpec Ha docmaska (npamka)

¢ N + N - shortage stock—surplus stock — Hedocmue Ha 3anacu—u3auweH 3anac;
liner shipping—tramp shipping — snuHellHo niasaHe - mpamnoso Na1asaHe;

e Adj + N + N - flat rate tariff—variable rate tariff — edunHa mapuga—npomeH-
Ausa mapuga;

e Num + N + N - single-trip pallet—multi-trip pallet — nasem 3a edHokpamHa
ynompe6a—nasiem 3a MHO20Kpamua ynompeoa.

There are whole set phrases which can be used as opposites, too, e.g. First In,
First Out (FIFO)—First In, Last Out (FILO) — [epsu 8453s.41, nspsu uzisa3ei—Ilspeu
8415381, nocaeden usaases; Last-in, First Out (LIFO)—Last-in, Last Out (LILO) —
IocaedeH 845354, Nopsu U3AA3bA—IlocaedeH 845364, nocaedeH u3asases; Make-to-
Order—Make-To-Stock — npou3sodcmeo no nopsuka—npou38odcmeo 3a 3anacu.
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Conclusions

Antonymy turns out to be widespread both in English and Bulgarian logistics
terminology. The lexico-semantic processes typical of general language words are
found to function in terminology as well to express opposition of activities, prop-
erties, qualities and states in the sphere of logistics by means of antonyms.

Morphologically antonyms are formed by using affixes which is characteristic for
both English and Bulgarian, the most frequent being non-, dis-, de-, un- and pas-
, He-, de- respectively. Semantically four classes of antonyms are distinguished:
complementary, contrary, converse and relational which are illustrated by English
and Bulgarian terms. Antonyms are found more often in compounds than in single
words. Binary and multiple taxonomy are distributed evenly in logistics terms
giving rise to asymmetric antonyms.

The findings in this paper may be a good starting point for further research in
logistics terminology. Furthermore, since it is a widely-acknowledged fact that
new words are not learned mechanically, but associatively (Morgan, Rinvolucri
2004), they may serve as the basis for presenting new vocabulary in teaching.
An effective verbal technique is using synonyms, antonyms, collocations to intro-
duce new words and ask students to elicit the meaning. Another field of applica-
tion is developing exercises on sense-relations. Simple matching activities may be
complicated by incorporating analogy and reasoning for students to explain how
terms are related. Thus, learners will master their terminological knowledge as
well as improve their critical thinking skills.
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»Je mehr Sprachen du sprichst, desto mehr bist du
Mensch” - spoluprace némecké sekce Jazykového
centra UPa a nadace Briicke /Most-Stiftung Dresden

Sarka ZikeSov4, [lona Bourova

Vyuka jazykd na Univerzité Pardubice hraje podobné jako na jinych univerzitach
a vysokych $kolach v Ceské republice nezastupitelnou roli v tercidrnim vzdélavani
a jednim z ukoll je i priprava budoucich absolventi na poZadavky trhu prace
a na jejich budouci uplatnéni. Dalo by se predpokladat, Ze témér vsichni studujici
budou zapojeni do jazykového vzdélavani formou povinné volitelnych predméta
nebo volitelnych kurzi, a Ze v jejich zdjmu bude znalost minimalné dvou svétovych
jazyki. Proto jiz druhym rokem uspoiadala némecka sekce Jazykové centra UPa
v rdmci programu Némecky jazyk a redlie studijni cestu do DraZdan s cilem prak-
tického vyuziti némeckého jazyka. Do letosniho ro¢niku se zapojilo 10 studenti ze
vSech fakult UPa, ktefi od 9.-13. dubna 2017 absolvovali zajimavy program s dis-
kuzemi a prezentacemi v ramci spoluprace s nadaci Briicke/Most-Stiftung Dresden
a Technische Universitit Dresden, obohaceny o nejriznéjsi exkurze cilenymi na
specificky jazyk jednotlivych fakult. Zdmérem studijni cesty do Drazdan bylo po-
skytnout studentiim vhled do specifik némecké kultury a komunikace prostrednic-
tvim cilového jazyka, zprostredkovat jim kontakt s hodnotami a nazory obyvatel
metropole byvalého ,Vychodniho Némecka“ (muzea, galerie, diskuze v terénu na
zakladé pracovnich list). Studenti méli moZnost setkat se se studenty Cestiny
z Technische Universitat Dresden, kdy si na zakladé osobnich rozhovort mohli
vymeénit své studijni i jazykové zkuSenosti.

Velmi prinosna je spoluprace s nadaci Briicke/Most-Stiftung Dresden, kte-
ra byla zaloZena v roce 1997, a je nevladni neziskovou organizaci, kte-
ra sleduje vyhradné obecné prospésné a nekomercni tUcely. Stanovila si za
cil spolupraci s Ceskou republikou a jinymi stity stiedni a vychodni Evro-
py na podporu jejich zaclenéni do Evropské unie. Posldnim nadace je na-
bidnout oteviené férum vSem, ktefi vyhledavaji interkulturni setkavani me-
zi Némci a Cechy a podporuje tak zdjem mladych lidi o jazyk a kulturu
svych nejblizsich sousedli. Nadace ma své sidlo v Drazdanech a provozuje po-
bocky ve Freiburgu a v Praze. BohuZel se momentilné tato instituce nacha-
z{ v existentnich problémech, o ¢emZ informuji i renomovand némecka mé-
dia (Welt: https://www.welt.de/regionales/sachsen/article165878816/Bruecke-
Most-Stiftung-muss-aufgeben.html; Focus Online: http://www.focus.de/regional/
dresden/gesellschaft-bruecke-most-stiftung-muss-aufgeben_id_72782

Proc¢ viibec byla 4. srpna 1997 tato nadace zaloZena? Pro osvétleni této otazky
jsme si vypujcily slova zakladatele pana Helmuta Kosera ,Most spojuje” (2010),
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ktera mizete najit v originale na strankach http://www.bmst.eu/alles-ueber-die-
stiftung/stifterhtm:

,Casto jsem byl tazan, pro¢ jsem zaloZil nadaci Briicke/Most-Stiftung. Kazdy ¢lovék
zaziva ve svém zivoté klicové okamziky, které trvale ovlivni jeho mysleni a jednani.
Pro mé jako politologa to byla porazka ,Prazského jara“ v roce 1968 a ,sametové
revoluce” v roce 1989 ve stfedni a vychodni Evrop&. Mél jsem vzdy blizko k Ce-
cham, popt. k Ceské republice, diky literatufe a hudbé a rovnéz jsem se zajimal
o komplikované historické vztahy mezi obéma zemémi. KdyZ jsem jako maly cho-
dil do skoly, konalo se v mém rodném meésté mezinarodni setkani, které se jmeno-
valo ,Die Briicke” (most). Tato akce slouzila v povale¢né dobé k porozuméni mezi
obéma narody. Dal$f vyrazny vliv méla na mé moje matka, Gertrud Késer, ¢lenka
nasi nadace, kterd se mnoho let angazovala v otazce kirestansko-zidovského smi-
feni. TudiZ to nebyla zddna nahoda, Ze mé po ,prevratu” v roce 1990 osud zavedl
do Terezina. Myslenka ,Mostu“ vznikla zcela spontanné v roce 1990. Ve mésté Hof
pireklenuje jeden most tdoli, ktery byl tehdy zcela zni¢en. Clovék musel jet dolii do
udoli a pritom mu padl zrak nahoru k mostu. Tu mé napadla myslenka vybudovat
most. Most porozuméni, bez predsudkd, bez vyhrad a vzajemného obvinovani, cas-
to na zakladé spolecné strastiplné minulosti. ZaloZeni nadace nasledovalo témér
soucasné v dobé ,Némecko-Ceského prohlaseni“ v roce 1997, které se nazyvalo
také ,Deklarace smireni“ Kupole véze vily Briicke-Villa v Drazdanech obsahuje
deklaraci a statut nadace. Od té doby je vila ¢astym a rddo navStévovanym mistem
Drazdan.”

=TT

Obr. 1: Sidlo nadace Briicke/Most-Stiftung v DréZdanech,
http://awakeningmovie.de/x/event/bruckemost-stiftung-dresden/
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Trebaze je organizovani vyjezdid do Drazdan stile ve fazi vyvoje, maji tyto akce
vyznam jak v jazykovém, tak i v interkulturnim rozmeéru, coz je potésujici zjistit
predevsim z pozitivni zpétné vazby némeckych i Ceskych studentti. Nabizi se otaz-
ka, jak se organizatorky vyjezdii mohou tuto zpétnou vazbu od studenti sofisti-
kovanym zplisobem dozvédét? K tomuto Ucelu slouzi jiz nékolik let velmi dobie
uzivatelsky pratelsky systém Mahara ePortfolio, ktery ze své podstaty umoznu-
je tvorbu vlastniho elektronického portfolia, sebeprezentaci, blogii, online Zadosti
o pracovni misto a tvorbu specidlnich stranek, které cili na ostatni zaregistrované
uZzivatele nejen z interniho prostiedi, ale i prostiedi externiho. Na tomto zakladé
spocivaji skupinové prezentace, které jsou navzajem prolinkovany, sdilené stranky
je moZno téz zvetejnit pomoci webovych stranek.

Smahara dsra Ensclugn WO @ Abmeiden

1m April 2017 hatcen i

Dresden 2017 Die Baume des Glicks

Es gab im April eine Studienreise nach Dresden. s ist immer ziemlich schwierig zu
beschreiben, was wir erlebt haben, weil es so viele Erlebnise und Erfahrungen gibt.
Wihrend der Studienreise haben wir ein paar Fragen, die gestellt waren, beantwortet.
Die Antworten haben wir hier in Mahara aufgearbeitet. Ausser der Aufgaben, die wir
bearbeitet haben, wollten wir auch ein bisschen die Studienreise beschreiben, sodass
andere Studenten, die vielleicht auch Interesse an einer Studienreise haben, sehen was
sie erleben kinnen.

Daniil, Honza und Karolina.

Text

Dresden

Ein tolles Abendteuer!

Esgab s gutes Programm und auchvielFreizeit )

Obr. 2: Prvni ¢ast stranky skupiny ¢. 1,
https://unicom.upce.cz/mahara/view/view.php?id=9835

V ramci kurzu Némecky jazyk a redlie (kurz USLUE), ktery je prioritné zaméfen
na studijni vyjezdy, byl postup prace se systémem nasledujici: studenti rozdéleni
do tri skupin obdrzeli pred vyjezdem pracovni listy s konkrétnimi ukoly, které se
lisily svou tématikou dle danych lokalit mésta Drazdan (méstské ctvrté Loschwitz,
Blasewitz) a mésta Lipsko a zaroven kazda skupina musela zpracovat separatni
individualni dlohy. Celkem bylo uloZeno studentlim 9 otazek, které studenti zod-
povidali formou cileného dotazovani rodilych mluvcich v jednotlivych Ctvrtich, fo-
tografovanim a samozirejmeé i pripravnym resSerSovanim (Stadterkundungen). Zde
se ukazalo, Ze moZnost propojeni textu, fotografii a videi v jeden celek v systému
Mahara bylo pro studenty velkym motivujicim faktorem, pravdépodobné z diivo-
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du, Ze majorita mladych lidi dokonale zachazi se socialnimi sitémi. Po prijezdu na
domovskou univerzitu studenti prezentovali své vystupy studijni cesty klasickou
prezenta¢ni metodou pred publikem jak pomoci PowerPointu, tak prostiednictvim
vytvorenych stranek v systému Mahara ePortfolio. Je dobré zdlraznit, Ze vSechny
prezentace mély velmi dobrou droven, at jiZ po jazykové ¢i formaln{ strance, coz
bylo dle naSeho minéni zplsobeno faktem, Ze mnozi studenti se zucastnili studij-
nich cest jiz ponékolikaté. Jako priklad uvadime ukazku c¢asti stranky skupiny ¢. 1,
ktera zpracovala ukoly svého pracovniho listu (viz obr. 3).

Aufgabenblatt fiir Gruppe 1.

Loschwitz:

. Wie ist die Briicke ,das Blaue Wunder” mit dem Stadtviertel
Loschwitz verbunden, wie finden die Einheimischen die
Brilcke?

Welehe Kitnstler machten L so b

Welche wichtigen haben Sle geseh hen Sie
Fotos daven.

Il. Blasewitz:

1. Was Ist am St Bl

2. Was haben sie @iber die Bricke-Mest-Stiftung erfahren?

. Leipzig:

1. Welehe U h sehen Sie den Stédten Leipzig
und Dresden?

Was st im V8lkerschlachtdenkmal an der Rezeption/Kasse 2u
erhalten?

3. Wie finden Sle das Studium und das Studentenleben in
Lelpzig?

g pppE

P

w

P

IV. Wo kann man sich im Altstadtzentrum erholen?
Obr. 3: Pracovni list skupiny ¢. 1

Zavérem bychom chtély podotknout, Ze z didaktického hlediska lze konstatovat,
Ze nejveétsim prinosem implementace systému Mahara je pravé podpora konstruk-
tivistického pojeti vyuCovani. Konstruktivisticky pristup ke vzdélavani odbourava
pasivni prijem informaci a naopak zddraziuje vyuZiti metod zaloZenych na aktivni
spolupraci, kreativité a participaci studenta. Rozviji se tak schopnosti komuniko-
vat, spolupracovat a aktivné se vzdélavat v ramci samostudia na zakladé jeho ex-
plorativni aktivity. Tento zptisob didaktického pojeti spociva ve vyuziti editacnich
nastroji za ucelem iniciovat zménu tradi¢niho zpdsobu mysleni studenta a po-
moci tzv. ,otevirenych technologii“ podporovat kolaborativni pristup nejen k vyuce
cizich jazykd, ale i k autonomni pripravé rznych materialti vCetné resersniho
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monitoringu informaci, coZ generuje aktivni praci se zdroji jak virtualnimi, tak
JKlasickymi*,

Jsme proto velmi rady, Ze vedeni Jazykového centra UPa tento zptlisob vyuky né-
meckého jazyka jiz nékolik let ispésné podporuje a véiime, Ze i v budoucnosti bu-
dou studijni cesty nedilnou soucasti aktivit némecké sekce JC UPa. Chtély bychom
touto cestou zaroven oslovit germanisty a vyucujici némeckého jazyka s prosbou
jakékoli podpory zachovani existence nadace Briicke/Most-Stiftung.

Autorky

Mgr. Sarka Zike$ova je absolventkou Pedagogické fakulty UHK, obor némecky jazyk a déjepis. Od roku
2008 vyucuje némecky jazyk pro ekonomy, némecky jazyk pro zdravotnictvi a vSeobecny jazyk v ce-
louniverzitnich kurzech v Jazykovém centru Univerzity Pardubice, pisobi zde rovnéz jako interlocutor
mezinarodnich jazykovych zkousek OSD, rovnéz se podili na p¥ipravé online kurzii v rdmci LMS Moodle
pro studenty Univerzity Pardubice a na Ustnim testovani studentti v ramci programu Erasmus, koncipuje
a monitoruje praci studentl v systému Mahara E-Portfolio. Od roku 2011 v ramci programu CeloZivotni
vzdélavani moderuje a organizuje Moderované diskuze v némeckém jazyce ve spolupraci s Goethe Zent-
rem Pardubice.

Mgr. llona Bourova je zaméstnana jako asistentka vyuky cizich jazyki Jazykového centra Univerzity Par-
dubice. Je absolventkou Filozofické fakulty a Fakulty télesné vychovy a sportu Univerzity Karlovy, obor
némecky jazyk, pedagogika a télesna vychova. Na Univerzité Pardubice vyucuje némecky odborny jazyk
se zamérenim na ekonomii a vSeobecny jazyk v celouniverzitnich kurzech. Mgr. llona Bourova je ¢lenkou
vedeni a vedouci némecké sekce a podili se na planovani vyuky v rdmci Jazykového centra ve spolupraci
s dal$imi fakultami univerzity a na tvorbé celkové pracovni koncepce tGtvaru. Od roku 2007 je garantem
certifikovanych mezinarodnich zkousek OSD (Rakousky jazykovy diplom). RovnéZ participuje na tstnim
testovani studentli v rdmci programu Erasmus+.
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