
Editorial

Vážené kolegyně a kolegové,
je mi ctı́, že vám mohu představit nové monotematické čı́slo časopisu CASALC
Review, které vzniklo jako výstup z mezinárodnı́ konference pořádané Centrem
jazykové přı́pravy Univerzity obrany se sı́dlem v Brně konané ve spolupráci s Cƽes-
kou a slovenskou asociacı́ jazykových center.
Konference s názvem Foreign Language in Academic and Professional Education je
organizována pravidelně jednou za dva roky od roku 2007 a navázala na tradici
předchozı́ch konferencı́ pořádaných Centrem jazykového vzdělávánı́ s původnı́m
názvem Kompetence v cizı́ch jazycı́ch jako důležitá součást proϐilu absolventa vy-
soké školy. Cı́lem této konference bylo vytvořit fórum pro jazykové specialisty v ci-
vilnı́m i vojenském sektoru, kteřı́ se zabývajı́ výukou cizı́ch jazyků v akademickém
a profesnı́m prostředı́.
V tomto čı́sle časopisu jsou uveřejněny přı́spěvky autorů z Cƽeské republiky, Slo-
venské republiky, Makedonské republiky, Bulharska a Francouzské republiky, přı́-
spěvky jsou publikovány v českém, slovenském, anglickém a francouzském jazyce.
Jako učitele mě zaujaly přı́spěvky zaměřené na výuku studentů a jejich přı́pravu
na zkoušky, ale rovněž jsem se zaujetı́m přečetla přı́spěvky týkajı́cı́ se rozvoje ku-
rikul pro různé obory. Právě široký okruh oborů, které se vyučujı́ na jednotlivých
školách, a přı́stupy k výuce činı́ naši práci tak zajı́mavou, např. výuka laborator-
nı́ch techniků či řı́dı́cı́ch letového provozu a pilotů, a to je jenom malá ochutnávka.
S pestrostı́ vyučovaných oborů souvisı́ i terminologie zaměřená na antonyma
v dalšı́m z oborů, v tomto přı́padě v logistice, ale jde i o schopnost lexikálnı́ jed-
notky spojovat s jinými jazykovými jednotkami tak, abychom zı́skali smysluplnou,
gramaticky správnou a stylisticky adekvátnı́ odpověď.
Dalšı́ z přı́spěvků se napřı́klad týká hodnocenı́ znalostı́ studentů a srovnánı́ čes-
kého prostředı́ s institucı́ podobného zaměřenı́ v zahraničı́, konkrétně ve Francii
a Belgii. Zajı́mavým čtenı́m jsou i přı́spěvky zaměřené na rozvoj a projektovánı́ ku-
rikula. Osobně jsem velmi ráda, že se autoři věnujı́ i principům zdvořilosti, což je
pro všechny, kteřı́ se zabývajı́ efektivnı́ komunikacı́ studentů v pı́semném i ústnı́m
projevu jak ve výuce face-to-face, tak i online nejen nezbytnostı́, ale i předpokla-
dem pro úspěšné vykonávánı́ práce i úspěšný osobnı́ život.
Závěrem mi dovolte vyjádřit poděkovánı́ všem autorům, kteřı́ se s námi poděli-
li o své zkušenosti a výsledky z výzkumů, a zároveň bych chtěla vyjádřit přánı́,
abychom se na podobných fórech scházeli častěji a abychom se podı́leli o své
názory s dalšı́mi kolegy i odbornou veřejnostı́.

Ivana Čechová
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English for porters – ESP curriculum development

Barbora Benešová, Radmila Holubová, Stanislav Rychtařı́k

Abstract: Designing an English language curriculum that is relevant to students’ needs and
empowers them to use their language skills in real life situationswith respect to their job is the
focus of English for Speciϐic 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 proϐile
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 beneϐit porters at other
universities as it gives them a speciϐic set of tools and enables them to communicate in English
in their work.

Keywords:ESP (English for Speciϐic Purposes), porters, curriculumdevelopment, coursebook
design

Introduction
English for Speciϐic 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 ϐield of ESP,
speciϐically by discussing the issue of English for porters. In the ϐirst part of the
article, a review of the literature is provided. The ϐirst 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 ϐive years’ time, the
number of foreign students and university employees coming to UWB has grown
signiϐicantly, namely 346 students and 24 university employees in 2010 and 484
students and 136 university employees in 2015 (Výročnı́ zpráva o činnosti, 2010;
2015). As a result, a need to increase the communication skills of porters, who
are often the ϐirst people in contact with international visitors at the university,
has emerged.
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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 speciϐic
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-
ciϐic Purposes (ESP). The following paragraphs introduce ESP and its place within
the ϐield of English as a Foreign Language (EFL), as well as some of the basic
characteristics and principles that make English for Speciϐic Purposes come to life
through meaningful curricula and fulϐil 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 Speciϐic purposes, there
is a clear incentive to learn the language. The term speciϔic is sometimes used
interchangeably with special or specialized. Mackay and Mountford describe the
notion of speciϔic as “a restricted repertoire of words and expressions selected
from the whole language because [it] covers every requirement within a well
deϐined 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 Speciϐic 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 reϐlects 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 / Empirická studie 7



• focused on the learner’s needs and [waste] no time
• relevant to the learner
• successful in imparting learning
• 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-
ϐine ESP by:

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

Tošić and Aleksić (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 deϐine the concept of ESP. Firstly, there is the
development of different ϐields of academic and professional cooperation, each
of which, naturally, asks for a speciϐic language of communication, e.g. technical,
business, medical. Secondly, the issues discussed become less general and more
topic-bound, which requires speciϐic 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 reϐlects demands of the speciϐic ϐield of work or re-
search. Thus, the courses are speciϐically 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
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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 proϐile 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 signiϐicant 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

5. medium, mode, and channel – communicative means
6. dialects – information on dialects to be utilized
7. target level – level of competence required in the target language
8. anticipated communicative events – micro- and macro-activities
9. key – the speciϐic 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.

Empirical Study / Empirická studie 9



2 Method
In summer 2015, there was a request at the University of West Bohemia in Pilsen
(UWB) to improve basic English communicative skills 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 clariϐication 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 ϐirst 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 ϐinal 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 ϐind informa-
tion on:
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• existing English language skills and knowledge of porters at UWB
• topics, phrases and vocabulary porters ϐind 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 ϐindings, a curriculum was
designed, a suitable coursebook was written and an intensive course for university
porters was provided.
Generally speaking, the whole project included ϐive main phases:

1. designing and distributing the questionnaire
2. analysing the answers of the questionnaire
3. designing the course based on the speciϐic needs of UWB porters
4. creating a suitable coursebook
5. 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 proϐiciency in English. The enquiries from foreigners porters received
ranged from asking for directions to university buildings, classrooms, ofϐices, 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 ϐinal 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 proϐile of
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Tab. 1: Enquiries porters received

Enquiry topic Response rate
Leaving a leƩer for somebody 91%
ReporƟng a found object 91%
Asking for direcƟons to a classroom 87%
Asking for direcƟons to a campus building 87%
Asking for direcƟons to a restroom 87%
ReporƟng loss of an object 87%
Asking for direcƟons 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 direcƟons to a faculty 61%
Asking for direcƟons to a library 61%
Asking for direcƟons to a copy room 61%
RequesƟng 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 ϐirst part enables the porters to learn:

• greetings and introductions
• the English alphabet
• numbers 0–20
• designation of buildings and rooms
• 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
• names of the faculties
• practical vocabulary related to porters’ needs—city landmarks
• practise giving directions

12



This part is accompanied by simpliϐied university maps, dialogues, role-plays and
useful phrases. It builds on the ϐirst 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
• verb CAN
• 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 ϐinal 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 ϐive 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 ϐinishing
the course, 94% of them were satisϐied 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 beneϐicial 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 speciϐic 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 beneϐit 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 speciϐic 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 ϐind 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 conϐident in their job when
encountering foreigners.
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Jazykové vzdělávání a hodnocení znalostí cizích
jazyků na École de l’air

Adéla Cƽuttová

Abstrakt:Vpředkládaném článku je věnována pozornost jazykovému vzdělávánı́ na francouz-
ské vojenské vysoké škole EƵ cole de l’Air, spolu s hodnocenı́m znalostı́ cizı́ch jazyků, které je
s nı́m spojené. Prvnı́ část článku popisuje náležitosti jazykového vzdělávánı́ budoucı́ch důstoj-
nı́ků na francouzské letecké akademii, spolu s možnostmi testovánı́ a hodnocenı́m jazykových
znalostı́ studentů. V druhé části jsou uvedeny závěry z realizovaného průzkumu jazykové při-
pravenosti a jejı́ho významu pro důstojnı́ky Francouzských vzdušných sil. Vzhledem k tomu,
že zmı́něný průzkum byl v minulých letech realizován také na vojenských vysokých školách
a s důstojnı́ky rezortu Ministerstva obrany Cƽeské republiky, belgické armády a Francouzských
pozemnı́ch sil, ve třetı́ části článku bude provedeno srovnánı́ výsledků průzkumu ve všech
zmı́něných zemı́ch.

Klíčová slova: jazykové vzdělávánı́, EƵ cole de l’Air, hodnocenı́ znalostı́ cizı́ch jazyků, průzkum
jazykové připravenosti

Úvod
Jazykové vzdělávánı́ patřı́ již několik let mezi vzdělávacı́ priority Evropské unie.
Objektivnı́ přı́činou této skutečnosti je zejména celosvětová globalizace, integrace
Evropské unie, migračnı́ procesy a obecné vytvářenı́ multikulturnı́ho prostředı́.
Představa plynoucı́ z evropských dokumentů je taková, že občané členských států
budou během několika let schopni komunikovat mimo svého rodného jazyka ale-
spoň ve dvou dalšı́ch evropských jazycı́ch. Na to se snažı́ reagovat i vzdělávacı́ sys-
témy jednotlivých zemı́, které výuku cizı́ch jazyků v čı́m dál vyššı́ mı́ře zařazujı́ do
učebnı́ch osnov od primárnı́, přes sekundárnı́, až po terciárnı́ vzdělávánı́. Jazykové
kompetence potom zvyšujı́ absolventům škol konkurenceschopnost na národnı́m
i mezinárodnı́m trhu práce a zatı́m co znalost druhého cizı́ho jazyka je stále ještě
považována za výhodu, primárnı́ cizı́ jazyk, kterým je dnes angličtina, se stal již
nezbytnostı́ a jejı́ znalost se téměř automaticky předpokládá alespoň u absolventů
vysokých škol.
Oproti primárnı́mu a sekundárnı́mu vzdělávánı́, kdy se výuka jazyků zaměřuje
předevšı́m na obecný jazyk, vysokoškolská jazyková přı́prava je úzce propojena
s přı́pravou budoucı́ch absolventů pro jejich uplatněnı́ na trhu práce. Mělo by se
proto jednat o profesnı́ jazykovou přı́pravu. Důraz je potřeba klást na praktičnost
využitı́ jazyka v pracovnı́m prostředı́, přičemž nutné je správně sladit náplň výu-
ky s metodami, prostředky, činnostmi, postupy a strategiemi, kterými studentovi
bude učivo předáno. Opomenuty by neměly být ani okolnosti, za kterých výuka
probı́há, napřı́klad organizačnı́ a materiálnı́ podmı́nky, objem učiva apod., aby bylo
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dosaženo požadovaného výsledného efektu a vzdělávánı́ bylo pro studenty přı́nos-
né a pokud možno i interesantnı́.
Následujı́cı́ článek je věnován jazykovému vzdělávánı́ na francouzské letecké aka-
demii EƵ cole de l’Air, která je, mimo jiné, vojenskou vysokou školou připravujı́cı́
veškeré budoucı́ důstojnı́ky Francouzských vzdušných sil. Největšı́ část jejı́ch ab-
solventů tvořı́ piloti, letečtı́ inženýři a technici, pro které je anglický jazyk součástı́
každodennı́ praxe vyplývajı́cı́ z povahy práce. Aktivně ji využı́vajı́ nejčastěji při
radiové komunikaci, pasivně potom při práci s technickou i jinou dokumentacı́,
která zpravidla taktéž bývá v angličtině. Mimo územı́ Francie využı́vajı́ anglický
jazyk studenti, budoucı́ důstojnı́ci, během mezinárodnı́ch kulturnı́ch a sportovnı́ch
setkánı́, také během studijnı́ch pobytů a stážı́ ve spřátelených zemı́ch, v budoucı́
kariéře předpokládajı́ nejčastějšı́ využitı́ cizı́ho jazyka při plněnı́ vojenských úkolů
vyplývajı́cı́ch z aliančnı́ch závazků. Důležité je také dodat, že určitá úroveň anglic-
kého jazyka je vyžadována i pro samotné zı́skánı́ vysokoškolského diplomu, proto
by měla výuka jazyků na této škole plně odpovı́dat potřebám studentů.
Jazykové vzdělávánı́ budoucı́ch důstojnı́ků na francouzské letecké akademii bude
popsáno spolu s tı́m, jak probı́há testovánı́ a hodnocenı́ jazykových znalostı́. Násle-
dovat budou výsledky z realizovaného průzkumu jazykové připravenosti a jejı́ho
významu pro důstojnı́ky Francouzských vzdušných sil, které budou v hlavnı́ch bo-
dech v poslednı́ části článku srovnány s výsledky stejného průzkumu realizované-
ho na vojenské vysoké škole v Cƽeské republice, Belgii a Francouzských pozemnı́ch
silách.

1 École de l’air
Francouzská letecká akademie, nesoucı́ název EƵ cole de l’Air, je vojenská vysoká
škola, která organizuje a zabezpečuje vzdělávánı́ všech budoucı́ch důstojnı́ků Fran-
couzského letectva. Jejı́ historie sahá až do roku 1935 a již od roku 1937 sı́dlı́
na jihu Francie v Salon de Provence, kde ji lze nalézt i dnes. Ročně zde ukončı́
v akreditovaných studijnı́ch programech nebo specializovaných kurzech své studi-
um okolo pěti set vojáků.
Mimo frekventanty odborných a specializačnı́ch kurzů tu strávı́ studenti tři, nebo
dva roky. Třı́leté studium je určené těm, kteřı́ přı́mo navazujı́ na studium na střed-
nı́ škole a přı́pravné třı́dy, které jsou pro vstup na vysokou školu ve Francii po-
vinné. Do dvouletého studia potom nastupujı́ poddůstojnı́ci francouzského letectva
z praxe, kteřı́ se rozhodnou doplnit si vzdělánı́ a uspějı́ v přijı́macı́m řı́zenı́. Všichni
studenti jsou následně integrováni do společných skupin v rámci ročnı́ků a rozdı́ly
ve formě ani obsahu vzdělávánı́ neexistujı́, což je novinkou od akademického roku
2015/2016. Rozdı́lná je pouze již zmı́něná délka studia, studenti bez předchozı́
služby zůstávajı́ na škole o rok déle. Letecká akademie se zaměřuje na tři roviny
vzdělávánı́, z nichž prvnı́ rovinou je akademické vzdělávánı́, druhou rovinou je
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vojenský výcvik rozvı́jejı́cı́ vůdčı́ a manažerské schopnosti a poslednı́ z nich je le-
tecký výcvik budoucı́ch pilotů. Součástı́ hned dvou z těchto rovin – akademického
vzdělávánı́ a leteckého výcviku je i jazyková přı́prava, navı́c v poslednı́m ročnı́ku
studia odjı́ždı́ na partnerské instituce a organizace průměrně sedmdesát procent
studentů na zahraničnı́ stáže za účelem zpracovánı́ závěrečné práce, kde se bez
cizı́ho jazyka taktéž neobejdou.

1.1 Požadavky na jazykovou úroveň studentů

Jak už bylo zmı́něno výše, jednou z možnostı́, jak se dostat na leteckou akade-
mii, je úspěšně projı́t přı́pravnými kurzy a obstát v relativně vysoké konkurenci
uchazečů. V přı́pravných kurzech se jazykům věnuje velká pozornost, tudı́ž proto,
aby uchazeči obstáli v konkurenci a byli vybráni pro studium na letecké akade-
mii, musı́ neustále dosahovat velmi dobrých výsledků ve všech předmětech, tedy
i v anglickém a druhém cizı́m jazyce. Pro samotné přijı́macı́ řı́zenı́, a tedy i dru-
hý způsob vstupu na leteckou akademii, nenı́ sice stanovená úroveň minimálnı́ch
znalostı́, ale studenti přicházejı́ do školy s odhadovanou úrovnı́ B1 až B2 podle
Společného evropského referenčnı́ho rámce pro hodnocenı́ znalostı́ cizı́ch jazyků
(dále jen SERR). Tato úroveň je stanovena na základě statistik, které si vedou
učitelé z oddělenı́ jazyků ne z letecké akademie.
Oproti vstupnı́m požadavkům, které přı́mo stanoveny nejsou, je výstupnı́ úroveň
jazykových znalostı́ pevně zakotvena. Podmı́nkou pro všechny studenty EƵ cole de
l’Air je totiž pro úspěšné ukončenı́ studia a obdrženı́ diplomu zvládnutı́ jazykové
zkoušky Test of English for International Communication (dále jen TOEIC) z do-
vednostı́ poslech a porozuměnı́ psanému textu s minimálnı́m počtem pět set pa-
desát bodů pro ukončenı́ dvouletého studia a zı́skánı́m minimálně sedmi set osm-
desáti pěti bodů po studiu třı́letém. Toto nařı́zenı́ stanovila ve Francii Komise pro
inženýrské tituly (Commission des titres d’ingénieur). U vojáků se dále zı́skané po-
čty bodů ze zkoušky TOEIC převádějı́ na formát úrovně vojenské jazykové zkoušky
dle normy NATO STANAG 6001, které jsou vedeny v jejich osobnı́ch spisech. Na
test TOEIC jsou vojáci na letecké akademii před jejı́m vykonánı́m systematicky
připravováni. Ve škole majı́ na jejı́ zvládnutı́ dva pokusy – jeden běžný a jeden
opravný, pokud ani v jednom z nich nedosáhnou požadovaného počtu bodů, muse-
jı́ si zkoušku doplnit v civilnı́m zařı́zenı́ a náklady s nı́ spojené si také sami uhradit.
Vzhledem k tomuto pravidlu lze konstatovat, že s předepsanou úrovnı́ anglického
jazyka odcházı́ sto procent studentů, mnoho z nich dokonce s úrovnı́ vyššı́. Pro-
zatı́m nebyl zaznamenán přı́pad, kdy by student požadovaného počtu bodů ani
po několikanásobném opakovánı́ nedosáhl. Ostatnı́ cizı́ jazyky nemajı́ stanovenou
vstupnı́, ani výstupnı́ úroveň.
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1.2 Průběh jazykové přípravy

Jazyková přı́prava na francouzské letecké akademii je v gesci oddělenı́ jazyků, kte-
ré je součástı́ organizačnı́ struktury školy. Učitelé na tomto oddělenı́ jsou převážně
občanskými zaměstnanci, výjimkou jsou dva vojáci. Jedná se převážně o osoby
s odborným pedagogickým vzdělánı́m, přı́padně se speciálnı́m kurzem pro výuku
jazyků, který zabezpečujı́ Francouzské vzdušné sı́ly v jednom z nadřı́zených jazy-
kových center. Vyučujı́cı́ jazyka jsou zároveň testery, hodnotiteli, někdy i tvůrci
zkoušek. Co se výuky týče, jednotlivı́ vyučujı́cı́ se většinou specializujı́ na výuku
anglického jazyka konkrétnı́ odbornosti studentů, což ale nenı́ vždy pravidlem. Vy-
učován je zejména profesnı́ jazyk potřebný pro výkon služby v budoucı́m zařazenı́
u francouzského letectva.
Výuka anglického jazyka je povinná pro všechny studenty dvouletého i třı́letého
studia. Druhý cizı́ jazyk je umožněno studovat pouze studentům, kteřı́ prokážou
v momentě vstupu na leteckou akademii již velmi dobrou znalost anglického jazy-
ka a na základě toho, po domluvě s vyučujı́cı́m, je jim následně schváleno polovinu
vyučovacı́ch hodin určených výuce angličtiny převést ve prospěch jiného cizı́ho
jazyka. Výuka cizı́ch jazyků probı́há pouze na učebnách, které jsou velmi dobře
technicky vybavené. To umožňuje využitı́ nejenom běžných učebnı́ch materiálů,
jako jsou učebnice nebo časopisy, ale i internetových zdrojů a online přı́stupných
systémů řı́zenı́ výuky. Maximálnı́ počet studentů v jedné skupině je dvanáct, je
tedy zajištěna velmi blı́zká interakce mezi studenty a vyučujı́cı́m. Cƽasová dotace
je sedmdesát pět vyučovacı́ch hodin pro všechny skupiny v každém roce, v po-
slednı́m roce třı́letého studia je vyučovacı́ch hodin pouze padesát. Zdokonalit se
v anglickém nebo jiném cizı́m jazyce mohou studenti i na třı́měsı́čnı́ch zahranič-
nı́ch stážı́ch před koncem studia, kde zpracovávajı́ své závěrečné práce. UƵ častnı́ se
jich přibližně sedmdesát procent budoucı́ch důstojnı́ků.

1.3 Hodnocení jazykových znalostí

K hodnocenı́ jazykových znalostı́, mimo průběžné testy a ústnı́ i psanou zkoušku
na konci každého ročnı́ku, které vyučujı́cı́ jazyků sami připravujı́, je na letecké
akademii v Salon de Provence využı́ván TOEIC Listening & Reading Test a vojenská
jazyková zkouška dle normy STANAG 6001. Obě dvě zkoušky pouze pro anglický
jazyk. Testu TOEIC, jak už bylo zmı́něno v odstavci „požadavky na jazykovou úro-
veň“, se účastnı́ všichni studenti a bez jeho úspěšného zvládnutı́ by nebylo možné
úspěšně ukončit studium a zı́skat vysokoškolský titul. Přı́prava na test TOEIC je
i hlavnı́m cı́lem výuky anglického jazyka na škole. Samotné testovánı́ probı́há přı́-
mo na oddělenı́ jazyků v centru školy, které je akreditovaným testovacı́m centrem.
UƵ častnı́ se ho povinně všichni ze studentů ve čtvrtém semestru studia, dále dle
výsledků a potřeb.
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Co se týče vojenské jazykové zkoušky dle normy STANAG 6001, ta se využı́vá
na letecké akademii pouze jako doplňková forma hodnocenı́ jazykových znalostı́
z angličtiny pro úroveň SLP 4. Formát zkoušky vytvářı́ na základě obecně platných
deskriptorů sami zaměstnanci oddělenı́ jazyků. Možnost dobrovolně se přihlásit
k této zkoušce majı́ pouze studenti, kteřı́ dosáhli v testu TOEIC minimálnı́ho počtu
sedmi set čtyřiceti pěti bodů, přı́padně důstojnı́ci francouzského letectva, kteřı́
potřebujı́ prokázat své jazykové znalosti na této úrovni pro postup kariérou, nej-
častěji v momentě, kdy se ucházı́ o přijetı́ do kariérového kurzu. Počet uchazečů
se každoročně pohybuje okolo osmdesáti osob, z nichž většinu tvořı́ studenti.
Zajı́mavostı́ hodnocenı́ jazykových znalostı́ u studentů je fakt, že přestože absolvujı́
zkoušku TOEIC, výsledek je pomocı́ tabulky ekvivalentů převeden a v osobnı́m
spise vojáka prezentován jako dosažená jazyková úroveň dle normy STANAG 6001,
a to ve všech jazykových kompetencı́ch i přesto, že test TOEIC testuje pouze recep-
tivnı́ dovednosti poslech a čtenı́, ale žádnou z dovednostı́ produktivnı́ch. Důležité
je také zmı́nit, že úroveň prokazujı́cı́ jazykové schopnosti, dosažené kteroukoliv
z možnostı́, které letecká akademie poskytuje, nenı́ mezinárodně uznávaná a je te-
dy platná pouze na územı́ Francie, přı́padně pro potřeby Francouzských vzdušných
sil. Mezinárodně platné certiϐikáty majı́ pravomoc vydávat přı́slušnı́kům letectva
pouze Certiϐikovaná testovacı́ centra NATO nacházejı́cı́ se ve Sƽ trasburku, v Tours,
Saint-Mandrier a Guer. Tabulka ekvivalentů jednotlivých zkoušek pro hodnocenı́
znalosti anglického jazyka je zobrazena nı́že:

Tab. 1: Ekvivalenty hodnocení jazykových znalosơ platné pro Francouzské vzdušné síly

SERR A1 A2 B1 B2 C1
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 à la note
n◦1118/DEF /DRHAA/SDEF/ BAF/DCF/SALE du 01/06/2015. Vlastní
zpracování autorky.

2 Průzkum jazykové připravenosti a jejího významu pro
důstojníky francouzského letectva

Pro průzkum jazykové připravenosti a jejı́ho významu pro důstojnı́ky Francouz-
ského letectva byly zvoleny metody kvalitativnı́ho výzkumu. Hlavnı́ zdrojem zı́s-
kánı́ informacı́ byly polostrukturované, na diktafon nahrávané rozhovory, které
byly následně narativně vyhodnoceny. Pro průzkum jsem zvolila čtyři referenčnı́
skupiny respondentů – vyučujı́cı́, testery a hodnotitele jazykových znalostı́; stu-
denty bez předchozı́ vojenské praxe, studenty s předchozı́ vojenskou praxı́; posled-
nı́ skupinu tvořili absolventi EƵ cole de l’Air, již zařazenı́ na důstojnických mı́stech.
Průzkum byl realizován přı́mo na letecké akademii v Salon de Provence v ob-
dobı́ květen až červen 2016, s celkovým počtem třicet šest respondentů. Počet
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respondentů byl omezen bodem saturace. Obsahem průzkumu byl soubor dvanácti
otázek, které jsou po odstavcı́ch vyhodnoceny v následujı́cı́ kapitole.

2.1 Vyhodnocení průzkumu

Na tvrzenı́, že jazyková vybavenost je nezbytnou součástı́ povolánı́ vojenského
profesionála, se shodli všichni z respondentů, všech čtyř referenčnı́ch skupin, bez
výjimky. Několikrát v odpovědı́ch navı́c zaznělo, že tvrzenı́ je čı́m dál vı́ce ak-
tuálnı́ s ohledem na vývoj bezpečnostnı́ho prostředı́. Nejčastěji zmiňovaným dů-
vodem nutnosti jazykové vybavenosti byla mezinárodnı́ spolupráce s koaličnı́mi
armádami, ať už během operacı́, nebo při společných cvičenı́ch, kde je anglický
jazyk jediným společným komunikačnı́m prostředkem. Respondenti se také shodli
na tom, že jazyk je důležitý pro všechny hodnosti i všechny zastávané funkce ve
francouzském letectvu, ale přı́ležitost ke komunikaci majı́ častěji výše postavenı́
důstojnı́ci, kteřı́ jsou vı́ce konfrontováni se zahraničnı́mi partnery.
U druhé otázky, týkajı́cı́ se využitı́ anglického jazyka ve vojenském prostředı́, se
odpovědi lišily u jednotlivých referenčnı́ch skupin na základě zkušenostı́. Důstoj-
nı́ci s praxı́, dle svého aktuálnı́ho zařazenı́, nejčastěji uváděli doprovody zahra-
ničnı́ch delegacı́ a organizaci mezinárodnı́ch aktivit školy, piloti svoji každodennı́
praxi, protože veškerá radiokomunikace probı́há v angličtině, stejně jako brieϐingy.
Mechanici zase velmi často pracujı́ s technickou dokumentacı́ v anglickém jazyce.
Během předchozı́ kariéry se většina z dotazovaných účastnila i zahraničnı́ch ope-
racı́ a mezinárodnı́ch cvičenı́. Mimo delegace a zahraničnı́ návštěvy velmi podobně
odpovı́dali i studenti školy s předchozı́ praxı́ na poddůstojnických mı́stech. Mladšı́
ze studentů, bez předchozı́ praxe, angličtinu využili nejvı́ce během studijnı́ch po-
bytů a stážı́ v rámci studia, také při mezinárodnı́ch konferencı́ch, seminářı́ch či
sportovnı́ch setkánı́ch s jinými vojenskými školami. Někteřı́ v rámci dobrovolných
aktivit jako doprovody zahraničnı́ch hostů. Vyučujı́cı́ jazyků, s ohledem na to, že
většina z nich jsou občanštı́ zaměstnanci a do školy docházejı́ pouze na výuku,
nemajı́ o vojenském životě přı́liš přesné představy. Nejčastěji však uvedli výkon
služby v zahraničı́.
Za jazykově připravené pro svoji kariéru se považuje pět z deseti důstojnı́ků, čtyři
by chtěli svoji úroveň jazykových znalostı́ zdokonalit, přestože komunikace v cizı́m
jazyce v takové mı́ře, jakou k výkonu služby potřebujı́, jim nedělá problémy. Jediný
důstojnı́k považuje svoji angličtinu za velmi špatnou, ale zároveň se ji snažı́ zlepšit.
Ze studentů, bývalých poddůstojnı́ků, se naopak cı́tı́ být plně jazykově připraveni
pouze dva, tři z nich majı́ dobrý základ, zbývajı́cı́ čtyři připraveni ještě nejsou.
Zároveň čtyři respondenti z této skupiny uvádějı́, že mimo anglický jazyk, se věnujı́
i jiným cizı́m jazykům, které by chtěli ve své dalšı́ kariéře využı́t. Mladšı́ studenti,
kteřı́ svoji kariéru v letectvu teprve startujı́, jsou dle svých slov připraveni všichni
a nadále chtějı́ na sobě v této oblasti pracovat. Stejně tak skupina vyučujı́cı́ch
a testerů jazyků se shoduje na tom, že většina ze studentů a absolventů školy má
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pro kariéru dostačujı́cı́ úroveň anglického jazyka, často i dı́ky tomu, že na školu
přicházejı́ již velmi dobře jazykově vybaveni. Vstupnı́ úroveň dle respondentů této
skupiny hraje vždy zásadnı́ roli.
Celá skupina dotazovaných vyučujı́cı́ch a testerů vyjádřila také spokojenost s po-
litikou jazykového oddělenı́ na letecké akademii, s průběhem a organizacı́ výuky,
s materiálnı́m i technickým zabezpečenı́m. Nejvı́ce chválená byla práce se studenty
v malých skupinách, maximálně o dvanácti studentech, která umožňuje vysokou
mı́ru interakce zainteresovaných osob. Za jediný menšı́ nedostatek dva z vyučujı́-
cı́ch považujı́ absenci ϐixnı́ho rozvrhu, tedy časovou pravidelnost vyučovacı́ch ho-
din. Přesto, že velikost skupin také chválı́, stejně jako vysokou kvalitu vyučujı́cı́ch,
obě skupiny studentů už jsou méně spokojeny. Výhrady majı́ zejména k přehnané
akademičnosti vyučovaného jazyka a důrazu kladenému na gramatiku. Vadı́ jim
také postavenı́ druhého jazyka, o který když projevı́ zájem a splnı́ podmı́nku mi-
nimálnı́ch znalostı́ angličtiny coby jazyka primárnı́ho, probı́há jeho výuka na úkor
času vyčleněného výuce anglického jazyka. Názory důstojnı́ků z praxe se u této
otázky velmi lišı́. Za důvod rozdı́lnosti odpovědı́ považuji odlišná časová obdobı́
jejich studia. Obecnou spokojenost, dle jejich vlastnı́ch slov, nejlépe a nejčastěji
vystihuje výraz „padesát na padesát“, s tı́m, že jsou si vědomi toho, že situace se
zlepšuje s rostoucı́ hodnotou jazykových znalostı́ v dnešnı́m světě.
Všichni testeři a vyučujı́cı́ také souhlası́ s tı́m, že výuce jazyků je na škole věnovaná
dostatečná pozornost a časová dotace je odpovı́dajı́cı́. Z obou skupin studentů by
všichni vyměnili jiné předměty za dodatečné hodiny cizı́ch jazyků, přičemž nejvı́ce
by ocenili konverzačnı́ hodiny. Užitečné by jim také přišlo využı́t anglického jazyka
při výuce některých jiných předmětů. Volný čas by na úkor navýšenı́ počtu vyučo-
vacı́ch hodin chtěli obětovat pouze tři ze studentů, přičemž u všech třech se jedná
o ty jedince, kteřı́ mimo anglický jazyk studujı́ i dalšı́ cizı́ jazyky. Z důstojnı́ků,
kteřı́ jsou již v praxi, se po ukončenı́ vzdělánı́ věnuje nadále jazykům polovina
z nich. Nejčastějšı́m důvodem je přı́prava na jazykovou zkoušku coby podmı́nku
vstupu do kariérového kurzu, který některé z nich čeká v blı́zké budoucnosti. Dal-
šı́m důvodem je vlastnı́ zájem o jazyk či osobnı́ zodpovědnost pro plněnı́ úkolů
spojených s funkcı́, kterou vykonávajı́. Systematickou a organizovanou přı́pravu
zmiňujı́ pouze tři, zbytek se snažı́ úroveň svých jazykových dovednostı́ udržet
alespoň sledovánı́m ϐilmů v cizı́m jazyce a četbou cizojazyčné literatury.
Co se týče vhodnosti „online“ kurzů pro výuku cizı́ch jazyků, odpovědi napřı́č
skupinami se velmi lišı́. Cƽ ást studentů i důstojnı́ků s nimi nemá žádnou zkušenost
a nikdy je nevyužila, několik z nich je považuje za vhodné využitı́ volných chvil,
zejména dı́ky existenci mnoha mobilnı́ch aplikacı́. Jeden ze studentů s praxı́ a dva
z důstojnı́ků měli možnost využı́t v minulosti online jazykových kurzů poskytova-
ných armádou, které jim bylo umožněno absolvovat na vlastnı́ žádost a se kterými
byli spokojeni, přestože potřebovali vysokou mı́ru vlastnı́ motivace a svého volné-
ho času k jejich dokončenı́. Ze skupiny vyučujı́cı́ch a testerů je jeden respondent,
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bez blı́že uvedeného důvodu, naprostým odpůrcem tohoto stylu výuky bez inter-
akce s vyučujı́cı́m. Pouze dva majı́ zkušenost s online kurzy přı́mo vytvořenými
pro vojáky, které považujı́ za vhodné. Zbývajı́cı́ část skupiny využı́vánı́ komuni-
kačnı́ch a informačnı́ch systémů pro výuku anglického jazyka neodsuzuje, chápe
ji jako vhodný doplněk pro trénink některých z dovednostı́, zejména poslechu
a gramatiky, osobnı́ zkušenost s nimi však také nemá.
V otázce odborný versus obecný jazyk, jednoznačně zvı́tězil jazyk odborný, jehož
výuku většina z respondentů třı́ skupin, mimo skupinu důstojnı́ků z praxe, pova-
žuje na letecké akademii za důležitějšı́. Zároveň si ale dotazovanı́ uvědomujı́, že
se odborný a obecný jazyk vzájemně prolı́najı́ a doplňujı́ a bez komunikačnı́ch
schopnostı́ a znalosti základů obecného jazyka nenı́ možné prohlubovat znalosti
směrem k jazyku odbornému. Jak již bylo zmı́něno, zcela odlišně odpovı́dali dů-
stojnı́ci z praxe. Ti by výuku jazyků na letecké akademii věnovali jazyku obec-
nému, protože odborný jazyk se lišı́ u vojáků pro jednotlivé odbornosti, navı́c je
dle jejich názoru velmi jednoduché a rychlé se ho naučit v momentě zařazenı́ na
funkci, kdy se stane součástı́ každodennı́ praxe.
Cı́lem dalšı́ z otázek bylo zjistit, zda už respondenti někdy dělali zkoušku dle nor-
my STANAG 6001 z anglického jazyka. S ohledem na již popsaný systém fungujı́cı́
ve francouzském letectvu, nebylo překvapenı́m, že této vojenské, v rámci Severo-
atlantické aliance standardizované zkoušky, se zúčastnilo pouze pět respondentů,
čtyři ze skupiny důstojnı́ků v praxi a jeden ze studentů s předchozı́ praxı́. Přı́činou
tohoto faktu je, že studenti zı́skávajı́ Osvědčenı́ o dosaženı́ jazykové úrovně pomo-
cı́ ekvivalentů zkoušky TOEIC a u vyučujı́cı́ch a testerů jazyků nenı́ absolvovánı́
zkoušky podmı́nkou. Ti z nich, kteřı́ nejsou testery, často ani neznajı́ jejı́ formát.
Vzhledem k tomu, že všichni z dotazovaných majı́ oproti malým zkušenostem se
zkouškou dle STANAG 6001 časté zkušenosti se zkouškou TOEIC, byly porovnává-
ny nejčastěji tyto dvě zkoušky. Hlavnı́ odlišnostı́ je, že formát zkoušky TOEIC, tak,
jak je vyžadována pro zı́skánı́ inženýrského titulu, pokrývá pouze dvě receptivnı́
jazykové dovednosti – poslech a porozuměnı́ psanému textu. Na základě převo-
dových tabulek poté ekvivalentem zı́skajı́ osvědčenı́ o dosaženı́ jazykové úrovně
dle STANAG 6001, a to ze všech čtyř dovednostı́, které jsou běžně testované, a to
i přesto, že jejich produktivnı́ dovednosti – mluvenı́ a psanı́ testovány vůbec ne-
byly.
Bez podivu lze konstatovat, že ani jeden z respondentů nepovažuje zkoušku TO-
EIC za vypovı́dajı́cı́ o jazykové úrovni. Naopak zkoušku dle STANAG 6001 ti, kteřı́
ji znajı́, považujı́ za vysoce vypovı́dajı́cı́, zejména dı́ky tomu, že testuje všechny
čtyři dovednosti, navı́c je orientována na vojenské prostředı́. Na zkoušce TOEIC
se nejvı́ce lı́bı́ studentům, že je relativně jednoduché splnit požadovanou úroveň,
při neúspěchu ji lze několikrát opakovat a lze se na ni naučit dı́ky velkému množ-
stvı́ testů stejného formátu dostupných na internetu, přı́padně využitı́m mobilnı́
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aplikace k tomu výhradně určené. Pro testery je zase velmi jednoduché tı́mto
způsobem otestovat hodně uchazečů za krátký čas, protože samotná zkouška ani
jejı́ oprava pro zı́skánı́ výsledků nenı́ nijak časově náročná, navı́c testy nemusı́ ja-
zykové oddělenı́ samo vytvářet. Jako nedostatek respondenti všech skupin uvádějı́,
že zkouška nenı́ komplexnı́ a je zaměřena nikoliv na odbornou vojenskou, ale ob-
chodnı́ angličtinu, která nijak nesouvisı́ s potřebou jazykových znalostı́ vojenských
profesionálů.
Na předposlednı́ otázku, zda je výuka jazyků poskytovaná leteckou akademiı́ do-
statečná pro dosaženı́ požadované jazykové úrovně pro úspěšné ukončenı́ studia,
většina respondentů všech skupin odpověděla ano, a to opět dı́ky nastavenı́ systé-
mu, kdy zı́skánı́ požadované úrovně ekvivalentem zkoušek i sami studenti považujı́
za relativně jednoduché. Tomuto tvrzenı́ odpovı́dajı́ i statistiky, kdy všichni z ab-
solventů požadovaného stupně jazykových znalostı́ dosáhli na prvnı́ nebo druhý
pokus. Velmi výjimečně při dalšı́m opakovánı́.
Při poslednı́ otázce zaměřené na výhody, které certiϐikát prokazujı́cı́ dosaženou
jazykovou úroveň může budoucı́m důstojnı́kům přinést do kariéry, se opakovalo
odpovědı́ několik, nelišı́cı́ch se dle zařazenı́ v referenčnı́ch skupinách. Velmi často
byla zmı́něna zahraničnı́ pracoviště, o které, když se voják ucházı́, musı́ prokázat
jazykové znalosti. Neopomenuty byly i kariérové kurzy, kde vstupnı́ podmı́nkou,
tedy i podmı́nkou pro dalšı́ postup kariérou, je určitá dosažená úroveň jazykových
znalostı́. Méně často je zmiňovaná i konkurenčnı́ výhoda při postupu kariérou.
Přesto překvapivě téměř polovina respondentů zároveň tvrdı́, že samotný certi-
ϐikát nenı́ tak důležitý jako samotné znalosti.

3 Srovnání výsledků průzkumu jazykové připravenosti a jejího
významu pro důstojníky v České republice, Belgii a Francii

Na základě realizovaného průzkumu, srovnánı́ jazykové přı́pravy, hodnocenı́ a tes-
továnı́ jazykových znalostı́ v rezortu Ministerstva obrany v Cƽeské republice, Bel-
gické armádě, Francouzských pozemnı́ch silách a Francouzských vzdušných silách,
lze vyhodnotit hlavnı́ podobnosti a rozdı́ly. V úvahu je potřeba vzı́t fakt, že prů-
zkum byl realizován v jednotlivých armádách v průběhu třı́ let (Cƽeská republika
a Francouzské pozemnı́ sı́ly 2014, Belgie 2015, Francouzské vzdušné sı́ly 2016)
a od té doby mohlo dojı́t ke změnám.
S ohledem na provedené rozhovory lze konstatovat, že ve všech vybraných ze-
mı́ch je jazyková vybavenost vnı́mána jako nezbytná součást povolánı́ vojenského
profesionála, důraz na jazykovou vybavenost vojáků se čı́m dál vı́ce prohlubuje
a hlavnı́m důvodem tohoto tvrzenı́ je mezinárodnı́ spolupráce mezi armádami Se-
veroatlantické aliance. Všichni z respondentů, kteřı́ se průzkumu účastnili, majı́
jasné představy o využitı́ jazyka v kariéře vojenského profesionála a obecně plat-
ným pravidlem se ukázalo být i to, že pokud někdo má zájem se jazyk naučit
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a v kariéře ho využı́t, dokáže si najı́t způsob, jak toho docı́lit. Znalost anglického
jazyka se ukázala být nejvı́ce důležitá pro důstojnı́ky v Cƽeské republice a ve Fran-
couzských vzdušných silách, o něco méně ve Francouzských pozemnı́ch silách, což
může být ovlivněno frankofonnı́ povahou velké části jejich zahraničnı́ch operacı́.
Až na třetı́m mı́stě je anglický jazyk pro belgické důstojnı́ky, ze zřejmého důvodu
bilingvnosti národa, kdy na prvnı́m a druhém mı́stě je francouzština a vlámština.
Pouze v Cƽeské republice je jazyk předepisován na všechna systemizovaná mı́sta
důstojnı́ka jako kvaliϐikačnı́ požadavek. V ostatnı́ch uvedených zemı́ch jsou sice
prokázané jazykové znalosti součástı́ osobnı́ho spisu vojáků, avšak obecně nemajı́
ani povahu konkurenčnı́ výhody pro zı́skánı́ služebnı́ho zařazenı́, pokud se ne-
jedná o zahraničnı́ pracoviště. V Cƽeské republice, Belgii i Francii má dosažená
jazyková úroveň význam v jednom společném bodě kariéry, a to při vstupu do
kariérových kurzů pro vyššı́ důstojnı́ky a generály.
Co se týče jazykové přı́pravy na vojenských vysokých školách výše zmı́něných
armád, angličtina jako cizı́ jazyk, má primárnı́ postavenı́ (druhý národnı́ jazyk
v Belgii v tomto přı́padě neuvažujeme jako cizı́ jazyk) na všech z nich, zároveň
má největšı́ časovou dotaci pro výuku. Mimo francouzskou leteckou akademii je na
vybraných školách běžně vyučován i druhý cizı́ jazyk dle výběru studenta, s nižšı́
časovou dotacı́. Podobnost v jazykové přı́pravě je možné nalézt i v tom, že výuku
majı́ v gesci jazyková centra, přı́padně oddělenı́, která jsou organizačnı́ složkou
školy a zároveň zabezpečujı́ i testovánı́ a hodnocenı́ jazykových znalostı́. S tı́m
rozdı́lem, že vyučujı́cı́ a testeři jsou tytéž osoby ve Francii, nikoliv v Belgii a ve
většině přı́padů ani v Cƽeské republice. Pro výuku se shodně ve všech zemı́ch využı́-
vajı́ různé učebnı́ materiály, tzn. komerčnı́ i autorské učebnice, internetové zdroje
i časopisy, vyučujı́cı́ dle možnostı́ použı́vajı́ také modernı́ informačnı́ technologie,
kdy největšı́ problémy s technickým zabezpečenı́m se zdajı́ být v Cƽeské republice,
kde zároveň připadá na jednoho vyučujı́cı́ho nejvı́ce studentů ve skupině. Výuka
probı́há na učebnách, operačnı́ angličtinu v terénu zařadily do vysokoškolských
osnov pouze Francouzské pozemnı́ sı́ly. Zaměstnanci jazykových center jsou ve
většině přı́padů občanskými zaměstnanci, mimo Cƽeskou republiku majı́ v ostat-
nı́ch zemı́ch minimálnı́ zastoupenı́ i vojáci. Vstupnı́ úroveň jazykových znalostı́ je
sice na vojenských vysokých školách, které byly objektem zájmu, testována, avšak
jejı́ minimálnı́ hranice nenı́ pevně stanovena. Výstupnı́ úroveň anglického jazyka
je nekompromisně předepsána pro úspěšné absolvovánı́ studia v Cƽeské republice
a Francouzských vzdušných silách, také pro studenty inženýrských oborů Fran-
couzských pozemnı́ch sil.
V testovánı́ a hodnocenı́ jazykových znalostı́ vojenskou zkouškou dle normy STA-
NAG 6001 má nejdelšı́ tradici a nejvı́ce zkušenostı́ Cƽeská republika, která jako
jediná touto zkouškou hodnotı́ i ostatnı́ cizı́ jazyky. Zkoušku dle STANAG 6001
využı́vajı́ v poslednı́ch letech i vojenské vysoké školy Francouzských pozemnı́ch
sil a Belgie, Francouzská letecká akademie využı́vá testů TOEIC, na základě kte-
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rých studenti následně dle dosaženého počtu bodů ekvivalentem obdržı́ osvědčenı́
o dosaženı́ jazykových dovednostı́ dle normy STANAG 6001. Formát testů i ob-
sahová náplň jednotlivých dovednostı́ se také velmi lišı́. Cƽeská republika a Bel-
gie využı́vajı́ maximálně dvouúrovňové testy, Francouzské vzdušné sı́ly umožňujı́
zkoušku dle normy STANAG 6001 vykonat studentům pouze na úrovni SLP 4,
Francouzské pozemnı́ sı́ly využı́vajı́ pouze jeden test pro hodnocenı́ všech dosa-
žitelných úrovnı́. Pouze Univerzita obrany a vysoká škola pozemnı́ho vojska ve
Francii na zvládnutı́ vojenské jazykové zkoušky své studenty systematicky připra-
vuje. Zbývajı́cı́ dvě armádnı́ školy dávajı́ prioritu jinému hodnocenı́ znalostı́ cizı́ch
jazyků. Jediným shodným prvkem jazykové zkoušky dle STANAG 6001 ve všech
zkoumaných zemı́ch je fakt, že Osvědčenı́ o dosaženı́ jazykových znalostı́ nemá
nijak omezenou platnost, přestože všichni z dotazovaných souhlası́ s tı́m, že bez
aktivnı́ho použı́vánı́ jazyka úroveň znalostı́ v čase klesá. Za mezinárodně uznáva-
nou a platnou zkoušku dle normy STANAG 6001 lze považovat pouze tu, kterou
běžně absolvujı́ vojenštı́ studenti v Cƽeské republice, kde se také zdá být nejvı́ce
obtı́žné dosáhnout jednotlivých úrovnı́. Pozitivnı́ je, že přestože zkouška dle normy
STANAG 6001 je využı́vaná hlavně v Cƽeské republice, za vypovı́dajı́cı́ o jazykových
dovednostech ji považujı́ téměř všichni respondenti zařazenı́ do průzkumu.

Závěr
Vzájemné porozuměnı́ je předpokladem k soužitı́, proto je znalost cizı́ch jazyků
z hlediska komunikace mezi jednotlivými národy nevyhnutelná. Pro důstojnı́ky
a jejich vojenskou kariéru je schopnost komunikovat v anglickém jazyce základ-
nı́m stavebnı́m prvkem pro zajištěnı́ interoperability mezi spojeneckými armáda-
mi, předpokladem bojeschopnosti i prostředkem k plněnı́ úkolů, které plynou ze
členstvı́ v Severoatlantické alianci, což si ostatně všichni z nich uvědomujı́. Cƽeská
republika, Belgie i Francie věnuje jazykové přı́pravě důstojnı́ků odpovı́dajı́cı́ po-
zornost, protože si je vědoma toho, že studenti vojenských vysokých škol, budoucı́
důstojnı́ci, obsadı́ v budoucnu strategické pozice velitelů, manažerů a štábnı́ch
specialistů. Velmi pozitivnı́m faktem je dále to, že v poslednı́ch letech majı́ investi-
ce do jazykového vzdělávánı́ armád rostoucı́ tendenci, zároveň jsou jazykové kom-
petence čı́m dál častěji využı́vány jako hodnotı́cı́ a konkurenčnı́ prvek pro postup
kariérou, přestože ne ve všech přı́padech je to přı́mo stanoveno předpisy.
Průzkum jazykové připravenosti a jejı́ho významu pro důstojnı́ky francouzského
letectva přinesl nové poznatky a pohledy na problematiku. Překvapenı́m zcela ur-
čitě bylo, jak odlišný je systém ve Francouzských pozemnı́ch silách a Francouz-
ských vzdušných silách, které jsou organizačně samostatně fungujı́cı́mi celky. Při
srovnánı́ výsledků průzkumu ve všech zemı́ch bylo zjištěno, že každá ze zemı́
a vojenských vysokých škol má v jazykovém vzdělávánı́ svá speciϐika. V mnohých
věcech se lišı́, v některých se naopak podobá. Stejně tak v testovánı́ a hodnocenı́
jazykových znalostı́ bychom napřı́č zeměmi mohli najı́t kvality i nedostatky, ze
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kterých by v budoucnu mohly armády, ve kterých průzkum proběhl, vzájemně zı́s-
kat inspirativnı́ náměty pro zdokonalenı́ fungovánı́ vlastnı́ho systému. Ke zlepšenı́
by mohlo zcela určitě dojı́t v oblasti testovánı́ a hodnocenı́ jazykových znalostı́,
protože společný hodnotı́cı́ nástroj, který majı́ armády Severoatlantické aliance
k dispozici, nenı́ prozatı́m jednotlivými zeměmi shodně využı́ván ani interpreto-
ván.
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Analysis of ESP assessment modes and selection of
grading components and criteria

Elena Spirovska Tevdovska

Abstract: Deϐining assessment and the selection of grading criteria in the context of English
for Speciϐic Purposes (ESP) courses have been an signiϐicant point of debate in the ϐield 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) deϐine the reasons and the beneϐits of assess-
ment in the context of ESP courses. This article analyses the process of deϐining and assessing
students’ performance in the context of ESP (English for Speciϐic 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 Speciϐic Purposes) students to comment
on the level of difϐiculty, beneϐits 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 Speciϐic Purposes courses.

Key words: ESP, assessment in ESP

Introduction
Assessing and measuring students’ success in learning languages for speciϐic pur-
poses is a debatable topic in teaching languages for speciϐic purposes. The reasons
for applying assessment in teaching languages for speciϐic 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 Speciϐic Purposes) course designed for students of
Contemporary Sciences and Department of Business Informatics.
Dudley Evans and St. John (1998, p. 210) deϐine 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 conϐident 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) deϐine 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 conƟnuous assessment

ConƟnuous assessment Tests
How long is there? OŌen no Ɵme limit A set Ɵme limit
When is it done? Over a period of Ɵme One block of Ɵme
Where is it done? In class, at home, in a library In classroom or hall
How is it done? May be able to ask quesƟons, may

discuss with others, may use books
Usually in silence, usually own
work, may use a dicƟonary

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 speciϐic 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 speciϐic 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 Percent-
ages AddiƟonal explanaƟon

AƩendance and
parƟcipaƟon

10% AƩendance is mandatory 70% of the classes. ParƟcipaƟon includes
parƟcipaƟon in in-class discussion and parƟcipaƟon in various
acƟviƟes, such as responding to quesƟons and providing an opinion on
a given topic.

Website evaluaƟon
(wriƩen)

15% Website evaluaƟon is a wriƩen assignment which includes selecƟng
and analyzing a website (it can be a company website, University
website, or any promoƟonal or informaƟve website depending on
students’ choice). Portals and search engines are excluded, due to their
complexity and various funcƟons, as well as social media. The website
is evaluated on basis of specific criteria, including the links, the
funcƟonality, clear instrucƟons / informaƟon, language used in the
website, etc. Both posiƟve and negaƟve aspects of the website should
be included in the website evaluaƟon.

Report wriƟng (wriƩen) 15% An informal report wriƟng follows a case study of a company is
presented to the students, accompanied by a quesƟonnaire in which
the main problems of a company are presented: lack of faciliƟes, no
defined rate of overƟme payment, no clear line of responsibility, etc.
The students are asked to select a problem and provide 3 suggesƟons/
recommendaƟons in order to solve it.

PresentaƟon (oral, in-class,
supported by Power Point)

15% PresentaƟons on pre-selected topics which include for instance,
famous people in the history of IT, ArƟficial Intelligence, and other field
related topics. The students are evaluated according to pre-defined
criteria, including clarity and organizaƟon of the content, visual design
of the slides, body language and eye contact with the audience,
keeping the Ɵme limit and staƟng clear and consistent arguments.

Feedback on other
students’ presentaƟons (in
a wriƩen form)

5% Students provide feedback to their classmates and they are required to
assess other students’ presentaƟon, using the same set of grading
criteria. This type of peer assessment also provides an insight into
students’ awareness of qualiƟes of appropriate presentaƟon.

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

In class debate (speaking
acƟvity)

10% The purpose is to test speaking skills, persuasiveness and ability to
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 Speciϐic 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 deϐine their major purpose as follows: “ESP tests may be given as
part of PSA (Present Situation Analysis), to check progress or to measure proϐi-
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 proϐiciency 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 reϐlect the content area—in the case studied in this article the
content area would be related to Computer Sciences and Business. The ϐinal 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 Speciϐic Purposes) assessment. In
their article, they discuss the “primarily linguistic orientation” of ESP assessment.
Bachman and Palmer (1982) analyzed three different traits of assessing proϐicien-
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 deϐined 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 ϐields and professional environments. Jacoby and
McNamara (1999) found a signiϐicant discrepancy between linguistic performance
measured by tests and peer assessment in vocational ϐields. 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 speciϐic 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 speciϐic 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 Speciϐic 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 ϐinal exam. Their linguistic proϐiciency 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:

• 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.

• I 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 difϔicult.

3.2 Report writing

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

• In my opinion, this assignment was a bit complicated: we had to analyze a situation, identify problems
and (this was difϔicult 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.

• It 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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• Perhaps in the future, we can have an outline or a form to ϔill 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.

• 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.

• It 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:

• 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.

• 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 ϐinal 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 ϐinal examinations can be replaced by other assignments in terms of
grading criteria and as a result removed from the course or modiϐied in some
other way with different question types. These are some of the comments:

• It was OK in terms of difϔiculty 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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• My only remark is that the questions were multiple choice questions only. Perhaps some other type of
questions should be added.

• I think that many students study for exams only. Therefore we need exams.

• I 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 ϐirst
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 Speciϐic
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 BI  

 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 

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________

_________________________________________________________________________ 
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Course design in teaching aviation English as EOP

Eva Staňková

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 reϐinement. 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 modiϐication
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, modiϐied.
The ϐindings presented in the paper stem from designing and teaching a course
named ‘Speaking Refresher for ATCos (Air Trafϐic Control ofϐicers)’ 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 Speciϐic 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 proϐiciency 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 inϐluenced the
course syllabus. It aims to contribute to the experience in the ϐield 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 reϐlected in the course.

Tab. 1: ESP characterisƟcs 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
the learners.

ATCos needs: to refresh and enhance speaking and
listening skills in the context of ATC (Air Traffic
Control).

It makes use of underlying methodology and
acƟviƟes of the disciplines it serves.

It uses specific tasks regarding ATC operaƟonal
environment: picture and situaƟons descripƟon,
repeaƟng informaƟon, giving instrucƟons, listening
comprehension and effecƟve communicaƟon.

It is centred on the language, skills, discourse and
genres appropriate to these acƟviƟes.

It is centred on personalized grammar, aviaƟon
terminology, speaking and listening skills, and
informaƟve 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.
It is likely designed for adult learners. It is designed for ATCos.
It is designed for intermediate or advanced
learners.

It is designed for learners who have achieved at
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 proϐiciency requirements for pilots and air trafϐic 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 ϐlight crew members and air trafϐic controllers involved in inter-
national trafϐic are required to prove their competence in English. It is a condition
of licensing that professional pilots and air trafϐic controllers have to demonstrate
their proϐiciency in plain English and English phraseology to a standard equivalent
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to level 4 in the ICAO language proϐiciency rating scales (see The ICAO Language
Proϐiciency Rating Scale and the ICAO Holistic Descriptors in the Manual on the
Implementation of ICAO Language Proϐiciency Requirements in the References be-
low).
The assessment of language proϐiciency comprises the following three elements:

• listening – assessment of comprehension;
• speaking – assessment of pronunciation, ϐluency, structure and vocabulary;
• 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 ϐindings are consistent with the theory and practice of adult learning. MacK-
erachen (2004, pp. 40–41) summarizes ϐindings 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 inϐluenced 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 AviaƟon terminology
Verbs, tenses, passive voice,
condiƟonals, reported speech,
phrasal verbs, arƟcles. FuncƟons.
Common mistakes in AviaƟon
English.

Work-related issues, strategies for
describing pictures and situaƟons,
listening comprehension,
communicaƟon in rouƟne and
non-rouƟne situaƟons. Sources
for lifelong learning.

PresentaƟons on aviaƟon topics
held by course parƟcipants.
Discussions. Feedback and
evaluaƟon.

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 (Staňková 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 beneϐicial 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 ϐirst 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 ϐlexibly 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 theywere 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 conϐidence 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 Růžová
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 enrichedby inviting subject experts from the ϐields of aviation, and
medicine and ϐirst 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. Jiřı́ Sƽmit, Commander
of the 4th ATC Section of Air Trafϐic Service at 22nd Helicopter Air Base, Náměšť nad Oslavou)

Both examples are enormously valuable to teachers, since they put forward con-
structive suggestions for the course reϐinement. 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 ϐill 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 ϐirst
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.
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Fig. 1: Responses to quesƟons 1–4 in the course evaluaƟon quesƟonnaire

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

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

• A medical student presented medical issues and ϐirst 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’ conϐidence, 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 Skills)

Teresa Geslin, Jamie Rinder et David Tual

Abstract : Le projet GELS (Global Engineers Language Skills) vise à mener une réϐlexion
autour de l’enseignement des langues aux étudiants-ingénieurs et à promouvoir une ap-
proche adaptée aux futurs besoins de ceux-ci. Mené conjointement par des enseignants de
l’Université de Cambridge (Royaume-Uni), de l’Institut Royal de Technologie (Suède) et de
l’Institut Mines Télécom-Didalang (France), ce projet a pour ϐinalité de développer un outil
didactique s’appuyant sur le CECRL (Cadre Européen CommundeRéférence pour les Langues)
et destiné aux enseignants de langues des écoles d’ingénieurs à travers toute l’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 l’enseignement des
Langues sur Objectifs Spéciϐiques (LOS), terme et acronyme que nous accepterons ici comme
équivalents de l’anglais Language for Speciϐic Purposes (LSP). Il sera questionde la difϐiculté de
proposer une formation adaptée à 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 être satisfaisante et adaptée qu’à condition d’identiϐier une série de dénomina-
teurs communs qui se situent au-delà des seules considérations lexicales. Nous insisterons
notamment sur l’importance d’intégrer cette approche dès le niveau A1 du CECRL dans les
formations proposées.

Après cette mise en contexte, nous présenterons le projet GELS pour mieux en saisir toute la
dimension européenne, tant du point de vue de l’inϐluence du CECRL, que de la composition
de l’équipe engagée sur ce projet et de ses ambitions. Ce projet a pour but d’aboutir à un
ensemble de productionsmêlant réϐlexions 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 réϐlexions ont déjà
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 à explorer pour les professeurs de LOS auprès d’un public ingénieur, avant d’insister
sur l’importance de la compétence interculturelle et de conclure sur le rôle et la place de
l’enseignant dans un tel contexte.

Nous espérons que notre présentation pourra avoir des répercussions au-delà des écoles
d’ingénieurs et amènera à 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 étrangère au travail et 45% pensent avoir obtenu un meilleur emploi
dans leur pays grâce à leurs compétences linguistiques. Et pourtant ces chiffres ré-
vèlent également un recul de 2% du nombre de personnes maitrisant une langue
étrangère1. En France, la Commission des Titres d’Ingénieur exige qu’en élève en
formation initiale atteigne le niveau B2 (CECRL) et précise même que le niveau
C1 est souhaitable2. Pourtant, après de nombreuses années en cours de langues,
73% des cadres français (dont font partie les ingénieurs) ne se sentent pas à
l’aise pour passer un entretien d’embauche en anglais et éprouvent des difϐicul-
tés à communiquer au quotidien dans une langue étrangère3. Alors que 56% des
cadres français sont conscients des conséquences de leurs lacunes en langues et
seraient prêts à suivre une formation4, seulement 23% ont eu accès à une forma-
tion linguistique. En Grande-Bretagne, nous faisons un constat similaire. En effet,
la British Academy, relève la réticence des employeurs à offrir des cours de langues
à leurs employés, car ils estiment que « les compétences linguistiques devraient
être acquises avant de commencer à travailler » (p. 15) (notre traduction).
Comment mieux préparer ces futurs ingénieurs pour qu’ils sachent répondre aux
besoins de l’employeur dès la ϐin de leur scolarité ? Comment faire pour qu’ils re-
trouvent conϐiance 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 spéciϐique mais qui, au contraire, focalisent sur les
compétences requises pour communiquer en langue étrangère 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 (Suède), et Cambridge University, Department of Engineering
(Grande-Bretagne) sont à 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 enquêtes
et l’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
4 Id.
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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 spéciϐiquement 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 l’essentiel des compétences mentionnées
dans notre base. Nous créerons un catalogue qui proposera des activités corres-
pondant à chaque étape du CECRL. De plus, nous voudrions tout spécialement
encourager l’enseignement des langues spéciϐiques pour ingénieur à partir du ni-
veau A1 car, la plupart des méthodes pour apprendre les langues pour d’autres
disciplines s’adressent aux étudiants ayant déjà atteint un niveau B1. Or, nous
sommes convaincus que les cours de langues pour autres disciplines peuvent, et
doivent, être proposés dès le niveau le plus bas notamment en raison de l’effet sur
la motivation des apprenants. On constate également que, si les méthodes pour
apprendre l’anglais pour des spécialistes d’autres disciplines sont très nombreuses
en raison de son utilisation à l’échelle internationale, il n’en va pas de même pour
les autres langues.
Nous avons donc lancé deux enquêtes auprès d’ingénieurs en situation profes-
sionnelle. La première5 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 même occasion inciter
des ingénieurs à y répondre. Les 7 questions posées portaient sur l’utilisation des
langues étrangères au sein de leur entreprise ainsi que l’importance des langues
étrangères lors du processus de recrutement. Pour toucher un plus grand nombre
de participants, nous avons utilisé les réseaux des anciens élèves des trois ins-
titutions partenaires dans cette étude6. Nous avons choisi également d’élargir le
nombre potentiel de répondants en proposant ce sondage à d’autres ingénieurs
sur les réseaux sociaux.
Le deuxième sondage effectué auprès du même public était beaucoup plus dé-
taillé et correspond aux différentes sections du CECRL. Les questions portaient
sur la fréquence des tâches à effectuer en langue étrangère et avec quel audi-
toire. Les ingénieurs ayant répondu exercent leur métier sur les cinq continents
et proviennent de près de 30 pays. Nous avons constaté que plus de 60% des
répondants ont déclaré avoir besoin d’une langue étrangère au minimum une fois
par semaine pour communiquer avec des collègues. Les entreprises de toutes les
tailles sont représentées ainsi que tous les niveaux de l’échelle d’encadrement.

5 L’enquête 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
tâches et leur fréquence d’après les résultats de la première enquête. Nos résultats
soulignent que les ingénieurs se servent des quatre compétences. Les langues
étrangères sont requises le plus souvent pour les réunions, la lecture des docu-
ments courts ainsi que pour les échanges téléphoniques. La maı̂trise de la langue
écrite est essentielle aϐin de communiquer à la fois de façon formelle et infor-
melle avec des collègues. La lecture des documents pour une compréhension plus
ou moins détaillée est nécessaire, pour la compréhension d’instructions simples
et la réalisation de tâches régulières. L’utilisation de chiffres et de vocabulaire
spéciϐique pour la description des graphiques et des courbes est une nécessité
quotidienne.
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Fig. 1 : Result from survey 1 quesƟon 5 : How oŌen do you do the following in any language ?

Dans le tableau suivant, nous avons combiné les résultats des deux sondages pour
afϐiner les tâches 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 ϐigure no 3 ci-dessous nous indique que les ingénieurs ne doivent pas simple-
ment communiquer avec leurs clients en langue étrangère mais doivent surtout
maı̂triser ces langues étrangères pour communiquer avec leurs collègues.
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Fig. 2 : Combined results from survey 2 : How oŌen are you required to carry out the following acƟviƟes ?
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Fig. 3 : Result from survey 1 quesƟon 4 : Who do you need to communicate most with in an addiƟonal
language ? (N = 180)

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

Aventure collaborative
Les membres des trois institutions à l’initiative du projet GELS sont convaincus
de l’intérêt d’un travail collaboratif. Les professeurs de langues enseignent les
langues mais ne connaissent pas forcément les techniques de l’ingénieur. Souvent
le professeur de langue se sent isolé dans les écoles ou dans les universités tech-
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A1 A2 B1
Ecouter
En face à face et à
distance

Je peux reconnaitre des mots
fréquents du lexique* de mon
domaine d’ingénierie. Je peux
comprendre un message
contenant ce lexique
*ex : nombres et équaƟons,
terminologie, vocabulaire
spécifique

Je peux comprendre les
informaƟons essenƟelles d’un
discours pour répondre à des
quesƟons simples. Je peux
comprendre des instrucƟons
simples qui uƟlisent un large
éventail de mots fréquents.

Je peux suivre les consignes
données par d’autres
ingénieurs. Je comprends assez
d’éléments de la télévision ou
de la radio pour en faire un
résumé à condiƟon que le sujet
me soit familier.

Lire
Textes simples→ Textes
complexes

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

Je peux lire des paragraphes
simples et peut déduire le sens
de certains passages dans des
textes plus complexes. Je peux
suivre les instrucƟons données
dans la correspondance
quoƟdienne simple.

Je peux comprendre la
correspondance et reconnaitre
les différents registres de
langage. Je peux parcourir
rapidement des textes pour y
trouver des informaƟons et
apprendre des textes
instrucƟfs sur des sujets en lien
avec l’ingénierie.

Prendre part à une
conversaƟon
En face à face et à
distance

Je peux rencontrer de
nouvelles personnes et
répondre à des quesƟons
simples sur moi-même et mes
études / mon travail. Je peux
poser les quesƟons
correspondantes.

Je peux échanger des
informaƟons personnelles et
professionnelles plus détaillées
et je peux faire face à des
situaƟons quoƟdiennes avec
mes pairs. Je peux informer les
autres de difficultés courantes.

Je peux uƟliser un langage
simple pour traiter des
situaƟons formelles et
informelles et proposer des
soluƟons. Je peux interagir
dans une conversaƟon portant
sur mon travail et poser des
quesƟons pour développer le
sujet de la conversaƟon.

S’exprimer oralement
en conƟnu
Discours mémorisés→
discours spontanés
Prise en compte du
public visé

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

Je peux uƟliser le vocabulaire
simple mémorisé et
fréquemment rencontré dans
mon domaine d’acƟvité pour
décrire les objets, les
expériences, les observaƟons
et les projets. Je peux
verbaliser des formules et
communiquer des données
dans un langage simple.

Je peux décrire mon travail
actuel et mes expériences
précédentes avec des phrases
liées. Je peux présenter des
données, décrire des processus
spécifiques et faire une
présentaƟon sur un sujet dans
mon domaine d’ingénierie.

Ecrire
Écrits individuels et
collaboraƟfs
Prise en compte du
public visé

Je peux remplir des documents
avec des informaƟons simples.
Je peux composer des textes
avec des phrases simples sur
moi-même, ma formaƟon,
mon domaine d’ingénierie et
mes projets futurs.

Je peux composer des textes
simples sur mon quoƟdien
pour mes pairs et faire des
demandes à l’école / au travail.
Je peux décrire du matériel
technique et uƟliser des
ouvrages de référence pour
améliorer la qualité de mon
travail écrit.

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

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

niques. Avec le projet GELS nous avons voulu donner l’occasion à 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 enquêtes, l’équipe du projet a établi une
première ébauche du nouveau tableau « CECRL » pour ingénieurs. Par la suite,
le 6 juin 2016, une journée appelée « GELS Training Day » a été proposée à
différents professeurs et responsables pédagogiques dans une dizaine d’universi-
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B2 C1 C2
Ecouter
En face à face et à
distance

Je peux comprendre des
discours long et structurés et je
peux suivre des arguments et
des contre-arguments
potenƟellement complexes. Je
peux idenƟfier et faire
référence à des points précis
dans le discours de mon
interlocuteur.

Je peux suivre une
présentaƟon conçue pour un
public expert sur un nouveau
sujet dans mon domaine
d’ingénierie. Je peux suivre et
déduire le sens de discussions
et de discours non planifiés sur
des sujets techniques.

Je peux comprendre des
discours longs sur n’importe
quel sujet de mon domaine
d’ingénierie et peux
simultanément analyser et
évaluer les informaƟons
fournies.

Lire
Textes simples→ Textes
complexes

Je peux trouver les réponses à
des quesƟons spécifiques dans
des textes sur des sujets
familiers mais complexes. Je
peux lire des textes
journalisƟques sur une gamme
de sujets et suivre des
arguments et des
contre-arguments
potenƟellement complexes.

Je peux parcourir rapidement
et lire des textes écrits pour
des experts dans mon domaine
d’ingénierie et en déduire le
sens là où c’est nécessaire. Je
peux suivre des instrucƟons
complexes sur des processus
peu familiers et comprendre
les subƟlités du registre.

Je peux comprendre des textes
sur n’importe quel sujet de
mon domaine d’ingénierie et
peux simultanément analyser
et évaluer les informaƟons
fournies.

Prendre part à une
conversaƟon
En face à face et à
distance

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

Je peux exprimer ma
compréhension et mes moƟfs
de façon fluide à un public
expert et non-expert dans
toutes les situaƟons. Je peux
interagir spontanément avec
un haut degré de fluidité pour
faciliter le dialogue et résoudre
les problèmes.

Je peux parƟciper de façon
construcƟve 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 à la situaƟon et
au public.

S’exprimer oralement
en conƟnu
Discours mémorisés→
discours spontanés
Prise en compte du
public visé

Je peux décrire et donner des
instrucƟons claires de
processus et de méthodes
spécifiques à mon domaine
d’ingénierie. Je peux
interpréter les données
spontanément et partager ma
compréhension de façon
précise et concise.

Je peux appliquer les structures
et techniques uƟlisées lors de
présentaƟons préparées dans
des discours plus spontanés
pour garder l’aƩenƟon
d’auditoires non-experts et
experts et pour les convaincre
et/ou les informer.

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
arguments de mon discours à
la situaƟon et au public.

Ecrire
Écrits individuels et
collaboraƟfs
Prise en compte du
public visé

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

Je peux co-écrire des textes
cohérents avec mes pairs. Je
peux appliquer les convenƟons
de l’écriture académique /
technique pour produire un
texte claire et informaƟf,
appuyé par des preuves et
différents supports
(graphiques, tableau, etc.).

Je peux composer un texte
fluide, cohérent, facile à 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 à la
situaƟon et au public.

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

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

Conclusion
L’équipe créatrice du GELS projet souhaite continuer ce travail collaboratif. Notre
rôle est un rôle fédérateur qui a pour mission de développer les compétences des
ingénieurs en milieu professionnel. Les professeurs peuvent, grâce à ce projet,
participer à un réseau et bénéϐicier 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 étrangères en Europe et permettre aux
entreprises d’être plus performantes. Comme nous le rappelle très justement le
CDEFI : Communiquer, comprendre, écouter, négocier, argumenter et écrire dans
une langue autre que le français et s’adapter aux autres us et coutumes pour fonc-
tionner sur place ou à distance dans un contexte multiculturel, voilà le quotidien
du jeune ingénieur commençant une carrière à l’international. (CDEFI, 2011)7
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Author trained as a language teacher at the University of Oxford (UK) and at the Universities of Angers &
LeMans (France). He taught French at DurhamUniversity for ten years before moving to the University of
Cambridge where he is Director of the Language Unit.
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Príprava učebných materiálov a ich využitie na
vyučovaní odborného cudzieho jazyka pre potreby

polície

Martina Binderová

Úvod
Nevyhnutnosť jazykovej pripravenosti si uvedomujú členské krajiny Európskej
únie okrem iného aj kvôli umožneniu väčšej mobility občanov členských krajı́n
a zlepšeniu komunikácie medzi prı́slušnı́kmi jednotlivých národov. S tým súvisı́
dôraz kladený na efektı́vnosť a kvalitu výučby cudzı́ch jazykov na všetkých stup-
ňoch a druhoch škôl. Polı́cia ako jeden z partnerov podieľajúcich sa na ochrane ob-
čanov, zaisťovanı́ bezpečnosti a spravodlivosti, musı́ brať do úvahy aktuálne poži-
adavky spoločnosti a zapracovať ich do celoživotnej prı́pravy prı́slušnı́kov policaj-
ného zboru (ďalej v texte len PZ). Ľ. Baričičová a M. Pajpachová (2013, s. 189) tvr-
dia, že „správne implementovaný systém policajného vzdelávania, ktorý zodpove-
dá celospoločenským trendom, pomáha zefektı́vniť proces neustáleho zvyšovania
profesionality prı́slušnı́kov PZ a pri optimalizovaných nákladoch prispieva k ich
správnej motivácii.“ Vyučovanie cudzı́ch jazykov na Akadémii Policajného zboru
v Bratislave (ďalej v texte len Akadémia PZ), ktorá je rezortnou vysokou školou
Ministerstva vnútra SR, je zamerané na rozvoj cudzojazyčnej komunikatı́vnej kom-
petencie študentov hlavne v bezpečnostno-právnej oblasti. Avšak oblasť bezpeč-
nosti a výkonu policajných činnostı́ stále zostáva nepokrytá vyhovujúcou študijnou
literatúrou splƵňajúcou potreby policajnej praxe a študentov Akadémie PZ, keďže
dnešný trh s učebnicami na vyučovanie/učenie sa odborného anglického jazyka je
v prevažnej miere orientovaný na sféru obchodu, informačné technológie, právo
a turistický ruch. Nedostatok učebných materiálov na jednej strane a záujem poli-
cajnej praxe o umožnenie celoživotného vzdelávania prı́slušnı́kov polı́cie v cudzı́ch
jazykoch na strane druhej viedli Katedru jazykov Akadémie PZ k začatiu riešenia
medzinárodnej1 vedecko-výskumnej úlohy „Jazykové moduly pre vybrané služby
PZ“ zameranej na zostavenie interaktı́vnych učebných pomôcok z odborného an-
glického a nemeckého jazyka pre potreby poriadkovej polı́cie, dopravnej polı́cie,
kriminálnej polı́cie a oblasť vyšetrovania.

1 Jazykové moduly pre vybrané služby PZ
Vzhľadom na nı́zku hodinovú dotáciu na výučbu cudzieho jazyka na Akadémii PZ
a ostatných rezortných vzdelávacı́ch inštitúciách MV SR a tiež na nedostatočnú

1 Partneri: Stredná odborná škola Policajného zboru Bratislava, Vyššı́ policejnı́ škola a Střednı́ poli-
cejnı́ škola Ministerstva vnitra v Prahe a Národná univerzita verejnej služby v Budapešti.
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ponuku prezenčných kurzov odborného cudzieho jazyka pre potreby polı́cie sa rie-
šiteľský tı́m rozhodol vytvoriť také učebné materiály, ktoré by mohli záujemcovia
použiť aj v rámci samostatného štúdia bez pomoci učiteľa. Okrem toho z analýzy
potrieb perspektı́vnych použı́vateľov z radov prı́slušnı́kov PZ realizovanej formou
dotaznı́ka vyplynul záujem o študijný nástroj využı́vajúci informačné a komuni-
kačné technológie. Nasledujúce časti prı́spevku sú venované e-modulom Anglický
jazyk pre dopravnú políciu a Anglický jazyk pre poriadkovú políciu.

1.1 Charakteristika e-modulov

E-modul je skrátený výraz pre e-learningový modul. E-learning alebo elektronické
vzdelávanie je vzdelávanie, v ktorom je využı́vaný počı́tač alebo iné elektronické
zariadenie. Vytvorené jazykové e-moduly sú učebnými pomôckami v duchu širšie-
ho chápania e-learningu ako učenia sa prostrednı́ctvom informačných technológiı́
ako prostriedkov prezentovania a distribúcie informáciı́. E. Petlák (1997, s. 150)
vysvetľuje učebné pomôcky ako „prostriedky, ktoré slúžia na názornosť vyučova-
nia a umožňujú dokonalejšie, rýchlejšie a komplexnejšie osvojenie si učiva“, pri-
čom didaktická technika (napr. auditı́vna, vizuálna, audiovizuálna, riadiaca a hod-
notiaca technika atď.) pomáha sprostredkovať učebné pomôcky prostrednı́ctvom
rozličných zariadenı́, strojov a prı́strojov (Petlák, 1997, Turek, 1998). Aplikáci-
ou informačných a komunikačných technológiı́, ktoré umožňujú interakciu zvuku,
pohybu, obrazu a textu sa zvyšuje atraktı́vnosť, a za podmienky ich správneho
použitia, aj efektivita učenia sa (nielen) cudzı́ch jazykov. Pojem IKT je veľmi širo-
ký, podobne ako možnosti jeho využitia. Vo všeobecnosti sú to technológie, ktoré
umožňujú elektronicky zaznamenávať, uchovávať, vyhľadávať, spracovávať, pre-
nášať a šı́riť informácie (Terminology of European Education and Training Policy,
2014).
Cieľom e-modulov je zlepšenie komunikácie v anglickom jazyku pre špeciϐické
účely použı́vateľov multimediálnych nástrojov pri plnenı́ ich každodenných pra-
covných povinnostı́ v policajnom výkone. Prı́vlastok „špeciϐický“ necharakterizuje
iba angličtinu v službách špeciϐických policajných cieľov, ale aj špeciϐické dôvody
učiacich sa pre štúdium jazyka. Policajti v priamom výkone služby prichádzajú
takmer denne do styku s cudzı́m jazykom a musia byť natoľko jazykovo „zdatnı́“,
aby úspešne zvládli vzniknuté bezpečnostné situácie. Okrem toho absolventi Aka-
démie PZ a policajti z praxe potrebujú cudzı́ jazyk či pre svoje ďalšie vzdelávanie
alebo pri výmene znalostı́ a skúsenostı́ s kolegami zo zahraničia, na každodennú
aj odbornú komunikáciu v medzinárodných tı́moch (napr. v mierových misiách).
To znamená, že by pracovnı́ci rezortu mali byť schopnı́ komunikovať v danom
jazyku, nielen v jeho hovorenej, ale aj pı́sanej forme. Cieľovou skupinou vytvo-
rených multimediálnych učebných pomôcok sú prı́slušnı́ci služby dopravnej polı́-
cie a služby poriadkovej polı́cie vo výkone, študenti denného a diaľkového štúdia
APZ v Bratislave, ktorı́ dosiahli úroveň cudzojazyčných kompetenciı́ A2–B2 podľa
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Spoločného európskeho referenčného rámca pre jazyky a majú záujem zdokonaliť
svoje zručnosti za účelom komunikácie v odbornom anglickom jazyku v rámci
výkonu povinnostı́ vyplývajúcich zo zaradenia v policajnej službe.
Tematické okruhy z činnostı́ predmetných policajných služieb v e-moduloch boli
v procese prı́pravy konzultované s odbornı́kmi z policajnej praxe. E-modul pre
službu dopravnej polı́cie je rozdelený do lekcií: Kontrola, Nehoda, Pravidlá, Vozi-
dlo a e-modul pre službu poriadkovej polı́cie obsahuje lekcie: Riot Police, Criminal
Activity, Case Solving, Legal Proceedings. Keďže jednou z úloh učebných materiálov
je pomáhať organizovať vzdelávacı́ proces, autori e-modulov sa snažili o ľahko
identiϐikovateľný formát. Za účelom ľahšej orientácie použı́vateľov v multimedi-
álnom nástroji použili jednotnú štruktúru lekciı́, ktoré rozdelili na sekcie: slovná
zásoba, frázy (modelové vety), čı́tanie s porozumenı́m, cvičenia (k slovnej zásobe
a modelovým vetám) (pozri obr. 1).

Obr. 1: Lekcie a ich štruktúra

Osvojenie prezentovanej slovnej zásoby (terminológie) učiacim sa logicky ovplyv-
ňuje mieru jeho porozumenia čı́taným alebo vypočutým informáciám v jednot-
livých lekciách. Pri výbere jazykových lexikálnych jednotiek a fráz (modelových
viet) sa zostavovatelia pomôcky zamerali na tie, ktoré boli v spolupráci so zástup-
cami vyššie spomı́naných policajných služieb z praxe identiϐikované ako „typické“
pre daný kontext použitia v rámci konkrétnej policajnej služby, a s ktorými sa
študujúci častejšie stretne v cieľovej situácii. Vybrané jazykové prostriedky, ktoré
slúžia na presné a zrozumiteľné sprostredkovanie odborných informáciı́, sú ná-
sledne zapracované do ostatných sekciı́ jednotlivých lekciı́ – do odborných textov
a interaktı́vnych cvičenı́. Použı́vatelia majú k dispozı́cii pri každom výraze slovnej
zásoby a modelových vetách nahrávku výslovnosti realizovanú rodeným hovoria-
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cim z Veľkej Británie a Slovník na rýchle vyhľadanie výrazu alebo vety. Na úvodnej
stránke e-modulu sú použı́vateľom k dispozı́cii metodické pokyny v podobe po-
drobných inštrukciı́ k práci s modulmi a predstavenie jednotlivých typov cvičenı́.
Význam cvičení pri osvojovanı́ si cudzieho jazyka je absolútne nespochybniteľ-
ný, keďže umožňujú opakovaný kontakt s prezentovaným jazykovým materiálom.
Cvičenia slúžia na upevňovanie jazykových návykov a zručnostı́, opakovanie aj
na ich priebežné overovanie. V e-moduloch sa použı́vatelia stretnú s krı́žovkami,
doplňovačkami, kvı́zmi, priraďovanı́m a úlohami na precvičenie slovosledu (pozri
obr. 3) vytvorenými pomocou softvéru Hot Potatoes (Dostupné na internete: htt-
ps://hotpot.uvic.ca). Okrem toho si použı́vateľ môže na hornej lište vybrať Extra
cvičenia, ktoré obsahujú „bonusovú“ možnosť na precvičenie čı́tania s porozume-
nı́m a slovnej zásoby na mierne vyššej úrovni náročnosti. Po vyplnenı́ každého
cvičenia je použı́vateľovi poskytnutá okamžitá spätná väzba v podobe percentuál-
neho vyčı́slenia úspešnosti jeho odpovede.
Vzhľadom na to, že text má dominantnú úlohu pri poskytovanı́ informáciı́ i pri
formovanı́ ostatných zručnostı́ a návykov v cudzom jazyku nemôže v lekciách e-
-modulov chýbať sekcia čítanie s porozumením. Texty ponúknuté v e-moduloch
sú založené na reálnych situáciách, požiadavkách a potrebách vybraných služieb
PZ a ich relevantnosť potvrdili odbornı́ci z policajnej praxe. Spracované odbor-
né texty sú zdrojom odborného jazyka a hrajú významnú úlohu pri prezentovanı́
reálneho jazyka, tak ako je použı́vaný v praxi. K jednotlivým textom boli vytvore-
né cvičenia zamerané na overenie použı́vateľovej schopnosti uvedomene zı́skavať
informácie z textu. Pri niektorých textoch si použı́vatelia môžu vypočuť aj audio-
-nahrávku, pričom okrem precvičenia svojej schopnosti porozumieť počutému tex-
tu v anglickom jazyku si môžu nacvičiť správnu výslovnosť.
V Slovenskej republike sú spracované e-moduly dostupné pre všetkých zamest-
nancov MV SR na intranete Ministerstva vnútra SR na stránke http://infoweb.minv
.sk v sekcii Sƽkoly, vzdelávanie pod názvom E-learningový portál Katedry jazykov
A PZ.

2 Ukážka použitia e-modulu na vyučovaní odborného
anglického jazyka pre políciu

Vyučovacia hodina v rámci vyučovania povinného predmetu Cudzı́ jazyk I – odbor-
ná komunikácia – anglický jazyk je určená pre študentov 2. ročnı́ka bakalárskeho
štúdia internej formy štúdia, študijného programu Bezpečnostnoprávna ochrana
osôb a majetku. V skupine sú zastúpenı́ civilnı́ študenti aj prı́slušnı́ci PZ, ktorı́
v anglickom jazyku dosiahli úroveň jazykových zručnostı́ B1–B2 podľa CEFFR.
Preberanou témou je Dopravná nehoda (Road Trafϔic Accident) a cieľom vyučovacej
hodiny je, aby si študent osvojil a naučil sa správne použı́vať základnú terminoló-
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giu týkajúcu sa dopravnej nehody. Počas vyučovacej jednotky je e-modul Anglický
jazyk pre dopravnú políciu kombinovaný s učebnicou English for Police (Ferenčı́ková,
Nováková, 2012).
Výhodou aplikácie informačných a komunikačných technológiı́ vo vzdelávanı́ je, že
môžu byť zakomponované v ktorejkoľvek fáze vyučovacieho procesu. Naprı́klad
v úvode hodiny v rámci ϐixačnej a diagnostickej fázy študenti pracujú s cvičenia-
mi z e-modulu za účelom individuálneho precvičovania terminológie z predchá-
dzajúcich lekciı́ venovaných činnostiam služby dopravnej polı́cie, pričom každý
študent svojı́m tempom vyplƵňa cvičenia zamerané na slovnú zásobu a modelové
vety podľa výberu a usmernenia učiteľa z lekciı́ Vozidlo, Pravidlá (pozri obr. 2).
Za účelom zaϐixovania terminológie nasleduje frontálne porovnanie a zdôvodnenie
odpovedı́.

Obr. 2: Cvičenia z e-modulu – lekcie Vozidlo, Pravidlá cestnej premávky

Za účelom vzbudenia záujmu študentov o preberanú tému použijeme v motivačnej
fáze učebnú stratégiu KWL, ktorú je možné pomocou dataprojektora vizuálne pod-
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poriť obrázkami z e-modulu (pozri obr. 3). Sƽ tudenti si vytvoria 3 stlƵpce na vpi-
sovanie: do prvého vpisujú to, čo k téme už vedia (Know), druhý stlƵpec bude
obsahovať poznámky k tomu, čo sa o dopravnej nehode chcú v anglickom jazyku
naučiť (Want to know). Tretı́ stlƵpec vyplnia v závere hodiny zhrnutı́m toho, čo sa
na hodine naučili (Learned).

Obr. 3: Lekcia Nehoda

Na prezentovanie relevantnej terminológie v expozičnej fáze použijeme odborný
text Talking to a Witness to Trafϔic Accident z e-modulu (pozri obr. 4). Pred samot-
ným čı́tanı́m textu použijeme predikciu – študenti si prečı́tajú nadpis textu a fron-
tálne formulujú svoje očakávania týkajúce sa informáciı́, ktoré sa dozvedia z textu.
Nasleduje overenie porozumenia výrazov z textu, ktoré učiteľ vytipoval ako možné
neznáme pre študentov, pričom výrazy nebudú prekladané do slovenčiny, ale bude
ich význam vysvetľovaný po anglicky. Po prečı́tanı́ nasleduje overenie porozume-
nia textu prostrednı́ctvom otázok od učiteľa.
Vo ϐixačnej a diagnostickej fáze študenti pracujú vo dvojiciach na cvičenı́ pri texte,
v ktorom rozhodujú o pravdivosti a nepravdivosti viet na základe informáciı́ z tex-
tu. V tejto časti je tiež priestor na nácvik počúvania s porozumenı́m z e-modulu
– nahrávka textu An Incident on the Motorway. Po prvom vypočutı́ je realizovaná
frontálna sumarizácia informáciı́, ktoré študenti z nahrávky zachytili a po druhom
vypočutı́ študenti vpı́šu informácie z nahrávky do tabuľky RTA statement (pozri
obr. 5).
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Obr. 4: Čítanie s porozumením – lekcia Nehoda

RTA STATEMENT
Time of accident: DescripƟon of

accident:
Where the accident
happened:

Details of vehicles:

Injuries: Witness details:
Ambulance / tow
truck needed:

Witness contact:

Obr. 5:Materiál na vyplnenie po vypočuơ nahrávky

Vo dvojiciach si študenti porovnajú informácie z tabuľky. Následne študenti indivi-
duálne alebo vo dvojiciach pracujú na cvičenı́ k tejto nahrávke (textu) z e-modulu,
pričom môžu v prı́pade potreby využiť vizuálnu podporu textu nahrávky. Po vy-
plnenı́ cvičenia študenti zı́skajú okamžitú spätnú väzbu v podobe percentuálne
vyjadrenej úspešnosti.
Sƽ tudenti dostanú možnosť precvičiť si terminológiu v ústnej komunikácii v rámci
hrania rolı́ (roleplay)RTA statement, ktorá bude realizovaná vo dvojiciach na zá-
klade učiteľom rozdaných inštrukciı́ k jednotlivým úlohám. Po naštudovanı́ svojich
rolı́ (jeden študent hrá rolu policajta a druhý študent je svedok dopravnej neho-
dy) študenti rozohrajú rozhovor, v rámci ktorého policajt musı́ zı́skať od svedka
nehody čo najviac informáciı́ o tom, čo sa stalo.
V závere hodiny študenti vyplnia tretı́ stlƵpec (Learned) z aktivity KWL začatej
v motivačnej fáze, kde vpı́šu, čo sa naučili počas hodiny a porovnajú s druhým
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stlƵpcom (Want to learn) za účelom zhrnutia a uvedomenia si zı́skaných znalostı́.
Hodina je ukončená po zadanı́ úloh na samostatné štúdium pre študentov.

Záver
Vytvorené e-moduly Anglický jazyk pre dopravnú políciu a Anglický jazyk pre poriad-
kovú políciu sú využiteľné na samostatné štúdium použı́vateľov alebo ako učebný
materiál na vyučovanı́ odborného cudzieho jazyka v rámci vzdelávacı́ch inštit-
úciı́ rezortu Ministerstva vnútra SR v rámci celoživotného vzdelávania prı́slušnı́-
kov Policajného zboru. Praktickým prı́nosom e-modulov je pomerne jednoduchá
a rýchla distribúcia, ľahká dostupnosť, redukcia nákladov na odborné jazykové
vzdelávanie a možnosť ich využitia aj mimo jazykových učebnı́ a bez prı́tomnosti
lektora cudzieho jazyka. Z hľadiska didaktického sú tieto učebné pomôcky názor-
ným a prehľadným zdrojom autentického jazyka v reálnych policajných situáciách
a modelom správnej výslovnosti s možnosťou časovo neobmedzeného interaktı́v-
neho precvičovania terminológie a nácviku cudzojazyčných zručnostı́ individuál-
nym tempom edukantov s poskytnutou okamžitou spätnou väzbou umožňujúcou
monitorovanie progresu učiacimi sa. Spätná väzba pre autorov od použı́vateľov
e-modulov zı́skaná prostrednı́ctvom dotaznı́ka bola vysoko pozitı́vna s mnohými
inšpiratı́vnymi nápadmi do budúcnosti, napr. dopracovanie e-modulov pre rôzne
pokročilostné úrovne, medzi ktorými by sa použı́vatelia pohybovali ako v počı́-
tačovej hre. Využitie informačných technológiı́ v týchto učebných pomôckach je
vnı́mané ako moderný, originálny a inovatı́vny prvok v cudzojazyčnom vzdelá-
vanı́ pre potreby polı́cie, ktorý prispieva, okrem iného, k rozvoju autonómnosti
učiaceho sa a inšpiruje ho pokračovať v práci na zdokonaľovanı́ svojich znalostı́
a zručnostı́ v odbornom cudzom jazyku pre špeciϐické potreby policajných služieb
a tiež vzbudzuje záujem o ďalšie samostatné „bádanie“ a objavovanie v odbornom
cudzom jazyku.
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Požadovaný proϐil absolventa na trhu práce
imperativem pro kvalitní jazykové vzdělávání na

univerzitách

Sƽ těpánka Hronová, Oldřich Johannes Petr

Úvod
Autoři textu, kteřı́ majı́ bohaté zkušenosti s výukou anglického a německého ja-
zyka v terciárnı́ sféře, se rozhodli věnovat tento přı́spěvek vysokoškolskému ja-
zykovému vzdělávánı́ v souvislosti se situacı́ na trhu práce v Cƽeské republice,
výstupům z nejnovějšı́ch studiı́ týkajı́cı́ch se požadovaných dovednostı́ absolventa
univerzity a popisu budoucı́ho zaměstnance s ohledem na nastupujı́cı́ generaci Y.
V prvnı́ kapitole se věnujı́ vymezenı́ teoretických pojmů, jakými jsou napřı́klad
pedagogika, andragogika a heutagogika či jazyk obecný, odborný a profesnı́. Pro
dalšı́ sekci přı́spěvku byla použita data napřı́klad z webu Cƽeského statistického
úřadu a studie ϐirem PwC nebo EduIN. Cƽ tenáři textu jsou také seznámeni s pro-
jektem Národnı́ho ústavu pro vzdělávánı́ a MSƽMT, který prostřednictvı́m veřejně
přı́stupného portálu ISA+ nabı́zı́ přehled nejfrekventovanějšı́ch požadavků perso-
nalistů na absolventy vysokých škol. Text se dále zaměřuje na výuku cizı́ch jazy-
ků na univerzitách a deklaruje potřebu využitı́ nejen modernı́ch metodologických
trendů a technologiı́, ale také reϐlektuje požadavky potenciálnı́ch zaměstnavatelů
na kvalitnı́ jazykové znalosti a schopnosti komunikace v cizı́m, zejména anglickém
a německém jazyce.

1 Teoretické vymezení
1.1 Terciární jazykové vzdělávání

Vnı́máme-li vzdělávánı́ jako jeden celek se všemi jeho složkami: formálnı́, nefor-
málnı́ a informálnı́, výuka jazyka na terciárnı́m stupni patřı́ převážně k formálnı́-
mu pojetı́, avšak univerzity nabı́zejı́cı́ veřejnosti placené jazykové kurzy a školenı́
mohou v tomto ohledu spadat současně i pod neformálnı́ typ vzdělávánı́. Formálnı́
vysokoškolské jazykové vzdělávánı́ se může vyskytovat v různých variantách, nej-
častěji se však jedná o několika semestrálnı́ navazujı́cı́ kurz ukončený zkouškou.

1.2 Pedagogika, andragogika a heutagogika

V souvislosti se vzdělávánı́m na akademické půdě včetně předmětů lingvistických
je stále využı́ván termı́n vysokoškolská pedagogika. Vedle termı́nu pedagogika se
vyskytuje též termı́n andragogika označujı́cı́ vzdělávánı́ dospělých.
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Pedagogika i andragogika pomáhajı́ navrhnout nejlepšı́ typy metod pro dané cı́-
lové skupiny. Pokud má být andragogika efektivnı́, měla by být dodržena pravidla
a zákony pedagogiky. Modernı́ andragogika klade důraz na aktivity hledajı́cı́ řešenı́
určitého problému, spolupráci dospělých studentů, očekává zpětnou vazbu a dvou-
směrnou komunikaci. Na lektora je při andragogické koncepci výuky pohlı́ženo na
jakéhosi facilitátora – prostřednı́ka výuky a zprostředkovatele informacı́.
Odborná veřejnost dle teorie Hase a Kenyona využı́vá též termı́nu heutagogika.
V tomto konceptu se student dostává do středu procesu učenı́ se cizı́mu jazy-
ku. Přebı́rá odpovědnost za své vlastnı́ učenı́. Formy a metody se mohou měnit
s ohledem na možný vývoj a změny v preferencı́ch učebnı́ch stylů jednotlivce. Na
takovéto učenı́ je nahlı́ženo jako na tzv. student-centric, kde je student ve středu
výukového procesu a ne naopak jako na teacher-centric nebo curricula-centric, kde
by byl tı́m nejdůležitějšı́m pedagog nebo dané kurikulum. [Hase, Kenyon 2007].

1.3 Prezenční, kombinovaná a distanční výuka

Jazyková výuka na univerzitách probı́há nejčastěji formou prezenčnı́ a kombinova-
nou. Pozitiva jazykové prezenčnı́ výuky jsou zejména v možnosti přı́mé interakce
s pedagogem a kolegy ve studijnı́m kruhu, práce ve dvojicı́ch či skupinách, pro-
cvičenı́ dialogu „tvářı́ v tvář“, poslechu s okamžitou zpětnou vazbou nebo sdělenı́
instrukcı́ či oprava chyb. Kladné hodnocenı́ pedagogem s praktickými radami pro
dalšı́ upevněnı́ probı́raných lexikálnı́ch jednotek a gramatických struktur je také
nesporným pozitivem a motivacı́. U kombinované formy studia, kterou studenti
absolvujı́ při zaměstnánı́ či podnikánı́, je většı́ důraz kladen na domácı́ přı́pravu
vzhledem k omezenému počtu kontaktnı́ch hodin s pedagogem.
Některé vysoké školy začaly nabı́zet také výuku distančnı́, kde komunikačnı́m ná-
strojem mezi pedagogem a studentem je zejména vzdělávacı́ webové rozhranı́
(určitý LMS/learning management system = systém řı́zenı́ studia). Existuje též
možnost komunikace prostřednictvı́m mobilnı́ch aplikacı́ a sociálnı́ch sı́tı́. Autor-
ka Zlámalová uvádı́, že distančnı́ vzdělávánı́ je…„multimediální forma řízeného sa-
mostatného studia, které je koordinováno vzdělávací institucí a v němž jsou vyučující
resp. konzultanti (tutoři) v průběhu vzdělávání trvale nebo převážně fyzicky odděleni
od vzdělávaných…. Aktuální a efektivní technologickou podporou distančního studia je
metoda e-learning.“ [Zlámalová, 2008, s. 17].
Cƽ ást nabı́dky kombinovaného a téměř celý přenos obsahu u distančnı́ho typu výu-
ky je postaven právě na využitı́ platformy e-learningu, jenž umožňuje asynchronnı́
výuku a studium s podporou studijnı́ch opor vytvořených primárně pro tyto typy
vzdělávánı́ včetně jazykového.
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1.4 Jazyk obecný, odborný a profesní

Pro běžné dorozuměnı́ v cizı́m jazyce je potřeba do určité mı́ry ovládat všechny
řečové dovednosti: tedy oblast psanı́, čtenı́ s porozuměnı́m, poslechu a promluvy.
Zdatnost v užı́vánı́ výše uvedeného by student měl zı́skat prostřednictvı́m výuky
obecného cizího jazyka (General English/ allgemeine Sprache Deutsch). Obecný ja-
zyk minimálně na mı́rně pokročilé úrovni by měl vytvořit základ výuce jazyka pro
speciϐické účely (ESP – English for Speciϐic Purposes/ Sondersprache Deutsch),
který se dá rozdělit na: profesní jazyk potřebný pro vykonávánı́ určitého zaměst-
nánı́/ profese (Vocational English/ Berufssprache Deutsch) – napřı́klad na nižšı́ch
pozicı́ch nebo i manuálně pracujı́cı́ch a odborný cizí jazyk nutný pro výkon povo-
lánı́ nejčastěji po absolvovánı́ univerzity (Professional English/ Fachsprache Deut-
sch) – přı́kladem by mohl být cizı́ jazyk pro právnı́ky, lékaře, vědce, atd. Objevuje
se i terminologická nejednotnost – napřı́klad je využı́ván termı́n oborově proϔilova-
ný cizí jazyk, který může stát na rozhranı́ termı́nů profesnı́ a odborný jazyk. „Výuka
oborově proϔilovaného jazyka se týká především dospělých a v dané odbornosti již více
či méně kompetentních adresátů, jejichž motivace a učební zvyklosti školské vyučování
cizího jazyka běžně nepodchycuje. Z tohoto pohledu se ukazuje jako důležité zapojení
metodiky vzdělávání dospělých“ [Schröder, 1988, s. 110].
Je jistě žádoucı́, aby nejen forma výuky odpovı́dala nejnovějšı́m trendům, ale také
aby proϐil absolventa reagoval na potřeby trhu. Univerzity dále musejı́ brát v úva-
hu současný demograϐický vývoj. Autoři v dalšı́ části popisujı́ svá aktuálnı́ zjištěnı́
týkajı́cı́ se daných témat.

2 Situace na trhu práce a demograϐický vývoj
Podle údajů Cƽeského statistického úřadu byla v 1. čtvrtletı́ roku 2016 dosažena
nejvyššı́ mı́ra zaměstnanosti od vzniku samostatné Cƽeské republiky. Nı́zkou mı́-
ru nezaměstnanosti podle CƽSUƵ majı́ trvale vysokoškoláci (2,0 %) a středoškoláci
s maturitou (3,0 %). Vysoká mı́ra nezaměstnanosti naopak přetrvává ve skupině
osob se základnı́m vzdělánı́m (22,2 %). Z dat CƽSUƵ od roku 2004 je patrná rostoucı́
mı́ra zaměstnanosti u obyvatel ve věku 15 a vı́ce let.
Obecným trendem v Cƽeské republice je také stárnutı́ populace a snižujı́cı́ se mı́ra
porodnosti, které majı́ za následek klesajı́cı́ počet studentů (nejen) terciárnı́ho
vzdělávánı́. Kvůli takovému demograϐickému vývoji by mělo do pěti let dojı́t k po-
klesu počtu absolventů VSƽ přibližně o jednu třetinu.
Projekt Cƽesko v datech přinášı́ v rámci studie Vysoké školy v Česku informace o tom,
že stále vı́ce studentů po maturitě pokračuje v dalšı́m vzdělávánı́: na vysoké škole
nebo vyššı́ odborné škole či v intenzivnı́m jazykovém kurzu. Zatı́mco v roce 2001
šli dále studovat po maturitě tři absolventi z deseti, v roce 2015 jich bylo již 70 %.

Informativnı́ článek / Exploratory Article 65



Nezaměstnanost vysokoškolsky vzdělaných lidı́ je poměrně nı́zká a na vysoké ško-
ly se hlásı́ stále většı́ procento maturantů, avšak ne vždy po ukončenı́ studia vy-
sokoškolák zastává pozici odpovı́dajı́cı́ jeho vzdělánı́. Zároveň je však také možné
konstatovat, že tam, kde dřı́ve stačila na danou pracovnı́ pozici maturita, je nynı́
požadováno vysokoškolské vzdělánı́.
Autoři tohoto článku se snažili z publikovaných studiı́ zjistit a v dalšı́ kapitole
čtenáře seznámit s tı́m, jaká je generace nastupujı́cı́ po ukončenı́ terciárnı́ho vzdě-
lávánı́ do pracovnı́ho procesu a jaké jsou požadavky ϐirem na absolventy VSƽ .

3 Požadovaný proϐil absolventa
Při přijı́mánı́ absolventů nehledı́ ϐirmy pouze na vysokoškolský diplom. Ten čas-
to bývá jakýmsi základnı́m předpokladem. Podniky zajı́má také praktická stránka
věci – přı́padná praxe, jazyková vybavenost, nadšenı́ pro daný obor (též tzv. hire
for attitude), zkušenosti ze zahraničı́ a dovednosti klı́čové pro konkrétnı́ pracovnı́
zařazenı́.
Dle informačnı́ho portálu, který byl připraven v součinnosti MSƽMT a Národnı́ho
ústavu pro vzdělávánı́ (NUƵ V) „z rozhovorů s pracovníky personálních agentur vyplý-
vá, že to, které vlastnosti, schopnosti a dovednosti jsou nejvíce žádané, závisí především
na konkrétní pracovní pozici.“1 Primárně požadované jsou organizačnı́ a komunikač-
nı́ dovednosti, obratnost v řešenı́ problémů a v práci se zákaznı́ky. Zaměstnavatelé
též vyžadujı́ schopnost práce na počı́tači a ovládánı́ MS Ofϐice. Nı́že jsou uvedeny
některé přednı́ studie a dále shrnutı́ požadovaných kompetencı́ absolventů čes-
kých univerzit podle náborových agentur dle projektu NUƵ V a MSƽMT. Tento text
je primárně zaměřen na Cƽeskou republiku, globálnı́ data týkajı́cı́ se požadavků
na proϐil absolventů, změn zahrnujı́cı́ch digitálnı́ transformaci na univerzitách ne-
bo potřeb speciϐických dovednostı́ je napřı́klad možné zı́skat zakoupenı́m studiı́
vypracovaných agenturou International Data Corporation, přednı́ho poskytovatele
dat z oblasti IT, telekomunikacı́ a technologiı́ pro spotřebitelské trhy.

3.1 Studie společnosti EduIN

Společnost EduIN, která se zabývá problematikou vzdělávánı́, byla odborným ga-
rantem projektu s názvem Diplom nestačí, který vznikl na podzim 2015 na objed-
návku J&T Banky. Tento průzkum provedla agentura Perfect Crowd. EduIN ve vý-
stupech ze studie napřı́klad uvádı́, že personalisté často upřednostňujı́ absolventy
se zahraničnı́ zkušenostı́ (pracovnı́ 70 % nebo studijnı́ 63 %). Bylo dotázáno 115
úspěšných osobnostı́ a přednı́ch personalistů v Cƽeské republice na rady pro absol-
venty. Tipy od zmı́něných odbornı́ků byly v mnohém odlišné, avšak shodovaly se
v tom, že pro úspěšnou kariéru je klı́čová znalost jazyků.

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

V roce 2013 ϐirma PwC, University of Southern California a London Business Scho-
ol přinesly výsledky rozsáhlé dvouleté celosvětové generačnı́ studie, která měla
zjistit, jaký je novodobý absolvent z generace Y tzv. „millennials“. Studie publiko-
vaná pod názvem PwC’s NextGen: A global generational study zjistila, že tito absol-
venti napřı́klad předpokládajı́, že budou ve ϐirmách pracovat se stejně kvalitnı́mi
technologiemi, které použı́vajı́ v osobnı́m životě, očekávajı́ ϐlexibilnı́ pracovnı́ pro-
středı́ a pokročilé nástroje pro práci v týmu. Předpokládá se také, že v budoucnu
bude spı́še fungovat jakýsi typ „zakázkové ekonomiky“, kdy je možné počı́tat s na-
jı́mánı́m zaměstnanců na určité úkoly a projekty. Je tedy nutné vybudovat si na
trhu vlastnı́ značku a umět dobře komunikovat v rodném i cizı́m jazyce, aby byl
jednotlivec schopen vstupovat do různých projektů.

3.3 Projekt VIP Kariéra II – portál ISA+

Národnı́ projekt VIP Kariéra II probı́hal v letech 2010–15 a byl spoluϐinancován
Evropskými strukturálnı́mi fondy (ESF) a státnı́m rozpočtem CƽR. Jeho řešitelem
byl Národnı́ ústav pro vzdělávánı́ a partnerem bylo též MSƽMT. Jednı́m z výstupů
je webový informačnı́ systém ISA+ s názvem Infoabsolvent, ze kterého je za účelem
tohoto textu vybráno pět nejčastěji se vyskytujı́cı́ch požadavků budoucı́ch zaměst-
navatelů (viz nı́že) na absolventy školy podle personálnı́ch agentur. Hned prvnı́
uváděný bod preferencı́ zaměstnavatelů se týká cizı́ch jazyků:

• zběhlost v cizı́ch jazycı́ch – patřı́ mezi nejžádanějšı́ kompetence;
• komunikačnı́ schopnosti – vyjadřovacı́ schopnosti, schopnost obhájit stanovis-
ko;

• adaptabilita a ϐlexibilita;
• zběhlost v použı́vánı́ výpočetnı́ techniky;
• ochota učit se – otevřenost novým poznatkům, ochota zdokonalovat se.

4 Nejžádanější zaměstnavatelé pro studenty VŠ
Sƽvédská společnost Universum provedla v rámci studie Czech Republic’s Most At-
tractive Employers 2015 – Trends and Rankings průzkum u vı́ce než 13 000 stu-
dentů českých vysokých škol se zaměřenı́m na jejich preference týkajı́cı́ se ϐirmy,
do které by chtěli po ukončenı́ studia nastoupit. Studie přinesla zajı́mavé výsled-
ky. Napřı́klad zjistila, že češtı́ studenti při výběru zaměstnavatele upřednostňujı́
stabilitu a jistotu zaměstnánı́. Dalšı́m kritériem je také poměr času stráveného
v práci a v soukromı́ (tzv. work-life balance). Nı́že uvedená tabulka nabı́zı́ přehled
10 nejvyhledávanějšı́ch zaměstnavatelů budoucı́ch absolventů vysokých škol dle
studijnı́ch oborů. V preferencı́ch studentů se vyskytuje mnoho ϐirem zahraničnı́ch,
je zde tedy nutný předpoklad komunikace s managementem v cizı́m jazyce.
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Tab. 1: TOP 10 zaměstnavatelé pro vysokoškoláky dle oborů
Zdroj: vlastní zpracování dle studie společnosƟ Universum

Obor studia Nejpopulárnější zaměstnavatelé dle oborů studia na VŠ – TOP 10:
Technické obory Škoda Auto, ČEZ, Metrostav, Google, Siemens, Skanska, Škoda TransportaƟon,

Honeywell, Vzdělávací a výzkumné insƟtuce, Robert Bosh.
IT obory Google, MicrosoŌ, IBM, Seznam.cz, Oracle, Red Hat, Samsung, Dell, Cisco Systems, Eset

SoŌware.
Přírodní vědy Vzdělávací a výzkumné insƟtuce, Nemocniční a léčebná zařízení, ZenƟva, Google, Nestlé,

ČEZ, Plzeňský prazdroj, Kofola, Agrofert holding, Český aeroholding.
Práva Státní správa, Mezinárodní poliƟcké insƟtuce, Ozbrojené, záchranné a bezpečnostní

složky, Allen&Overy, Brož&Sokol&Novák, ČEZ, Havel, Holásek&Partners, Neziskové
a nevládní organizace, Vzdělávací a výzkumné insƟtuce, Škoda Auto.

5 Jazykové vzdělávání na univerzitách
Jazykové vzdělávánı́ na univerzitách nejen v Cƽeské republice prošlo za poslednı́ch
několik let velkými změnami jednak s ohledem na instruktážnı́ metody, elektro-
nizaci materiálů i studijnı́ch opor, obměnu kurikula, internı́ opatřenı́ v rámci jed-
notlivých univerzit týkajı́cı́ se určité optimalizace procesů a též v zájmu ze strany
studentů o jednotlivé formy vzdělávánı́.
Praxe na četných univerzitách ukazuje, že výuka, včetně výuky jazykové, již v pře-
važujı́cı́ mı́ře neprobı́há jako dřı́ve. Některé univerzity, jako napřı́klad Vysoká ško-
la ϐinančnı́ a správnı́, a. s., přistoupily v poslednı́ch letech ke změně výuky cizı́ch
jazyků u některých oborů kombinované formy studia. Jazyková výuka neprobı́há
jako dřı́ve tzv. in-class. Nově majı́ studenti k dispozici celou škálu studijnı́ch opor
včetně e-learningu a možnosti elektronické konzultace s pedagogem. U tohoto
způsobu jazykové výuky se také ve stále většı́ mı́ře předpokládá, že studenti, kteřı́
již pracujı́, majı́ možnost komunikovat ve svém zaměstnánı́ v cizı́m jazyce a mohou
tak aktivně své znalosti využı́vat.
Dle výše uvedených studiı́ jsou požadavky trhu práce imperativem pro kvalitnı́
jazykovou výuku na univerzitách, neboť praxe vyžaduje absolventa VSƽ připrave-
ného komunikovat nejen na úrovni obecného jazyka, ale zejména takového, jenž
se dokáže dorozumět cizı́m jazykem i ve svém oboru. Apel na excelentně odborně
jazykově vybavené VSƽ absolventy přednesl i J. Appleton, výkonný ředitel asociace
ABSL, který uvedl: ”Více než 70 % našich zaměstnanců je vysokoškolsky vzdělaných,
polovina z nich v oboru IT … podmínky, které se všem těmto pracovníkům nabízejí, jsou
velmi zajímavé nejen pro absolventy škol, ale i pro pracovníky s praxí. Všichni ovšem
musí velmi dobře ovládat cizí jazyky.” [Zajı́c, 2016].
Požadavky pracovnı́ho trhu se odrážejı́ v potřebě časté aktualizace výukových ob-
sahů a nabı́zených studijnı́ch materiálů včetně jejich novodobých forem zahrnujı́-
cı́ch jejich elektronizaci a e-learning. Jednı́m z akcentů procesu výuky cizı́ho jazyka
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je tedy „klasická“ potřeba osvojenı́ komunikačnı́ch prostředků v cizı́m jazyce, která
může probı́hat za pomoci celé škály učebnı́ch pomůcek připravených renomova-
nými nakladateli i pedagogy samotnými. Druhým imperativem je aktualizace od-
borného obsahu ϐlexibilně přizpůsobenému požadavkům daného oboru, ve které
však klı́čovou roli hraje sám vysokoškolský pedagog jazyka.
Vzhledem k tomu, že reakce nakladatelů jazykových učebnic na inovace a prů-
lomové technologie nemůže být tak pružná, jako jsou možnosti jednotlivce vyu-
žı́vajı́cı́ho nejmodernějšı́ prostředky k zı́skávánı́ informacı́, je velmi zodpovědnou
rolı́ vysokoškolských pedagogických pracovnı́ků a lektorů jazyka přinášet studen-
tům nejnovějšı́ informace z nabı́zených oborů studia napřı́klad prostřednictvı́m
vlastnı́ch připravených interaktivnı́ch prezentacı́ a multimédiı́ včetně virtuálnı́ho
„přizvánı́“ přednı́ch expertů a zařazenı́ videı́ do výuky v rámci platforem, jakými
jsou napřı́klad TED, Youtube a jiné.
S rostoucı́mi požadavky trhu práce na vysokoškolské absolventy schopné komu-
nikovat v cizı́m jazyce, se vzrůstajı́cı́ potřebou globalizovaného trhu a také s na-
vyšujı́cı́ se poptávkou po studiu v CƽR ze strany zahraničnı́ch studentů, se zvýšila
potřeba takových jazykových univerzitnı́ch center, která by zajišťovala komplexnı́
podporu výuky jazyků. Kromě tradičnı́ výuky cizı́ch jazyků se jedná také o nabı́dku
různých druhů jazykových opor zaměřených na jednotlivé obory. Stále většı́ po-
pularitu si zı́skává též výuka odborných předmětů v cizı́m jazyce. Nově je k tomu
využı́vána napřı́klad i metoda CLIL (Content Language Integrated Learning), kdy
si studenti osvojujı́ znalosti ve dvou předmětech současně.

6 Příklady dobré praxe
Zaváděnı́ odborného jazyka provádějı́ některé univerzity za pomoci ϐinancovánı́
z grantů a projektů a to napřı́č stupni a nabı́zenými typy studijnı́ch programů.
Dalšı́ možnostı́ je internı́ reorganizace kurikula v rámci jednotlivých jazykových
pracovišť.
Fakulta elektrotechniky a informatiky Univerzity Pardubice napřı́klad ve spoluprá-
ci s MSƽMT a ESF v přechozı́ch letech realizovala projekt STUDY týkajı́cı́ se zvy-
šovánı́ jazykových kompetencı́ Fakulty elektrotechniky a informatiky a zavedenı́
studijnı́ch opor anglického jazyka do výuky.
Dalšı́m přı́kladem může být projekt Impact, jehož hlavnı́m realizátorem bylo Cen-
trum jazykového vzdělávánı́ Masarykovy univerzity v Brně. Cı́lem tohoto projektu,
který byl realizován v letech 2012–2015, byla proměna kvality výuky odborného
cizı́ho jazyka v terciárnı́ sféře v CƽR. Dalšı́mi partnery v tomto projektu byly přednı́
české univerzity a jejich vzdělávacı́ centra jako Katedra cizı́ch jazyků Ekonomické
fakulty Technické univerzity v Liberci, UƵ stav jazyků Lékařské fakulty Univerzity
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Karlovy v Hradci Králové a Cƽeská a slovenská asociace učitelů jazykových center
na vysokých školách.
Elektronické studijnı́ opory a interaktivnı́ odbornou slovnı́ zásobu nejen pro stu-
denty dálkového studia nabı́zı́ také KJ VSƽFS. Internı́ informačnı́ systém v rámci
jednotlivých stupňů výuky anglického jazyka napřı́klad pro obor Marketingová ko-
munikace nabı́zı́ širokou škálu elektronických materiálů od slovnı́ zásoby a odkazů
na právě probı́rané gramatické sekce z kurzové učebnice, přes výtah z doporučené
studijnı́ literatury a klı́čovou frazeologii až po odbornou interaktivnı́ slovnı́ zásobu
nebo úkoly a odkazy na tematicky odpovı́dajı́cı́ videa. Pro zájemce o německý
jazyk existuje též celá řada možnostı́ jako je práce s odbornou literaturou a cizo-
jazyčným tiskem (Markt nebo WirtschaftsJournal), k dispozici je též on-line česko-
-anglicko-německý marketingový slovnı́k vytvořený pedagogy Katedry jazyků. Stu-
denti tak majı́ zajištěn kontakt s odbornou terminologiı́, která je ve studovaném
oboru právě aktuálnı́.
Z prestižnı́ch zahraničnı́ch univerzit je možné zmı́nit napřı́klad University of
Cambridge, která na webu svého jazykového centra hovořı́ o tom, že současně
s uspokojenı́m potřeb svých univerzitnı́ch studentů po cizojazyčném vzdělávánı́ je
třeba držet krok s technologickým vývojem. V tom univerzitě napomáhá napřı́klad
ϐinancovánı́ z Higher Education Funding Council for England, Newton Trust, spo-
lupráce s BBC, dalšı́mi médii a technologickými společnostmi, ale také ostatnı́mi
vysokými školami ve Velké Británii i zahraničı́. Tato prestižnı́ univerzita nabı́zı́ na
svém portálu on-line materiály pro výuku cizı́ho jazyka v obecné nebo odborné
rovině pro své studenty na základě licence Creative Commons. Zároveň nabı́zı́
výuku jazyků na platformě Moodle.
Z německých univerzit můžeme jmenovat napřı́klad Freie Universität Berlin nebo
Universität Augsburg, jejichž jazyková centra nabı́zejı́ srovnatelné jazykové vzdě-
lávánı́ jak pro studenty z Německa, tak pro zahraničnı́ studujı́cı́. Studenti těchto
univerzit si mohou ke svému oboru zvolit ještě výuku odborného (profesnı́ho)
jazyka dle oboru, který studujı́. Na výběr majı́ možnost navštěvovat výuku in-class
a nebo využı́t velkého množstvı́ multimediálnı́ch výukových opor, včetně možnostı́
si průběžně ověřit své jazykové znalosti prostřednictvı́m on-line cvičenı́ a testů.

Závěr
Jazykové vzdělávánı́ v terciárnı́ sféře prošlo za poslednı́ dobu značnými změnami.
Požadavky na kvalitu a obsah výuky cizı́ho jazyka na VSƽ jsou dány i procesem
vývoje na trhu práce. Univerzitnı́ kurikula by měla být v rukou odbornı́ků, kteřı́
sledujı́, fundovaně hodnotı́ a reagujı́ na aktuálnı́ vývoj a zároveň jsou schopni
zajistit podmı́nky kvalitnı́ho pedagogického působenı́ i komfortu studia, které by
nemělo podléhat tlaku ekonomických opatřenı́ univerzit.
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Nejnovějšı́ průzkumy a studie poukazujı́ na výrazný posun v poptávaném proϐilu
absolventa, kde komunikačnı́ dovednosti a znalost cizı́ho jazyka je považována
minimálně z evropského pohledu za standardnı́. Trendem poslednı́ doby je znalost
odbornosti v cizı́ch jazycı́ch, která zvyšuje také konkurenceschopnost absolventů
univerzit na globálnı́m trhu. V tomto lze spatřovat hlavnı́ úkol jazykového vzdělánı́
na univerzitách. Snaha propojovat teorii s praxı́ při zaváděnı́ nových technologiı́
do instruktážnı́ch metod je stěžejnı́m úkolem i do budoucı́ch let.
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Příprava studentů na ústní projev zkoušky podle
STANAG 6001 z ruského jazyka

Galyna Karnatova

Úvod
V článku se zabýváme problematikou přı́pravy studentů Univerzity obrany a účast-
nı́ků jazykových kurzů rezortnı́ výuky na ústnı́ část jazykové zkoušky podle
STANAG 6001 (Standardization Agreement) v ruském jazyce. Kód SLP označuje
standardizovaný jazykový proϐil (Standardized Language Proϐile) pro způsobilost
v jednotlivých jazykových dovednostech. Vycházı́me ze speciϐiky učebnı́ho mate-
riálu, který byl na CJV UO vytvořen pro přı́pravu posluchačů jazykových kurzů
MO a vojenských studentů Fakulty vojenského leadershipu a Fakulty vojenských
technologiı́ Univerzity obrany. Výsledek pojetı́ tématu odrážı́ pohled vyučujı́cı́ho
ruského jazyka.
Poznamenejme, že výuka ruského jazyka v Centru jazykového vzdělávánı́, směřuje
k dosaženı́ jazykové úrovně SLP 1111 a úrovně SLP 2222, které se nejvı́ce blı́žı́
úrovni A2 a B2 podle SERR.

1 Struktura ústního projevu
UƵ stnı́ projev u úrovně SLP 1111 a SLP 2222 se skládá ze třı́ částı́:
• Introduction (úvod)
Představenı́ vlastnı́ osoby a sdělenı́ základnı́ch osobnı́ch údajů. Jedná se o mo-
nologický projev. Jeho součástı́ je i prokázánı́ schopnosti odpovědět na dopl-
ňujı́cı́ otázky zkoušejı́cı́ho.

• Role-play (modelová situace)
Sehránı́ situačnı́ role podle zadaného scénáře.

• Information gathering task (IGT)
Zkoušený prokazuje schopnost zı́skat informace formou kladenı́ otázek. Ná-
sleduje prokázánı́ schopnosti předat zı́skané informace třetı́ osobě. Uvedený
model ústnı́ části zkoušky je založen na principech jazykové činnosti, která má
základnı́ řečové dovednosti: recepce (porozuměnı́ položeným otázkám), pro-
dukce (vytvářenı́ vlastnı́ch textů) a interakce (rozhovor).
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2 Požadavky na ústní projev
Při výběru obsahu pro výukový materiál vycházı́me z požadavků na vzdělávánı́
v cizı́ch jazycı́ch formulované v tzv. deskriptorech, ve kterých jsou popsané různé
úrovně ovládánı́ cizı́ho jazyka.
Podle deskriptorů kandidát na úrovni SLP 1111 je schopen:

• použı́t základnı́ zdvořilostnı́ fráze
• podat informaci, požádat o informaci, podat výčet
• vyjádřit souhlas, spokojenost a nespokojenost
• vyjádřit základnı́ potřeby (požádat o zbožı́, služby a pomoc, domluvit si
schůzku, objednat si jı́dlo, zajistit ubytovánı́ a dopravu, koupit zbožı́ apod.)

• požádat o zopakovánı́ a vysvětlenı́.

Požadavky na slovnı́ zásobu a tematické okruhy v cı́lovém jazyce na úrovni SLP
1111:

• základnı́ zdvořilostnı́ fráze
• základnı́ osobnı́ údaje – domov, rodina, přátelé
• základnı́ údaje o zaměstnánı́ – pracovnı́ náplň, pracoviště
• bydlenı́ – dům, byt
• volný čas – sport, zájmy a záliby
• jı́dlo, restaurace – objednávky, zvyklosti
• cestovánı́ – dovolená, prázdniny, dopravnı́ prostředky
• služby – zı́skávánı́ informacı́, vyřizovánı́ telefonátů; ubytovánı́, nákupy, restau-
race

• počası́, dennı́ čas, ročnı́ obdobı́
• společnost – pozvánky, rezervace, omluvy
• zdravı́ – návštěva lékaře, nemocnic, lékárny.

Kandidát na úrovni SLP 2222 je schopen:
• popsat osoby, mı́sta a věci
• vyprávět v minulém, přı́tomném a budoucı́m čase
• uvádět fakta
• vyjádřit pocity
• podat vysvětlenı́, instrukce a pokyny
• vyjádřit názor
• podat stı́žnost, vyjádřit vděk

74



• poradit, navrhnout, doporučit
• uspořádat věty do ucelené pasáže v délce odstavce.

Požadavky na slovnı́ zásobu a tematické okruhy v cı́lovém jazyce na úrovni SLP
2222:

• osobnı́ údaje, rodina – prezentace základnı́ch osobnı́ch údajů (včetně dosaže-
ného vzdělánı́), jazykových znalostı́, informacı́ o rodinných přı́slušnı́cı́ch apod.

• zaměstnánı́, pracoviště – pracovnı́ zařazenı́, specializace, povinnosti, kariéra,
kolegové, školenı́, tréninkové programy apod.

• bydlenı́ – popis domu, bytu, pokoje; vyjádřenı́ spokojenosti, představ, přánı́ ve
vztahu k bydlenı́, zajištěnı́ ubytovánı́ a služby s tı́m spojené

• doprava a cestovánı́ – dopravnı́ prostředky, vyřizovánı́ oϐiciálnı́ch záležitostı́,
vyžádánı́ pomoci, zı́skánı́ základnı́ch informacı́ o dopravnı́m spojenı́ a službách
při cestovánı́, turistika apod.

• nákupy – oděvy, dárky; vyjádřenı́ přánı́, reklamace; vyřizovánı́ záležitostı́
v bance, směnárně, placenı́ apod.

• volný čas, zábava – konı́čky, dovolená, zvyky, tradice, preference
• životnı́ prostředı́ – počası́, život ve městě a na venkově, orientace ve městě
• zdravı́ a nemoci – návštěva u lékaře, lékárna apod.
• jı́dlo, restaurace – objednávky
• společnost – policie, žádost o práci, úřednı́ nařı́zenı́, úřady a jejich zaměstnanci
• média – noviny, časopisy, televize, rozhlas
• základnı́ vojenská terminologie s přihlédnutı́m k vojenské odbornosti kandi-
dáta – základy vojenské zdvořilosti, hodnosti a funkce, organizace a struktura
armády, názvy druhů vojsk, výzbroj a výstroj.

3 Metodický postup při výuce mluvení
V současné době existuje celá řada vyučovacı́ch metod. Při přı́pravě studentů na
ústnı́ projev bychom se měli snažit o dodržovánı́ komunikativnı́ho charakteru vý-
uky se zřetelem na věkposluchačů jazykových kurzů MO a studentů UO, pro které
je charakteristická zvýšená komunikativnost, schopnost vyjádřit své vlastnı́ posto-
je a názory, uvažovat, dovednost se soustředit, aktivnı́ hledánı́ způsobů ukládá-
nı́ informacı́, reprodukce textů je uskutečňována ne memorovánı́m a přeměnou
výchozı́ho textu. Znamená to, předevšı́m, dodržovánı́ zásady uvědomělosti při se-
znamovánı́ studentů s novými jazykovými jevy, tj. uplatněnı́ kognitivnı́ho principu,
který spočı́vá v tom, že student musı́ novému jevu rozumět, pochopit jeho funkci
a teprve pak si jej může v řečové praxi osvojit.

75



Komunikativnı́ metoda klade velký důraz na praktickou využitelnost znalosti a do-
vednostı́ v autentické komunikaci. V přı́padě vysoce ϐlexivnı́ ruštiny student se
neobejde bez znalosti gramatických pravidel. Neznalost gramatického minima zne-
možnı́ studentovi produkci a apercepci. Cı́lem jazykové přı́pravy na zkoušku je
uplatněnı́ gramatického minima pro určitou jazykovou úroveň v komunikačnı́ch
situacı́ch, ve kterých se student na úrovnı́ SLP 1111 a SLP 2222 ocitne a v nichž
potřebuje dosáhnout určitého komunikačnı́ho cı́le.
V počátečnı́ fázi výuky převládá induktivnı́ postup. To je cesta od postupného, sys-
tematického osvojovánı́ řečových projevů různých úrovnı́ a jejich následné kombi-
nace, spojovanı́. Základem tohoto přı́stupu je představa, že postupně a po částech
probı́há osvojovánı́ systému jazyka. Ovládánı́ komponentů monologické a dialogic-
ké řeči ve výsledku vede ke schopnosti samostatně se podı́let na verbálnı́ komu-
nikaci, vytvářet souvislé vyjadřovánı́.
UƵ roveň SLP 1111 a SLP 2222 podle normy NATO 6001 je cı́lovou úrovnı́ studenta.
Cesty a počty hodin studia nutné pro dosaženı́ těchto úrovnı́ mohou být různé.

4 Výuka výslovnosti
Výslovnost je klı́čovou dovednostı́, na kterou by se měl zaměřit vyučujı́cı́ při výuce
jazyka hned od počátku. Učebnice obsahuje úvodnı́ kurz výslovnosti (student se
hned na počátku souborně seznámı́ se základnı́mi výslovnostnı́mi pravidly). Ná-
cvik výslovnosti je součástı́ každé lekce. Výslovnost také nacvičujeme prostřed-
nictvı́m aktivit, které primárně na výslovnost zaměřeny nejsou (osvojenı́ slovnı́
zásoby, výuka gramatiky, procvičovánı́ gramatických jevu apod.). Doporučené ak-
tivity při výuce výslovnosti: napodobovánı́ a opakovánı́ výslovnosti, úder rukou na
přı́zvučnou slabiku, samostatné výslovnostnı́ cvičenı́, hlasité čtenı́ se zaměřenı́m
na výslovnost, učenı́ se jednoduchým dialogům a frázı́m nazpaměť. Při nácviku
výslovnosti je nezbytné studenta opravovat.
Přı́klad konkrétnı́ aktivity pro výuku výslovnosti slovnı́ho přı́zvuku:
Studenti nejprve poslouchají výslovnost přízvučných slabik v ruštině a poté opakují.

тÁ: тот, вот, наш, их, мяч, час, блин, кот, шут, сад, дым, тыл
тÁ –та: мáма, мóда, шкóла, ле́то, óсень, ры́ба, ци́фра
та –тÁ: семья́, женá, словáрь, музе́й, водá, студе́нт
тÁ –та – та: я́блоко, кóмната, вы́ставка, дóрого, óчередь, пя́тница
та –тÁ – та: учи́тель, профе́ссор, дорóга, прогрáмма, рабóта
та –та – тÁ: молокó, магази́н, челове́к, хорошó, разговóр

Ruština je mnohem melodičtějšı́ a zpěvnějšı́ než čeština. Intonace věty nesloužı́ jen
k tomu, abychom v běžném hovoru dokázali rozlišit, zda se jedná o větu oznamo-
vacı́, tázacı́ nebo rozkazovacı́. V ruštině se pomocı́ intonace rozlišujı́ různé druhy
otázek. Správná intonace poukazuje na nezakončenou myšlenku, pomocı́ intonace
a melodie se vyjadřujı́ emoce. Studenti nejprve poslouchajı́ výslovnost přı́zvučných
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slabik v ruštině a poté opakujı́ nebo odpovı́dajı́ na otázky. V ruské tázacı́ větě je
kladen důraz na tázacı́ nebo nejdůležitějšı́ slovo (na co se ptáme).
Přı́klad procvičovánı́ intonace otázek bez tázacı́ho slova:
Studenti nejprve poslouchají a poté opakují.

– У неё есть сестрá? → Да, сестрá. / Нет, брáт.
– У неё есть сестрá? → Да, есть. / Нет.
– У неё есть сестрá? → Да, у неё. / Нет, у негó.
– У тебя́ стáрший брáт? → Нет, млáдший.
– У них есть собáка? → Да, у них. / Нет, у неё.
– У них есть собáка? → Да, есть. / Нет.
– У них есть собáка? → Да, собáка. / Нет, кóшка.

5 Gramatická a lexikální rovina
Ruština je jazyk s bohatě rozvinutou ϐlexı́ (skloňovánı́ a časovánı́). V rovině aper-
cepce student má být schopen rozumět komunikačnı́ situaci a v rovině produkce
si má osvojit gramatické a syntaktické struktury odpovı́dajı́cı́ konkrétnı́ jazykové
úrovni. Na počátečnı́ etapě výuky ruského jazyka můžeme pozorovat rychlé po-
kroky ve studiu jak v oblasti lexikálnı́, tak syntaktické (stavba ruské věty je téměř
shodná se stavbou české věty) a to dı́ky pozitivnı́mu transferu. V oblasti morfolo-
gie se výrazně projevuje negativnı́ transfer. Nejvýrazněji se interference projevuje
při tvorbě samostatných projevů. Student se musı́ oprostit od mateřského jazyka,
který zde výrazně působı́ negativnı́m vlivem. To je úkol nesnadný, obzvláště u ne-
připravených projevů. UƵ stnı́ komunikace předpokládá automatizované použı́vánı́
jazykových prostředků. Pokud tomu tak nenı́, projev vzniká pomalu a při jeho
tvorbě se uplatňuje vnitřnı́ překládánı́. Výsledkem tohoto procesu nezřı́dka bývá
„česká ruština“. Vytvářenı́ jazykových automatismů je dlouhodobý proces. Jedná se
o ustanovovánı́ správného použı́vánı́ jazykových prostředků.
Každá lekce obsahuje slovnı́ zásobu s českým ekvivalentem a jejı́ rozsah vycházı́
z požadavků na slovnı́ zásobu a tematické okruhy v cı́lovém jazyce na úrovni SLP
1111 a SLP 2222 podle normy NATO 6001. Osvojovánı́ nové slovnı́ zásoby začı́ná
prezentacı́ nového jevu. Poté následujı́ cvičenı́ na upevňovánı́ a opakovánı́ nově
použitého lexikálnı́ho materiálu.

6 Jazykové funkce
Dı́ky vhodnému využitı́ jazykových prostředků za účelem dosaženı́ konkrétnı́ch
řečových cı́lů v rámci určité komunikačnı́ situace je student schopen rozpoznat
záměr slovnı́ho vystoupenı́ partnera a současně formulovat vlastnı́ projev, aby
dosáhl svého zamýšleného komunikačnı́ho cı́le. Na úrovni SLP 1111 student do-
káže vést jednoduchý rozhovor tváři v tvář, je schopen požádat o pomoc, služby,
vyjádřit souhlas, objednat si jı́dlo, zajistit ubytovanı́ a dopravu. Na úrovnı́ SLP
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2222 dokáže se dorozumět v běžných společenských a pracovnı́ch záležitostech,
dokáže vyložit fakta, umı́ srovnávat, je schopen dávat věci do protikladů, umı́ jasně
formulovat instrukce a pokyny, umı́ klást otázky a je schopen na takové otázky
odpovı́dat, je schopen vést rozhovor s rodilým mluvčı́m, který nenı́ zvyklý jednat
s cizinci a to za předpokladu, že se rodilý mluvčı́ přizpůsobı́ dané jazykové úrovni.
Jednotlivé varianty pro realizaci jazykové funkce nacvičujeme v rámci konkrétnı́
komunikačnı́ situace. Zaměřujeme se vždy na jednu určitou komunikačnı́ situaci.
Jeden z možných postupů výuky jazykových funkcı́:

studentovi prezentujeme konkrétnı́ komunikačnı́ situaci, která bude vyžadovat
využitı́ odpovı́dajı́cı́ch jazykových funkcı́,
cvičenı́ zaměřená na automatizaci jazykových struktur i na automatizaci mlu-
vené realizace jazykových funkcı́, nácvik v rámci mluvenı́, reprodukce mikro-
dialogů, v dialozı́ch doplňovánı́ replik do prázdných mezer.

Přı́klad konkrétnı́ aktivity nácviku jazykových funkcı́:
Cvičenı́ zaměřená na automatizaci jazykových struktur (blahopřánı́):

1. Поздрáвить (когó?) (мáма, пáпа, дрýг, подрýга, сосéд, сосéдка, колле́га, де́вушка, пáрень,
преподавáтель)

2. Поздрáвить (с чем?) (день рожде́ния, Рождествó, День АƵ нгела, крести́ны, Нóвый год, свáдьба,
юбиле́й, золотáя свáдьба, защи́та диплóма, успе́шная сдáча экзáменов, пе́рвая зарплáта, начáло
взрóслой жи́зни, рожде́ние ребёнка)

3. Пожелáть (чегó?) (кре́пкое здорóвье, любóвь, успе́хи в учёбе, хорóшее настрое́ние, дóлгие гóды
жи́зни, счастли́вая семе́йная жизнь, ли́чное счáстье, рáдость, удáча, счастли́вая жизнь)

Poslech a reprodukce mikrodialogů:

М. – Дороги́е Сергéй и Кáтя!
И. – Поздравля́ем вас с Днём свáдьбы!
А. – Желáем вам любви́ и счáстья, дóбрá и благополýчия, дóлгих лет семéйной жи́зни! Совéт вам да
любóвь!

1. Вы пришли́ на свáдьбу друзéй. Поздрáвьте молоды́х и пожелáйте им всегó сáмого хорóшего
(счáстья, любви́, взаимопонимáния, рáдости…).

2. У вáших роди́телей серéбряная свáдьба. Поздрáвьте их и пожелáйте им всегó наилýчшего (крé-
пкого здорóвья, дóлгих лет жи́зни...).

7 Mluvení
Metodický postup při nácviku mluvenı́ procházı́ několika etapami:
• Prvnı́ etapa – průpravná cvičenı́.
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Nejprve je třeba vzı́t v úvahu, že ústnı́mu vyjádřenı́ v cizı́m jazyce předcházı́
dva úkoly – formulace myšlenek (obsahová stránka sdělenı́) a ovládánı́ jazyko-
vých prostředků (formálnı́ stránka sdělenı́). Rozvoj plynulého ústnı́ho projevu se
tedy nejdřı́ve procvičuje formou řı́zeného rozhovoru (krátké, jednoduché větné
celky). Teprve po zautomatizovánı́ větných konstrukcı́ postupuje student k pro-
dukci vlastnı́ch, souvislejšı́ch myšlenek. Průpravná cvičenı́ zahrnujı́ fonetický ná-
cvik, procvičovánı́ gramatiky a osvojovánı́ slovnı́ zásoby. Na této etapě použı́váme
metodu drilu – jazyková průpravná cvičenı́ orientovaná na přesnou produkci gra-
matických struktur. Použı́váme otázky otevřené, které umožnı́ studentům volně
odpovı́dat a také provokujı́ k aktivitě, probouzejı́ zájem.
Přı́klad konkrétnı́ aktivity nácviku formulace myšlenek:
Studenti vytváří věty podle vzoru.

Vzor: Давáй пойдём на стадиóн. → Я бы с удовольствием, но сегодня я занят.
1. Давáй проведём óтпуск в горáх.
2. Давáй сегодня побéгаем в пáрке.
3. Давáй посмóтрим вéчером спорти́вную передáчу.

• Druhá etapa – nácvik monologu a dialogu.

Realizace ústnı́ho projevu zahrnuje vytvořenı́ sdělenı́, předánı́ a interakci nejméně
dvou jedinců. UƵ stnı́ projev může být realizován formou dialogu nebo monologu.
Monolog umožňuje mluvčı́mu hovořit podle určitého plánu, zatı́mco v dialogu je
obsah rozhovoru závislý na odpovědi posluchače. Při nácviku monologu si student
osvojuje různé jazykové modely v různých situacı́ch a učı́ se postupovat ve svém
projevu podle logického plánu od známého k novému jádru sdělenı́. Výuku mono-
logické řeči na začátečnické úrovni začı́ná jednoduchým popisem (pokoje, člověka,
města).
Při výběru cvičenı́ v počátečnı́ fázi je třeba pamatovat, že:
• na začátku formujeme uměnı́ se vyjadřovat na úrovni jedné nebo dvou vět
pomocı́ šablony nebo vizuálnı́ a sluchové podpory

• posléze na schopnost se podrobně vyjadřovat podle vzorového textu (8–10
vět)

• dále schopnost zformulovat své vlastnı́ myšlenky, reprodukce vyslechnutého
nebo přečteného textu, tvorby vzkazů, popisů, vyprávěnı́ přı́běhů, schopnost
argumentovat a zdůvodňovat

Funkcı́ řečových cvičenı́ je rozvı́jenı́ receptivnı́ch a produktivnı́ch řečových doved-
nostı́. Ve výuce monologu hlavnı́mi cvičenı́mi jsou:
• plné odpovědi na otázky
• vyjadřovanı́ podle známého textu
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• popis obrázků (hledánı́ rozdı́lů mezi podobnými obrázky či fotograϐiemi)
• vyjadřovánı́ podle plánu
• vyjadřovánı́ podle několika textů
• vyjadřovánı́ názoru na dané téma (výhody a nevýhody)
• vymyšlené přı́běhy, dokončovánı́ přı́běhů
• reprodukce textu (3. osobě, převod textu do jiné časové roviny, změna situace
nebo osob, dokončovánı́ přı́běhů).

Cvičenı́ jazyková jsou zaměřená na osvojovánı́, rozvı́jenı́ a prohlubovánı́ znalostı́
slovnı́ zásoby, gramatiky a zvukové a graϐické stránky jazyka.
Při výuce monologů jsou vhodná následujı́cı́ jazyková cvičenı́:
• imitačnı́
• substitučnı́
• transformačnı́

Pojmem „transformačnı́“ se zde označuji i cvičenı́, v nichž studenti měnı́ výrazy na
morfologické rovině. Vzhledem k bohatému deklinačnı́mu systému ruského jazyka
je v cvičenı́ch věnována velká pozornost nácviku koncovek.
Při nácviku dialogu studenti nejdřı́ve vyslechnou vzorový dialog, nejlépe formou
nepřı́mého poslechu a na jeho základě vytvořı́ dialog vlastnı́. Následuje imitace
dialogu hlasitým čtenı́m. V předposlednı́ fázi nácviku se dialog obměňuje pomo-
cı́ jazykových prostředků. Důležitou metodickou úlohou je naučit studenty nejen
reagovat, ale i schopnost dialog iniciovat.
Dialogická cvičenı́, jejich základnı́ formou je dialog (vı́ce či méně řı́zený) jsou:
• reprodukčnı́ – doslovné opakovánı́
• mikrokonverzačnı́ – krátký dialog sloužı́ k různým obměnám (druh cvičenı́
substitučnı́ho: ze vzoru vycházı́ různé obměny, napřı́klad vynechánı́ určitých
slov a nahrazenı́ některých slov jinými tak, aby student při doplňovánı́ vyne-
chaných slov musel změnit osobu, čas, slovesný způsob apod.)

• v poslednı́ fázi vedou studenti vlastnı́ rozhovory ve dvojicı́ch či skupinách.
Přı́klad konkrétnı́ aktivity nácviku monologů:
Studenti dialog nejprve poslouchají, poté následuje čtení a převod dialogu do monologu.

– Ты случáйно не знáешь, кто такóй Серге́й Пáвлович?
– Серге́й? Коне́чно знáю. Мы вмéсте рабóтаем. А сейчáс мы изучáем рýсский язы́к в однóй грýппе.
– Прáвда? А как он вы́глядит?
– Довóльно симпати́чный молодóй челове́к. Сре́днего ростá, у негó спорти́вная фигýра. Говоря́т,

он неплóхо игрáет на гитáре. Ну что ещё. Глазá у негó голубы́е, вóлосы корóткие, тёмные.
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– А что он за челове́к?

– Он серьёзный, ýмный, отвéтственный, когдá нáдо, всегдá помóжет. У нас на рабóте егó все
лю́бят. Он хороший специалист.

– А почемý ты спрáшиваешь?

– Да мы вмéсте на три не́дели е́дем в командирóвку.

• Třetı́ etapa – vyjadřovánı́ vlastnı́ch myšlenek.

Vyjádřit vlastnı́ názor, své myšlenky v cizı́m jazyce je nejtěžšı́ jazykovou doved-
nostı́. Porozuměnı́ promluvy v cizı́m jazyce je podmı́něno srozumitelnou formulacı́
myšlenek se správnou výslovnostı́.
Přı́klad konkrétnı́ aktivity nácviku vyjadřovánı́ vlastnı́ho názoru:
Studenti text nejprve poslouchají a poté následuje vyjadřování vlastního názoru.

Послушаи̮те отры́вок из скáзки «Мáленькии̮ принц». Как вы дýмаете, о чём нýжно спрáшивать,
чтóбы хорошó узнáть челове́ка? Почемý?

«Взрóслые óчень лю́бят ци́фры. Когдá расскáзываешь им, что у тебя́ появи́лся нóвыи̮ дрýг, Они́
никогдá не спрóсят о сáмомглáвном.Никогдá они́ не скáжут: «Акакóи̮ у негó гóлос?Вкаки́е и́грыон
лю́битигрáть?Лóвитлионбáбочек?»Они́ спрáшивают: «Скóлько ему́ лет? Скóлько унегó брáтьев?
Скóлько он вéсит? Скóлько зарабáтывает егó отéц?» И пóсле э́того воображáют, что узнáли человé-
ка».

Závěr
Závěrem lze konstatovat, že jazyková přı́prava posluchačů jazykových kurzů Mi-
nisterstva obrany a studentů Univerzity obrany, která směřuje ke složenı́ zkoušky
podle STANAG 6001 je procesem dlouhodobým a promyšleným. Při tvorbě výu-
kového materiálu a následné přı́pravě studentů na zkoušku je potřeba vycházet
z požadavků na jazykovou zkoušku a speciϐik osvojovánı́ si blı́zce přı́buzného ja-
zyka. Výuka by měla být zaměřená na témata odpovı́dajı́cı́ úrovni SLP 1111 a SLP
2222 podle normy STANAG 6001, obsahovat systematický nácvik dovednosti mlu-
venı́ i jazykových prostředků. Průběžná, soustavná a důsledná kontrola toho, zda
uchazeč o zkoušku rozumı́ a umı́ jazykově reagovat, je důležitá při všech aktivitách
i při těch, které nejsou na mluvenı́ primárně zaměřeny. Rozhodujı́cı́ také je, jaké
úsilı́ studenti vynaložı́ a kolik času budou jazyku sami věnovat.
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Vyučovanie odborného cudzieho jazyka a tvorba
učebných materiálov na Akadémii policajného zboru

v Bratislave

Jelena Ondrejkovičová

Úvod
Odborný cudzı́ jazyk je jedným z predmetov štúdia na Akadémii Policajného zboru
v Bratislave. Ako povinný predmet je zaradený do druhého ročnı́ka bakalárskeho
štúdia. Poslucháči musia absolvovať 84 vyučovacı́ch hodı́n a vykonať dve skúšky
(jednu v zimnom a jednu v letnom semestri). Cieľom výučby odborného cudzieho
jazyka je zabezpečiť, aby absolventi ovládali jazyk na takej úrovni, aby boli schop-
nı́ využı́vať svoje vedomosti a zručnosti vo sfére svojho odborného pôsobenia,
a to v bezpečnostnoprávnej oblasti. Pre splnenie tohto cieľa sa vyžaduje, aby bol
k dispozı́cii kvalitný učebný materiál, ktorý vychádza z potrieb edukantov a záro-
veň plnı́ výchovno-vzdelávacie ciele. Potreba poskytnúť poslucháčom, ale aj širšej
odbornej verejnosti komplexný učebný materiál vychádzajúci z moderných didak-
tických a odborných poznatkov viedla autorov – pracovnı́kov Katedry cudzı́ch ja-
zykov Akadémie Policajného zboru v Bratislave – k tvorbe učebnice Deutsch im
Beruf – Polizei1.

1 Pohľad na doterajšie publikácie
Do roku 2014 absentovala na Akadémii PZ moderná učebnica odborného nemec-
kého jazyka, ktorá by podávala učivo komplexne, v súlade s tematickým plánom
vysokej školy a zodpovedala by potrebám praxe. Už existujúce učebné pomôcky,
napr. učebnica Kriminalität od Dƽ urča2, skriptá Grenzpolizei od Masárovej3, skriptá
Bevor ich zum MEPA – Teilnehmer werde od Polákovej4 alebo Miženkovej skriptá
Kriminalfälle5 vyhovovali potrebám študentov len čiastočne. Dƽ určova učebnica,
vtedy vlastne prvá učebnica nemeckého jazyka pre študentov Akadémie PZ, už

1 Ondrejkovičová, J., Masárová, M., Miženková, Ľ. Deutsch im Beruf – Polizei. Bratislava: Akadémia Poli-
cajného zboru v Bratislave, 2014. ISBN 97-8808-0545-840.
2 Dƽ určo, P. Kriminalität. Lehr- und Uǆ bungsbuch für Deutsch als Fremdsprache. 1. vyd. Bratislava: Aka-

démia Policajného zboru v Bratislave, 1999.
3 Masárová, M. Deutsch fuer Grenz- und Fremdenpolizei. Bratislava: Akadémia Policajného zboru v Bra-

tislave, 2001. ISBN 80-8054-158-2.
4 Poláková, T. Bevor ich zu MEPA-Teilnehmer werde. Bratislava: Akadémia Policajného zboru v Bratisla-

ve, 2003. ISBN 80-8054-293-7.
5 Miženková, Ľ. Kriminalfälle (…undnoch vielmehr): Učebné 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 študijných a tematických plánov nezodpovedala požiadavkám štúdia na
akadémii. Okrem toho nerešpektovala v plnej miere potrebu študentov ovládať
aj komunikačné zručnosti. Skriptá od Masárovej sa podrobne venujú problema-
tike hraničnej polı́cie a zachytávajú odbornú problematiku sı́ce do hlƵbky, ale sú
parciálnym výstupom. Navyše po vstupe Slovenskej republiky do Schengenského
priestoru činnosť hraničnej polı́cie prešla zásadnými zmenami, ktoré v danej učeb-
nej pomôcke nemohli byť v tom čase zachytené, a tým sa faktograϐická stránka
učiva stala čiastočne neaktuálna. Skriptá od Polákovej sú primárne určené pre
inú cieľovú skupinu edukantov, a to pre účastnı́kov kurzu nemeckého jazyka pre
prı́slušnı́kov kriminálnej polı́cie. Podtitul učebnej pomôcky od Miženkovej (Učebné
texty z nemeckého jazyka) naznačuje, že nejde o komplexný učebný materiál, ale
aj z hľadiska obsahu len o úvod do problematiky odborného nemeckého jazyka
v oblasti policajnej činnosti.

2 Štruktúra učebnice
Pri tvorbe učebnice sa autorky opierali o princı́py didaktiky cudzı́ch jazykov, ako
ju deϐinuje Balasičová: „Didaktikou cudzı́ch jazykov rozumieme disciplı́nu, ktorá sa
zaoberá teóriou vyučovania cudzı́ch jazykov, využı́vajúc pritom poznatky všetkých
vedných odborov súvisiacich s touto činnosťou, predovšetkým lingvistiky, psycho-
lógie, pedagogiky, sociológie, teórie komunikácie a ďalšı́ch“6. Vychádzali aj z di-
daktiky učebných pomôcok s dôrazom na dodržanie didaktických funkciı́ učebnı́c7
a zo svojich bohatých viacročných skúsenostı́ s vyučovanı́m nemeckého jazyka pre
prı́slušnı́kov Policajného zboru a civilných poslucháčov Akadémie PZ. Učebnica
vznikla v rámci vedeckovýskumnej úlohy Jazykové moduly pre vybrané policajné
služby8.
Učebnica má klasickú štruktúru. Cƽ lenı́ sa na 32 lekciı́. Tematicky sa opiera o te-
matický plán vychádzajúci zo študijného plánu pre 2. ročnı́k bakalárskeho štúdia
na Akadémii PZ, ale je rozšı́rená a doplnená o ďalšı́ materiál a ďalšie témy. Uspo-
riadanie tém je od všeobecných k špeciϐickým, aby si študujúci mohli osvojovať
vedomosti v odbornom cudzom jazyku postupne. Jednotlivé témy sú zamerané na
rôzne policajné činnosti, ktoré spadajú do pôsobnosti rôznych policajných služieb
(napr. poriadková polı́cia, kriminálna polı́cia, dopravná polı́cia atď.), napr. Polizeia-
kademie in Bratislava, Innenministerium und Polizeikorps der Slowakischen Republik,

6 Balasičová, I. Teoretické otázky didaktiky cudzı́ch jazykov. In Súčasný stav a trendy rozvoja teórie spolo-
čenskovedných disciplín a praxe výučby na školách s bezpečnostnoprávnym zameraním. Zborník z vedeckého
seminára s medzinárodnou účasťou, Bratislava, 3. Decembra 2009. Bratislava, 2010. ISBN 978-80-8054-
480-5, s. 11.
7 Petlák, E. Všeobecná didaktika. Bratislava: IRIS, 2004. ISBN 8089-0186-45, s. 125.
8 Nováková, I., Binderová, M., Ferenčı́ková, P., Kralovičová, D., Masárová, M., Miženková, Ľ., Ondrejkovičo-

vá, J. Jazykové moduly pre vybrané služby Policajného zboru: projekt medzinárodnej vedeckovýskumnej
úlohy. Bratislava: Akadémia Policajného zboru v Bratislave, Katedra jazykov, 2011, s. 34.
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Polizei in den deutschsprachigen Ländern, Polizisten im alltäglichen Einsatz, Straftat
und Täter, Spurensicherung, Verkehrspolizei, Gewaltkriminalität, Organisierte Krimi-
nalität, Schleusungskriminalität, Internationale polizeiliche Zusammenarbeit a iné.
UƵ vodná lekcia približuje postavenie Akadémie Policajného zboru a štúdium na nej,
nasledujúca oboznamuje študentov so štruktúrou Ministerstva vnútra SR a Poli-
cajného zboru a ich úlohami. Tretia lekcia sprostredkúva informácie o postavenı́
a úlohách polı́cie v nemecky hovoriacich krajinách. Lekcie 4 až 11 obsahujú té-
my, ktoré sa týkajú policajnej činnosti všeobecne (z gramatického a štylistického
hľadiska menej náročná latka) a základných pojmov trestného práva (obsahovo
a jazykovo podstatne náročnejšia latka). Dƽ alšie lekcie (12 až 18) sú tematicky
zamerané na jednotlivé druhy kriminality a činnosti niektorých policajných slu-
žieb, pričom lekcie 19 až 30 sú venované organizovanej kriminalite a jej najčas-
tejšı́m formám výskytu (drogová kriminality, pranie špinavých peňazı́, prevádzač-
stvo atď.). Medzinárodná policajná spolupráca, medzinárodné policajné organizá-
cie a štruktúry a medzinárodné policajné vzdelávacie aktivity sú obsahom posled-
ných kapitol učebnice.

3 Štruktúra lekcií
Komplexnosť učebnice cudzieho jazyka sa odráža predovšetkým vo výstavbezá-
kladnej štruktúrnej, obsahovej a funkčnej jednotky učebnice – lekcie. Od polovice
20. storočia sú vo všeobecnosti známe rôzne typy učebnı́c cudzı́ch jazykov, ktoré
majú ako ťažisko lekcie tematicky usporiadané texty, audionahrávky, slúžiace na
opakovanie ucelených fráz, tematicky usporiadane dialógy, maximálne priblı́žené
k reálnym komunikačným situáciám, alebo gramatické javy. Vývin didaktiky cu-
dzı́ch jazykov v 21. storočı́ naznačuje, že sa upúšťa od konkrétneho dominujúceho
prı́stupu; dôraz sa kladie na rozvoj všetkých komunikačných zručnostı́ (čı́tanie,
pı́sanie, počúvanie a hovorenie) pomocou rôznych a pre daný typ zručnosti vhod-
ných didaktických prvkov, ako sú texty, dialógy, obrázky, grafy, cvičenia a úlo-
hy rôznych druhov. Podobným spôsobom je usporiadaná aj opisovaná učebnica.
Všetky „stavebné prvky“ lekcie slúžia na rozvoj komunikačných zručnostı́, aj keď
najviac priestoru je ponechaného pre odborné texty. Tu autori vychádzali z Bin-
derovej, ktorá tvrdı́, že „[p]ri vyučovanı́ odborného jazyka sú kľúčové činnosti
zamerané na prácu s informáciami [a] interpretáciu textu“9.
Sƽ truktúra lekciı́ je v zásade jednotná. Nosným prvkom sú originálne texty, po-
chádzajúce z rozličných zdrojov, ktoré sú pı́sané výlučne v nemčine (odkazy na
prı́slušné zdroje sú uvedené na konci učebnice). Väčšina textov pochádza z ne-
meckých zdrojov, len malo z rakúskych a švajčiarskych. Všetky texty sú napı́sané

9 BINDEROVAƵ , M. Využitie a prı́prava učebnýchmateriálov z odborného cudzieho jazyka. InCudzie jazyky
v Európskej únii III. Zborník z medzinárodnej vedeckej konferencie. Bratislava: Akadémia Policajného zboru
v Bratislave, 2012. ISBN 978-80-8054-534-5.
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spisovným jazykom, neobsahujú žiadne dialektové, nespisovné ani hovorové výra-
zy. Niektoré texty boli nepatrne upravené pre didaktické účely, avšak bez zmeny
obsahu, ktorá by mohla ovplyvniť význam celého textu. Menšie odchýlky v stavbe
lekciı́ sa môžu týkať len rozsahu a počtu textov, resp. počtu cvičenı́ v jednotlivých
lekciách. Sú spestrenı́m a z didaktického hľadiska ich považujeme za prı́nos. Na-
pr. lekcia č. 3 (Polizei in den deutschsprachigen Ländern – Polícia v nemecky hovoria-
cich krajinách) obsahuje tri kratšie texty o štruktúre a činnosti policajných zložiek
v Nemecku, Rakúsku a Sƽvajčiarsku, pričom texty sa striedajú s cvičeniami. Naopak,
lekcia č. 13 (Verkehrspolizei – Dopravná polícia) má na začiatku len jeden rozsahovo
dlhšı́ text.
Za textami v lekcii nie je uvedená žiadna lexika, a to ani všeobecná, ani odbor-
ná; cudzojazyčný slovnı́k nie je súčasťou učebnice. Je to preto, lebo sa očakáva,
že všeobecnú slovnú zásobu študenti ovládajú zo strednej školy, resp. z predchá-
dzajúceho štúdia nemeckého jazyka. Cƽo sa týka odbornej slovnej zásoby, autori
učebnice považovali za postačujúce už existujúce odborné prekladové slovnı́ky,
predovšetkým tie, ktoré boli vydané na Katedre jazykov Akadémie PZ. Je to na-
pr. Nemecko-slovenský a slovensko-nemecký slovnı́k bezpečnostnoprávnej termi-
nológie pre študentov A PZ od Miženkovej10, Slovensko-nemecký policajný slov-
nı́k od Masárovej11 alebo Nemecko-slovenský policajný slovnı́k od Dƽ urča12. Sú to
slovnı́ky, ktoré boli zostavené priamo pre potreby výučby odborného nemecké-
ho jazyka na akadémii a študenti ich majú k dispozı́cii na vyučovacı́ch hodinách
a v knižnici. Použı́vanie učebnice v praxi v akademickom roku 2015/2016 však
ukázalo, že študentom chýba slovnı́k, ktorý by bol súčasťou učebnice, a teda je
tu priestor na diskusiu a na zamyslenie sa pre autorov pri spracovanı́ ďalšieho
vydania učebnice, resp. pri spracovanı́ ďalšej učebnice, do akej miery by bolo uži-
točné z didaktického hľadiska doplniť učebnicu o glosár, prı́padne rozšı́riť texty
o lexikálno-sémantický prekladový komentár.

4 Cvičenia a úlohy
Významnú časť lekciı́ tvoria cvičenia a úlohyrôzneho typu. Sú zamerané na roz-
vı́jania jednotlivých jazykových zručnostı́ v odbornom nemeckom jazyku: čı́tania,
pı́sania a hovorenia, prı́p. počúvania. Cvičenia a úlohy sú koncipovane tak, že peda-
gógovi nechávajú priestor na ďalšie aktivity v závislosti od jazykovej pripravenosti
poslucháčov. Sú zaradené na rôznych miestach v rámci lekcie. Ak lekcia obsahuje

10 Miženková, Ľ. Slovnı́k bezpečnostnoprávnej terminológie pre študentov A PZ. Nemecko-slovenský
a slovensko-nemecký. 1. vyd. Bratislava: Akadémia Policajného zboru v Bratislave, 2011. 100 s. ISBN 978-
80-8054-511-6.
11 Masárová, M. Slovensko-nemecký policajný slovnı́k. Bratislava: Akadémia Policajného zboru v Brati-
slave, 2004, ISBN 80-8054-327-5
12 Dƽ URCƽO, P. Nemecko-slovenský policajný slovnı́k. 1. vyd. Bratislava: Akadémia Policajného zboru v Bra-
tislave, 2002. ISBN 80-8054-266-X.
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viac kratšı́ch textov, úlohy, resp. cvičenia, sú zaradené aj pred textami, aj po nich;
tak, ako to vyžaduje obsah sprostredkúvanej učebnej látky.
Na nasledujúcich stranách priblı́žime jednotlivé typy cvičenı́ a úloh, ktoré sme
rozdelili na niekoľko skupı́n. Riadili sme sa pri tom 4-stupňovou klasiϐikáciu vy-
učovacı́ch cieľov podľa Niemierka13:

1. Zapamätanie informáciı́ (poznatkov)
2. Porozumenie informáciám (poznatkov)
3. Aplikácia informáciı́ (použitie poznatkov) v typických situáciách
4. Aplikácia informáciı́ (použitie poznatkov) v problémových situáciách

Prvú skupinu reprezentujú cvičenia, v ktorých si študent musı́ informácie zapamä-
tať, musı́ ich reprodukovať, pomenovať. Slúžia na zapamätávanie si slovnej záso-
by, ktorá je veľmi náročná minimálne svojı́m rozsahom aj pre lepšı́ch študentov.
Cvičenı́ tohto druhu je v učebnici asi tretina, pretože ovládanie cudzojazyčnej ter-
minológie je nevyhnutné pre komunikáciu v prı́slušnom odbore. Snažili sme sa
o čo najväčšiu pestrosť, aby študenti nestrácali motiváciu a záujem. Ako prı́klad
uvedieme cvičenie č. 1 v 9. lekcii Ermittlungen – Vyšetrovanie. V tomto cvičenı́ má
študent zvoliť správny vyraz z troch uvedených.

Was passt?

1. Der Ermittler hat den Verdächtigen besucht – bekommen – beschuldigt.
2. Das Haus des Täters wurde freigelassen – übersehen – durchsucht.

3. Die Polizei hat den Täter gefahndet – verhaftet – verübt.
4. Ein Fahrzeug wurde sichergestellt – festgestellt – festgenommen.

5. Der Täter wurde stundenlang verhaftet – vernommen – verstanden.

6. Nach dem Verbrecher wurde weltweit gefahndet – gefunden – geführt.

7. Die Polizei hat den Täter übernachtet – übersetzt – überführt.
8. Der Beamte hat auf den Täter erschossen – geschossen – verschossen.

9. Der Verbrecher hat vorgesagt – ausgesagt – besagt.
10. Der Täter ist vorgeschrieben – vorbehalten – vorbestraft.

Druhá skupina cvičení slúži na aktı́vnu prácu so zı́skanými informáciami. Učiaci
sa subjekt teda vie zapamätané informácie podať v inej podobe, opı́sať ich ale-
bo objasniť. Uvedieme ako prı́klad cvičenie č. 3 v 20. lekcii Maϔia. Sƽ tudenti majú
k výrazom v ľavom stlƵpci priradiť vysvetlenia týchto výrazov, ktoré sú uvedené
v pravom stlƵpci.

13 Niemierko, B. Taxonómia celów wychowynia, In Kwartalnik pedagogiczny, roč. 24, 1979, č. 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 ϐinanziert
2. Strohmann b) Mord ausgeführt von einem Auftragsmörder
3. Rotlichtmilieu c) Unternehmen, das in Wirklichkeit gar nicht existiert
4. Auftragsmord d) Person im Hintergrund, Hintermann
5. Auftraggeber e) Person, die für Andere auftritt, Scheininhaber
6. Scheinϐirma f) Umfeld des sexorientierten Gewerbes

Dƽ alšı́m prı́kladom je cvičenie č. 2 v 10. lekcii Strafverfolgungsorgane – Orgány činné
v trestnom konaní. Sƽ tudenti si majú nájsť výrazy, ktoré by slúžili ako „zastrešujúci“
pojem pre uvedené termı́ny.

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

Tretia skupina cvičení je určená na aplikáciu zı́skaných informáciı́ v konkrétnej
úlohe Sƽ tudent vie vytvoriť podobnú situáciu, ako je opı́saná v učebnici, resp. vie
tvoriť vety podľa určených vzorov, napı́sať krátky text podľa určeného vzoru. Uve-
dieme ako prı́klad cvičenie č. 5 v 4. lekcii Polizisten im alltäglichen Einsatz – Policajti
v každodennom nasadení. Sƽ tudenti majú opı́sať obrázky (z technických dôvodov
neuvádzame) pomocou uvedených výrazov.
Beschreiben Sie die Bilder mit den ganzen Sätzen. Benutzen Sie dabei die fol-
genden Ausdrücke.

• die Geschwindigkeit: überwachen, messen, überschreiten, begrenzen, Bußgeld
zahlen, Straßenverkehrsordnung einhalten, das Fahrzeug

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

• kontrollieren: Dokumente, den Ausweis, die Arbeitsbewilligung, die Aufenthalt-
serlaubnis, die Identität feststellen

V štvrtej skupine sú cvičenia najťažšie a zároveň aj najkreatı́vnejšie. Od študenta sa
vyžaduje kreatı́vne zapojenie sa do vyučovacieho procesu. Učiaci sa subjekt musı́
v rámci riešenej úlohy vymyslieť, resp. riešiť situácie, vyjadriť svoj názor alebo
určiť postup činnostı́. Uvedieme ako prı́klad cvičenie č. 3 v 16. lekcii. Eigentumskri-
minalität – Majetková kriminalita. Je to rolová hra, v ktorej si študenti majú rozdeliť
a zahrať úlohy majiteľa bytu, policajta, ktorý prijme telefonické oznámenie o vlá-
manı́, policajta, ktorý robı́ obhliadku miesta činu, suseda, ktorý videl páchateľa,
a páchateľa, ktorý zapiera, že sa vlámal do bytu.
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Rollenspiel: Wohnungseinbruch.
A: Wohnungsinhaber. Er kommt nach Hause, die Wohnungstür steht offen.
B: Polizeibeamter 1 (Einsatzzentrale, er übernimmt den Notruf)
C: Polizeibeamter 2 (Spurensicherung)
D: Nachbar (er hat einen Verdächtigen gesehen)
E: Verdächtiger (er lügt und bestreitet alles)

Záver
Učebnica Deutsch im Beruf – Polizei má ponúknuť edukantom – predovšetkým štu-
dentom Akadémie Policajného zboru v Bratislave – ucelený materiál, pomocou
ktorého zı́skajú v bakalárskom štúdiu základy odborného nemeckého jazyka, pou-
žı́vaného v bezpečnostnoprávnej oblasti. Zámerom autorov bolo prispieť k optima-
lizácii učebného procesu na akadémii a k vytvoreniu základov štandardizácie jazy-
kového vzdelávania v rezorte vnútra. Autori učebnice predpokladajú, že učebnica
bude dobrým prı́spevkom k zvýšeniu úrovne ovládania nemeckého jazyka budúcej
odbornej verejnosti a bude ich motivovať k ďalšiemu vzdelávaniu.
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To use or not to use: adapting the textbook for the
course of English for laboratory technicians

Ladislav Václavı́k

1 Introduction
Courses of English for speciϐic 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 textbook1, 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 project2
enabled further innovations opening new spaces for the teacher initiative bringing
in modiϐications of the syllabus, creating new teaching materials (worksheets) as
well as e-learning activities. Logically, these innovations went hand in hand with
modiϐied 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 efϐicient and up-to-date. To do so, we would, ϐirstly, 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., Cƽervený, L., Najman, I. 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 ϐifteen 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 inϐluence 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 communicative4. 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 themusic. However, if it is in tune,
even themost humble piano can produce beautiful music in the hands of a skilledmusician.’ (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 ϐluency) 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,
reϐlection of students’ needs and interests, emphasis on skills and activities (main-
ly listening and speaking), speciϐic deϐinition of aims, authenticity of language of
everyday life (Grant 1990: 14).
Even if it might seem difϐicult 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 ϐirst category.5 The
teacher, whose role in the process is crucial6, has to draw the line and decide on
the modiϐications and adaptations. In its traditional approach, Dastych’s textbook
places big emphasis on translation method. It is not our objective, as non-native
teacher7, to downplay the role of translation and L1 in language teaching8. Quite
on the contrary—often, the use of L1 in the learning process proves beneϐicial9
and students were not discouraged from using L1 when necessary10. On the other

5 Grant mentions four communication tests to ϐind out if the textbook falls into the ϐirst 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 ϐluency?
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 modiϐications 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.
8 Cf Guy Cook’s Translation in Language Teaching (Oxford 2010) who tries to rehabilitate the TILT ap-

proach, viliϐied by the proponents of the direct method.
9 ‘A ϐlexible approach will allow the student to ask for clariϐication 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 farmore empowering and student-centred thanmonolingual teaching,
which is a surewayof concentrating power and control in the hands of the teacher alone.’ (Cook2010: 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
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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 sufϐicient information input and diminish the affective
ϐilter 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 ϐirst with grammar topics being incorporated subsequently. Only
exercises focusing on speciϐic grammar structures seem to be included, activities
lacking completely.

Larsen-Freeman: recognising cognates, deductive application of rule, ϐill-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, modiϐied, 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 context11 and the students’ needs. Thus, fulϐilling Krashen’s
wish to lower the affective ϐilter12, 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 role13—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 reϐlect 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-
iϐications 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 reshufϐled, 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)14

11 In our case, the IMPACT project provided the beneϐicial 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 deϐined 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 conϐlict 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)15 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 efϐicacy,
appropriateness and conformity with the goals and objectives of the course16.

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 ϐirst 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 speciϐic 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 ϐirst-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 latitudewith respect to adapting a text, schedule, examina-
tion system, number and level of students, time of day. (Graves 2000: 203) Your beliefs andunderstandings
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
theywill use the language in speciϐic contexts, whether they have certain expectations about how theywill
be taught. (ibid.)
16 The plan you have drawn up in the preceding investigation is only the ϐirst 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 modiϐied approach to teacher’s role by displaying some of
the changes implemented when dealing with speciϐic 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 ϐirst 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 modiϐied form with blanks. They were asked to ϐill in the gaps with the
key words. The text was then followed by a set of true-false statements for the
students to decide17.
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 modiϐied goals and objectives of the course can be fulϐilled.

5 Conclusion
Not always are ESP courses taught by a textbook written speciϐically for a group
of students. This, however, was the case of laboratory technician students thanks
to the care and effort of MM. Dastych, Cƽervený and Najman. Their coursebook,
published in 2007, was a major contribution, unparalleled so far in this ϐield,
to ESP textbook resources. Neatly structured, the book is a useful tool for the
students who have to cope with amounts of speciϐic 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 ϐind.
In 2012, the IMPACT project enabled major modiϐications 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 brieϐly 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 Vrběcká

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 (Komenský 1938: 41–281, Beneš 1970: 218). Therefore, in terms of
both general English and English for Speciϐic 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 (Maňák, Sƽvec 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 ‘ϐillers’ (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 speciϐic 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 (Cƽ áp, Mareš 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 speciϐic 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 deϐine 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
parts
Aids: cards with words, dice, counters
Procedure: Student A rolls dice, counts the cards and describes the
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.

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 ϐirst students in the line must come up with, for example,
a synonym (heart attack). The ϐirst two students from each line go to the back and the game
continues. The team which gets more points is the winner.
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2.1 Role-plays

These methods require certain social roles to be performed in simulated situa-
tions and students can beneϐit 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 ϐind 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, ϐiguring 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.
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3 Positive and negative aspects of activating teaching methods
In the previous section many beneϐits 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 ϐind 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 difϐicult 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 ϐinal 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 speciϐic 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 výuce produktivních dovedností v rezortních
kurzech francouzského jazyka

Yvona Vrchlabská, Jana Jadrná, Hana Jarošová

Úvod
Ve francouzštině, druhém nejčastěji vyučovaném jazyce v Centru jazykového vzdě-
lávánı́, patřı́ osvojenı́ si produktivnı́ch dovednostı́, tedy psanı́ a mluvenı́, k těm ob-
tı́žnějšı́m. Tento fakt nás inspiroval k zamyšlenı́ nad nejčastějšı́mi chybami, kterých
se posluchači v tomto nesnadném jazyce dopouštějı́, a současně i nad možnými
návrhy zlepšenı́, které by vedly k lepšı́m výsledkům posluchačů v závěrečných
zkouškách podle NATO STANAG 6001.
Zaměřı́me-li se na samotný formát zkoušky podle NATO STANAG 6001, musı́-
me konstatovat, že pro vyučujı́cı́ je nezbytné ve vymezeném čase zvládnout po-
krýt všechna témata daná deskriptory, a tı́m tak co nejlépe připravit studenty ke
zkoušce. Nezapomeňme zmı́nit, že kandidáti z francouzského jazyka v Cƽeské re-
publice majı́ možnost složit zkoušku úrovně 1 a úrovně 2, na rozdı́l od anglického
jazyka, kde je možnost složit i zkoušku úrovně 3.
Dalšı́ důležitou okolnostı́ je také fakt, že při přezkušovánı́ receptivnı́ch dovednos-
tı́ je uchazečům dán test dvouúrovňový, tedy na úroveň 1–2. Dle počtu dosaže-
ných bodů pak kurzanti majı́ možnost zı́skat certiϐikát podle STANAG úrovně 1
či 2. Z našich zkušenostı́ dvouúrovňový test znevýhodňuje předevšı́m kandidáty
na úroveň 1. To je dáno tı́m, že na úroveň 1 je zaměřeno prvnı́ch 13 položek,
zbytek tvořı́ položky na úrovni 1+ a 2. Kurzanty-začátečnı́ky pak takové položky
znervóznı́, neboť většině otázek vůbec nerozumı́. Rƽ ešenı́m by podle našeho mı́něnı́
bylo vrátit se k jedoúrovňovému formátu zkoušky.

1 Produktivní dovednosti
Zƽ ivot v prostředı́ vlastnı́ rodiny nám dává schopnost naučit se mateřské řeči.
Nejdřı́ve se naučı́me rozumět jednotlivým slovům a větám, pak mluvit, čı́st a psát
a až nakonec jsou nám vštěpována pravidla psanı́ a mluvenı́. Toto poznánı́ z ma-
teřského jazyka je možné uplatnit i při výuce cizı́m jazykům. V počátečnı́ch fázı́ch
výuky cizı́ho jazyka se u studentů soustředı́me nejdřı́ve na porozuměnı́ (na recep-
tivnı́ řečové dovednosti), potom na mluvenı́ a psanı́ (na produktivnı́ řečové doved-
nosti) a v úplném závěru na interaktivnı́ řečové dovednosti. Neznamená to, že tyto
dovednosti vyučujeme odděleně, všechny postupně zdokonalujeme a rozšiřujeme
jejich rozsah. Při hodnocenı́ jazykových znalostı́ se však nejdřı́v zaměřujeme na
receptivnı́ řečové dovednosti a „odpouštı́me prohřešky“ v produktivnı́ch a inter-
aktivnı́ch řečových dovednostech.
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1.1 Ústní projev

Mluvená část zkoušky se skládá ze třı́ částı́. V prvnı́ části je uchazeč vyzván, aby
se představil. Tento úvod se může obvykle naučit nazpaměť. Je to výhodné, neboť
v několika prvnı́ch větách se tak kandidát zkoncentruje a poté zpravidla již doká-
že bez většı́ch problémů reagovat na jednoduché otázky z oblasti jeho osobnı́ho
a pracovnı́ho života. I zde se však vyskytuje několik úskalı́, např. když kandidá-
ti chtějı́ odpovědět na otázku, ale nemajı́ potřebnou slovnı́ zásobu. V takovém
přı́padě studentům doporučujeme, aby si odpověď zjednodušili např. tı́m, že si
ji vymyslı́. I když se jedná o jazykovou zkoušku a nikoli o „výslech“, některým
kandidátům činı́ potı́že vžı́t se do jiné skutečnosti, přı́padně se bojı́, že se do
nepravdivostı́ zapletou.
Důležitou schopnostı́ pro zvládnutı́ zkoušky je proto uměnı́ zjednodušovat. Stu-
denti majı́ obvykle snahu vyjádřit myšlenku v cizı́m jazyce stejně, jako by to uděla-
li v jazyce mateřském. To ale ve většině přı́padů u úrovně 1–2 nenı́ možné, protože
studenti ještě potřebnými dovednostmi nedisponujı́.
Druhá část zkoušky je tzv. role-play, franouzsky jeu de rôle. V této části zkoušky
je uchazeč vyzván, aby hrál určitou roli ve vzájemném dialogu se zkoušejı́cı́m.
Klasicky to bývajı́ situace v restauraci, u lékaře, na poště, v hotelu atp. Koneč-
ně následuje poslednı́ část, kterou je tzv. IGT (zkratka z anglického information
gathering task). V této části zkoušejı́cı́ zadá kandidátovi téma, ke kterému musı́
položit určitý počet otázek. Ty pak pokládá zkoušejı́cı́mu, zaznamenává si jeho
odpovědi a následně převyprávı́ druhému zkoušejı́cı́mu všechny informace, které
se na základě položených otázek dozvěděl.
Tento formát ústnı́ části zkoušky je platný pro obě úrovně. Ve výuce je třeba brát
tyto okolnosti v úvahu a studenty na všechny tři části důkladně připravit. Napřı́-
klad při probı́ránı́ tématu jı́dlo a restaurace se student musı́ naučit odpovı́dat na
otázky týkajı́cı́ se jı́dla, vařenı́ a restaurace. Dále by měl být schopen si objednat
jı́dlo v restauraci a také by měl umět správně formulovat otázky týkajı́cı́ se stra-
vovánı́.

1.1.1 Information gathering task (IGT)

Z našı́ praxe překvapivě vyplývá, že většina kandidátů vnı́má jako nejtěžšı́ část
zkoušky právě tu poslednı́, tedy klást otázky druhé osobě. Toto zjištěnı́ si vysvět-
lujeme několika faktory:

• Studenti jsou již od útlého dětstvı́ zvyklı́ ve výuce cizı́ho jazyka převážně rea-
govat, tzn. odpovı́dat na otázky učitele. Jsou zvyklı́ přemýšlet, jak vyjádřit své
vlastnı́ potřeby a myšlenky. Aktivita IGT je náhle opačně stavı́ do role exami-
nátora, jež pro ně nenı́ obvyklá.
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• I když kurzanti bezchybně ovládajı́ gramatické struktury i slovnı́ zásobu po-
třebné pro tvořenı́ otázek, narážejı́ na jiný problém – nenapadá je dostatečný
počet vhodných otázek, a to ani v rodném jazyce.

• Převážnou většinu studentů znejišťuje fakt, že na přı́pravu otázek jim nenı́ dán
žádný čas a musı́ tedy reagovat spontánně.

Doporučení pro nácvik IGT ve výuce

Na základě našich zkušenostı́ z výuky jsou naše doporučenı́ pro zlepšenı́ výkonu
u dovednosti IGT následujı́cı́:

• V přı́pravě kandidátů na tuto dovednost se nám osvědčilo zařadit procvičová-
nı́ otázek na IGT do pevného rámce výuky. Při plánovánı́ týdennı́ho rozvrhu
většinou třı́dnı́ učitel věnuje této dovednosti minimálně jednu hodinu denně.
IGT můžeme nacvičovat již od prvnı́ho týdne výuky, kdy kurzanti zı́skávajı́ po-
třebné gramatické znalosti k tvořenı́ otázek. Z počátku se samozřejmě musı́me
omezit na jednoduché otázky v přı́tomném čase typu: Êtes-vous marié(e)? Avez-
vous des enfants? Avez-vous des frères et soeurs? (Jste ženatý/vdaná? Máte děti?
Máte sourozence?)

• V prvnı́ch dnech kurzu se snažı́me studentům tuto aktivitu zjednodušit tı́m, že
jejich formulované a správně vytvořené otázky zapisujeme na tabuli. Dále je
instruujeme, aby si všechny odpovědi pečlivě zapsali, a konečně je vyzýváme,
aby jednotlivě sdělovali zjištěné informace. V začátcı́ch nácviku je také třeba,
aby kurzanti kladli otázky učiteli. Ten jim totiž dává okamžitou zpětnou vazbu
o správnosti otázek a rovněž zaručuje odpovědi bez chyb.

• Zdatnějšı́m studentům (asi v polovině kurzu) již otázky na tabuli nepı́šeme.
Musı́ si je již zapamatovat stejně jako u pozdějšı́ zkoušky. Jako aktivitu na-
vı́c můžeme studentům zadat práci ve dvojici, kdy si vzájemně kladou otázky
a nakonec sdělı́ vyučujı́cı́mu, co od svého kolegy na dané téma zjistili. Během
této aktivity je prospěšné, aby vyučujı́cı́ konverzaci monitoroval a opravoval
přı́padné chyby.

Tato opatřenı́ studentům ve většině přı́padů výrazně pomohla se úspěšně na IGT
připravit.

1.1.2 Role play

Vedle IGT se studenti většinou obávajı́ druhé části mluvené zkoušky, tzv. role-
play / jeu de rôle. Zde existuje opět několik faktorů, které mohou zhoršit výkon.
Jsou to předevšı́m přirozený stud a nedostatek představivosti.
Hranı́ různých rolı́ vyžaduje totiž určité herecké schopnosti a uměnı́ improvizovat.
Nemůžeme po posluchačı́ch požadovat, aby uměli vše najednou. Někteřı́ studenti
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nedokážou překonat ostych a do dané role se vžı́t. Jak uvádı́ Jan Průcha (2013),
posluchači, kteřı́ majı́ velký ostych komunikovat, dosahujı́ při zkouškách nižšı́ch
výsledků. Ačkoli je to známý jev, v českém edukačnı́m prostředı́ dosud zkoumán
nebyl. Z našich zkušenostı́ však existuje úzký vztah mezi učitelem a klimatem ve
skupině a zprostředkovaně tedy i ochotou posluchačů komunikovat. Cƽ ı́m lepšı́ jsou
učitelovy dovednosti vytvořit ve skupině přı́jemné klima, tı́m snadněji se poslu-
chač do komunikace zapojuje. Suportivnı́ (vstřı́cné, podpůrné) klima ve skupině
respektujı́cı́ všechny účastnı́ky motivuje posluchače k vyššı́ aktivitě a vyššı́mu pro-
žitku jazykového sebevědomı́, projevujı́cı́ho se později pozitivně u zkoušky.

Doporučení pro nácvik role-play ve výuce

Role-play (jeu de rôle) je jednı́m z efektivnı́ch způsobů, jak ve třı́dě procvičovat
naučený jazyk. Dle našich zkušenostı́ existuje několik faktorů, které efektivitu této
aktivity ovlivňujı́.

Výběr situace (role) a kontextu

Učitel by měl volit situace, které jsou reálné a studentům blı́zké. Naše zkušenost
je taková, že čı́m pravděpodobnějšı́ role jsou, tı́m vı́ce se studenti s rolı́ ztotožnı́.

Znalost cílového jazyka

Před procvičovánı́m dialogů je samozřejmě zapotřebı́ studenty důkladně „vybavit“
potřebnou jazykovou znalostı́. Nejdřı́ve je nutné naučit studenty ovládat danou
slovnı́ zásobu. Poté se zaměřujeme na procvičovánı́ užitečných frázı́. Je důležité za-
psat všechny důležité fráze na tabuli a pomocı́ zautomatizovánı́ zaϐixovat správnou
výslovnost. Dále studentům pouštı́me poslechy zaměřené na dané situace. Jakmile
si studenti osvojı́ vše potřebné, můžeme s aktivitou role-play začı́t.

Pomoc učitele v průběhu role-play

Zatı́mco studenti pracujı́ ve dvojicı́ch či skupinkách, učitel monitoruje třı́du, opra-
vuje chyby a funguje jako tzv. „chodı́cı́ slovnı́k“. Navzdory důkladné přı́pravě se
totiž téměř vždy studentům stává, že se zastavı́ na neznalosti konkrétnı́ho výra-
zu či spojenı́. Aktivnı́ a okamžitá pomoc ze strany vyučujı́cı́ho je nutná zejména
u začátečnických skupin. V pokročilejšı́ch skupinách si většina studentů v přı́padě
nouze dokáže pomoci sama, majı́-li k dispozici slovnı́k.

Zpětná vazba

Existuje vı́ce způsobů, jak studentům poskytnout zpětnou vazbu po ukončenı́ role-
play. Pokud máme dostatek času, můžeme jednotlivé dvojice/skupiny vyzvat, aby
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prezentovaly svůj dialog před celou třı́dou. Dalšı́ možnostı́ je společná debata o ja-
zykových překážkách a problémech, které studenty potkaly.

Atmosféra ve třídě

Pro kvalitnı́ výuku jazyka všeobecně je důležité, aby kandidáti neměli strach se
projevit. Každý učitel jazyka by se tudı́ž měl snažit vytvořit ve své třı́dě přátelskou
atmosféru, ve které se kandidáti cı́tı́ přı́jemně a bezpečně. Studenty povzbuzuje-
me, aby mluvili co nejvı́c a nebáli se chyb. Chyby opravujeme, ale nevyzdvihuje-
me. V hodinách, kdy nacvičujeme role-play, studentům zdůrazňujeme, že se jedná
o hru, kdy nemusı́ mluvit sami za sebe, ale naopak se mohou vžı́t do role někoho
jiného.

Střídání dvojic/skupin

Dvojice/skupiny studentů je vhodné obměňovat. Tı́mto způsobem jim můžeme
pomoci zvyknout si na interakci s různými mluvčı́mi. Z našich zkušenostı́ nenı́
moc dobré ponechat rozdělenı́ dvojic na studentech samotných. Daleko lepšı́m
řešenı́m je, když o dvojicı́ch rozhodne učitel. K tomuto účelu se nám osvědčila
např. tato známá aktivita: kurzantům rozdáme lı́stečky, na kterých je francouzský
výraz, který dává význam jen ve spojenı́ s druhým výrazem. Tento druhý výraz
však obdržı́ zase jiný student. Studenti tedy korzujı́ po třı́dě a poté, co najdou
druhou „polovičku“, se mohou pustit do konverzace.

1.1.3 Představení kandidáta

Představenı́ kandidáta považujı́ studenti zpravidla za nejsnadnějšı́ část ústnı́
zkoušky. I proto je zařazena na jejı́m začátku. Tento úvod se kandidát zpravidla
naučı́ nazpaměť. V několika prvnı́ch větách se tak zkoncentruje a poté je již při-
praven odpovı́dat na jednoduché otázky z osobnı́ho a profesnı́ho života.
Důležitou schopnostı́ pro zvládnutı́ zkoušky je uměnı́ zjednodušovat. Studenti majı́
obvykle snahu vyjádřit myšlenku v cizı́m jazyce stejně, jako by to udělali v jazyce
mateřském. To ale ve většině přı́padů u úrovně 1–2 jednoduše nenı́ možné.

1.2 Písemný projev

Při výuce a hodnocenı́ pı́semného projevu kandidátů se v našich kurzech zamě-
řujeme předevšı́m na aspekty pravopisné, gramatické, lexikologické a syntaktické.
Nelze řı́ci jednoznačně, které činı́ kandidátům největšı́ obtı́že, či na které se za-
měřujeme nejdřı́ve a ke kterým se dostáváme až později. Všechny jsou totiž pro
úspěšné zvládnutı́ zkoušky stejně důležité a kandidáti si je musı́ osvojovat sou-
časně. Na základě našich zkušenostı́ můžeme konstatovat, že nejvı́ce se kandidáti
potýkajı́ s těmi pravopisnými jevy, které se v jejich mateřském jazyce na rozdı́l od
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francouzštiny vůbec nevyskytujı́ (v přı́padě francouzštiny jsou to např. accent gra-
ve, accent aigu, accent circonϐlexe, cédille, tréma atd.), a odlišnostmi způsobenými
rozdı́ly mezi výslovnostı́ a psanou formou francouzského jazyka.
V přı́padě gramatických omylů stojı́ na prvnı́m mı́stě shody v rodě, ať už u sub-
stantiv či adjektiv, verbálnı́ koncovky či chybně použitá posesivnı́ či demonstrativ-
nı́ zájmena. V přı́padě lexikologické nesprávnosti za nejvı́ce zavádějı́cı́ považujeme
užitı́ anglicismů či nesprávný výběr slov. V syntaxi působı́ kandidátům největšı́
problém slovosled, chybně užité spojky (comme, parce que), či chybná interpunk-
ce odlišná od češtiny. Rovněž se setkáváme často s tendencı́ tzv. „otrockého pře-
kladu“, kdy kandidáti nepřekládajı́ myšlenky, nýbrž jednotlivá slova. I tomuto je
třeba je naučit a podobných postupů se vyvarovat.
Z hlediska obsahu při skládánı́ zkoušek podle NATO STANAG 6001 v pı́semném
projevu kandidát na úroveň 1 umı́ vyjádřit bezprostřednı́ osobnı́ potřeby, napřı́-
klad vyhotovit seznam, napsat krátké poznámky, pohlednici, krátký osobnı́ dopis,
zvládne zapsat telefonický vzkaz, pozvánı́, umı́ také vyplnit formulář a žádost.
Kandidát v pı́semném projevu na úroveň 2 zvládá jednoduchou osobnı́ a běžnou
pracovnı́ korespondenci, tj. dopisy, stručná hlášenı́, zprávy a zápisy. Umı́ uvádět
fakta, dávat instrukce, popisovat osoby, mı́sta a věci; vyprávět o přı́tomných, minu-
lých a budoucı́ch činnostech, a to v jednoduchých ucelených pasážı́ch. V pı́semném
projevu tedy postupujeme od zaznamenávánı́ nejjednoduššı́ch vzkazů, a to již od
zvládnutı́ prvnı́ch lekcı́ ve francouzštině, až k slohovým útvarům složitějšı́m, jako
je např. administrativnı́ dopis, žádost apod.

1.3 Problematika hodnocení produktivních dovedností

Jak uvádı́ Kateřina Vlasáková (2007), hlavnı́ nevýhoda hodnocenı́ produktivnı́ch
dovednostı́ spočı́vá v subjektivnı́m hodnocenı́ výkonu při ústnı́m projevu a spra-
vedlivé hodnocenı́ u pı́semného projevu. To může být poněkud problematické, a to
z několika důvodů. Kandidát může správně splnit úkol jen v přı́padě, že porozu-
mı́ zadánı́. U psanı́ můžeme hovořit o třech možných metodách hodnocenı́. Prvnı́
představuje mechanická přesnost, tj. všechny chyby v gramatice, pravopisu i inter-
punkci. Nevýhodou je, že znevýhodňuje ctižádostivé kandidáty, kteřı́ se snažı́ po-
užı́vat složitějšı́ jazyk, a vlastně pomáhá kandidátům, kteřı́ vytvořı́ snazšı́ a kratšı́
text. Druhou možnou metodu představuje analytické hodnocenı́ podle přesně sta-
novených kritériı́ gramatických, pravopisných, lexikálnı́ch atd. Poslednı́ metodou je
holistické hodnocenı́, založené na celkovém dojmu, tedy na základě povšechných,
obecných kritériı́. Zejména v tomto přı́padě je záhodno využı́t hodnocenı́ dvěma
či vı́ce examinátory a ani v tomto přı́padě subjektivitu nenı́ možné zcela vyloučit.

Informativnı́ článek / Exploratory Article 111



Mnohé faktory majı́ přirozeně na úspěšnost absolventů mimořádný vliv. Jsou to
nepřetržitý profesnı́ rozvoj, evaluace a zdokonalovánı́ kurzů, aktivnı́ vyučovacı́ me-
tody či informativnı́ zpětná vazba.

Závěr
Jak vyplývá ze statistických údajů zaznamenaných studijnı́m oddělenı́m CJV
k 31. 12. 2015, můžeme konstatovat, že počet přezkoušených kandidátů z fran-
couzského jazyka stoupá (s výjimkou malého zakolı́sánı́ v roce 2015) a stejně tak
stoupá počet kandidátů, kteřı́ v jednotlivých dovednostech u zkoušky podle NATO
STANAG 6001 uspěli. I když produktivnı́ dovednosti patřı́, jak už bylo v našem vý-
zkumu řečeno, v rámci komplexnı́ jazykové zkoušky k těm obtı́žnějšı́m, úspěšnost
kandidátů v těchto dovednostech vzrůstá. Pokud bychom měli porovnat úspěšnost
kandidátů v psané a mluvené části zkoušky z francouzského jazyka, dovednost
psanı́ zůstává stále tou nejobtı́žnějšı́ částı́ zkoušky a jejı́mu nácviku je potřeba
během přı́pravy kandidátů na zkoušku podle NATO STANAG 6001 věnovat stálou
a dostatečnou pozornost.
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Univerzitě obrany v Brně.
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Přílohy

Francouzský jazyk 

Obr. 1: Celkový počet přezkoušených kandidátů AČR v letech 2011–2015 ze všech úrovní ve francouzském
jazyce bez ohledu na úspěšnost
Zdroj: StaƟsƟcké údaje zaznamenané studijním oddělením CJV k 31. 12. 2015
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Obr. 2: Celkový počet přezkoušených kandidátů AČR v letech 2011–2015, kteří v jednotlivých dovednostech
uspěli
Zdroj: StaƟsƟcké údaje zaznamenané studijním oddělením CJV k 31. 12. 2015
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SLP1 

Obr. 3: Celkový počet přezkoušených kandidátů AČR v letech 2011–2015 a jejich úspěšnost v jednotlivých
dovednostech u SLP 1
Zdroj: StaƟsƟcké údaje zaznamenané studijním oddělením CJV k 31. 12. 2015
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Obr. 4: Celkový počet přezkoušených kandidátů AČR v letech 2011–2015 a jejich úspěšnost v jednotlivých
dovednostech u SLP 2
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Assessing students’ needs in English language
teaching

Krystyna Heinz, Martina Chylková

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 Karviná 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 Karviná. 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 ϐield 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 Skalková (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 inϐlex-
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; Lepič, Koucký,
2012; Veteška,Tureckiová, 2008; Bobáková, Chylková, 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, ϐinance, marketing and management, which conϐirms 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 Karviná 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 ϐirst 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 ϐinally 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 ϐirst year during the ϐirst lesson of
English. The next step was an analysis of the data carried out by the authors.
The ϐirst 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 ϐifth question focuses on opportunities for using English. The
sixth question is aimed at students’ expectations during their study at School of
Business Administration in Karviná while in the seventh question students are
asked to list obstacles preventing them from learning English. The last eighth
question concentrates on the most difϐicult 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 ϐilled 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-
názium), 23 graduates (23.7%) from business schools (obchodnı́ 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 naƟonality 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 graduaƟon

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 LaƟn
Number of
students 97 48 28 10 7 2 2 2

Average of
years studied 9.5 4.6 3.6 4.8 4 2.5 16 1.5

Question 3

Question 3 was aimed at the level of ϐinal 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 deϐine 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 ϐinal 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 Very good Good SaƟsfactory
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 ϐilms 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: OpportuniƟes of using English

Com. at
school

Films
and radio

Info on the
Internet Travelling Friends

in abroad Reading Other

Number of
students 80 67 58 47 38 25 7

Question 6

In answers to question 6 respondents revealed their expectations related to the
study of English at School of Business Administration in Karviná. 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 speciϐic 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
speciϐics signiϐicant for business communication (26), and information about En-
glish speaking countries and their cultures (18).

Tab. 6: English language skills desired by students

Speaking Vocabulary Reading WriƟng Specific
situaƟons Grammar Listening Business Culture

Number of
students 84 76 59 52 55 49 47 26 18

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

Shortage
of talent Laziness Incompetent

teachers
Lack of

moƟvaƟon

Lack of
opportuniƟes

to com.
Other

Number of students 52 35 30 27 12 2

Question 8

Question 8 concentrates on the most difϐicult English language phenomena in
respondents’ opinions. Majority of them consider English tenses in grammar the
most difϐicult 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 WriƟng Reading TranslaƟon 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 conϐirmed 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 conϐirmed 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 ϐilms 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 difϐicult 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 speciϐic 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
conϐirmed 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 Karviná (SBA) have implemented a lot of changes and improvements
to reϐlect 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 speciϐic
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 conϐident 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 speciϐic 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
sufϐicient 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 speciϐic and demanding in their requests
for FL knowledge applying CEFR classiϐication 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 difϐicult to ϐind 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 difϐicult 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 Karviná to be able to implement them in FL syllabi and to
reϐlect 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 Karviná
in the summer semester of the academic year 2015–2016.
The submitted hypotheses have been conϐirmed or partly conϐirmed. Students are
perfectly aware of the necessity to improve their FL knowledge, including their
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speaking skills and proϐiciency 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 speciϐics of
the region—a high rate of unemployment. Our ϐindings 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 Karviná

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 ϐilms 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 speciϐics signiϐicant for business communication
Developing skills related to speciϐic 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 difϐicult English language phenomena? List three.
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Videokonference a principy zdvořilosti

Alena Hradilová

Abstrakt: Cƽ lánek se zabývá malou přı́padovou studiı́ založenou na rozboru korpusu nahrávek
z videokonferenčnı́ho kurzu určeného pro studenty právnické angličtiny Masarykovy univer-
zity a University of Helsinki. Korpus byl analyzován s ohledem na nedostatečné dodržovánı́
Griceových principů kooperace a Leechových zdvořilostnı́ch maximů. Byly označeny situace,
které mohou vést k problémům v komunikaci mezi studenty v průběhu videokonferenčnı́ch
seminářů a tyto situace byly posléze rozděleny do oblastı́ dle typického porušenı́ výše zmı́ně-
ných pravidel. Cı́lem článku je navrhnout, proč a jak byměly býtmateriály videokonferenčnı́ho
kurzu obohaceny o cvičenı́ a metody, které studentům pomohou pochopit a procvičit doved-
nosti a jazykové prostředky tak, aby bylo možné podobným problematickým situacı́m, které
vycházejı́ z porušenı́ principů kooperace a zdvořilostnı́ch maximů předcházet, či je alespoň
účinně řešit.

Klíčová slova: videokonference, zdvořilostnı́ principy, principy kooperace, pragmatická rovi-
na jazyka

Úvod
Videokonference jsou jako obohacenı́ výuky jazyků na Centru jazykového vzdě-
lávánı́ Masarykovy univerzity zařazovány do jazykových kurzů již vı́ce než deset
let. Na rozdı́l od většinového chápánı́ videokonferenčnı́ výuky ve světě jako formy
individuálnı́ výuky, kde student komunikuje se svým protějškem sám ze svého
počı́tače (Anastasiades 2010, Hopper 2014), se v našem kontextu jedná o semi-
náře či celé kurzy, které jsou vypsané společně na dvou geograϐicky vzdálených
univerzitách a studenti těchto kurzů se pravidelně hromadně setkávajı́ ve virtuálnı́
učebně. V reálném čase jsou tak ve své videokonferenčnı́ mı́stnosti na každé ze
stran fyzicky přı́tomni studenti dané univerzity a své protějšky potkávajı́ na vel-
kém plátně či obrazovce před sebou. Mohou takto hovořit a spolupracovat jak ve
své seminárnı́ skupině, kde jsou všichni fyzicky přı́tomni, tak i se skupinou cizinců
na plátně. Tato virtuálnı́ návštěva ze zahraničı́ jim doplňuje jejich jinak většinou
monolingvnı́ seminárnı́ skupinu o studenty – cizince a činı́ tak celou interakci
v cizı́m jazyce naprosto autentickou.
Tým učitelů z CJV nejdřı́ve společně s kolegy z Aberystwyth University ve Velké
Británii s tématem experimentoval a posléze vyvinul pro učitele jazyků a jejich
studenty několik metodických a praktických přı́ruček, které studenty i učitele při-
pravujı́ na tento inovativnı́ styl výuky jazyků (viz projekt Invite 2006–2008, Mor-
gan 2008, Sƽ těpánek a Hradilová 2008, Hradilová, Chovancová a Vincent 2012).
Materiály reϐlektujı́ jak výsledky analýzy potřeb studentů v oblasti autentické ko-
munikace, nácviku měkkých dovednostı́ a pěstovánı́ chápánı́ interkulturnı́ch do-
vednostı́, tak potřeby trhu práce ve smyslu tolik žádaného rozvoje takzvaných
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dovednostı́ pro život. Tyto výsledky byly přejaty i jinými evropskými univerzitami
(viz Denksteinová a Podlásková 2013).

1 Principy komunikace
Tento článek si klade za cı́l představit jeden z videokonferenčnı́ch kurzů, který CJV
MU pořádá ve spolupráci s University of Helsinki. Jedná se o kurz pro studenty
právnické angličtiny. V průběhu čtyř semestrů zde byl vytvořen korpus nahrávek
společných seminářů, ve kterém lze snadno vystopovat základnı́ problémy, které
vedou ke komunikačnı́m šumům, brzdı́ komunikaci, nebo ji dokonce úplně zne-
možňujı́. V tomto článku jsou takovéto situace představeny a aplikovány na teorii
Griceova (1991) Principu kooperace a Leechovy (1983) Zdvořilostnı́ maximy. Jed-
ná se zde předevšı́m o pragmatickou rovinu jazyka, kterou studenti jazyka často
podceňujı́. Téma je proto třeba zařadit do sylabů a vytvořit sadu materiálů pro je-
ho nácvik v rámci mezinárodnı́ch videokonferenčnı́ch kurzů. Studenti majı́ zřejmě
dı́ky svému odlišnému kulturnı́mu prostředı́ a rozdı́lné znalosti jazyka podle Spo-
lečného evropského referenčnı́ho rámce (SERR) v této oblasti odlišná očekávánı́.
Jak již bylo zmı́něno, pragmatická rovina jazyka činı́ studentům problémy přede-
všı́m v souvislosti s dostatečným aparátem pro vyjádřenı́ zdvořilosti a s plynulostı́
komunikace. Z tohoto důvodu nenı́ jistě na škodu vrátit se ke Griceovu Principu
kooperace (základnı́ maximy kvality – neřı́káme nic, o čem si myslı́me, že to nenı́
pravda; kvantity – podáváme dostatek informacı́ a nepodáváme přı́liš mnoho in-
formacı́; relevance – podáváme jen relevantnı́ informace; a způsobu – jsme stručnı́
a vyhýbáme se mnohoznačnost1) a použı́t ho jako východiska k analýze naleze-
ných problematických situacı́. Vzhledem k zásadám zdvořilostnı́m je potom třeba
jı́t dále do hloubky. Jak Grice připomı́ná, je třeba mı́t na paměti dalšı́ principy
komunikace, řečeno jeho slovy „různé druhy jiných maximů (svým založenı́m es-
tetických, společenských nebo morálnı́ch), jako napřı́klad ,Buď zdvořilý (…)‘“ Grice
(1991: 28) [můj překlad]. Zároveň je jeho škála dobře doplněna Leechovými Ma-
ximy zdvořilostnı́ch principů (takt, štědrost, uznánı́, skromnost, souhlas a účast2).
Tyto principy pomohou studentům odhalit důležitou životnı́ dovednost: „vyřešit
problém: vzhledem k tomu, že chci dosáhnout ve vědomı́ svého posluchače toho
a toho, jaký je nejlepšı́ způsob dosaženı́ tohoto cı́le jazykovými prostředky?“ Leech
(1983: X) [můj překlad].
Ze zkušenosti i z výzkumu (např. Suszczyńska 1999) vı́me, že si studenti často
myslı́, že jsou dostatečně zdvořilı́ a nejsou si vědomi porušovánı́ principu zdvoři-
losti. Zde, dle Suszczyńské, zasahujı́ do jejich jazykového myšlenı́ jazykové vzorce
z jejich mateřského jazyka. Jako největšı́ problém se jevı́ předevšı́m správná mı́ra
formálnosti a přı́mosti 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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patrný předevšı́m u žádostı́ a kladenı́ požadavků. Suszczyńska pak ve své detailnı́
analýze, která porovnává strategie rodilých mluvčı́ch angličtiny, polštiny a maďar-
štiny, potvrzuje, že zatı́mco se anglo-americká kultura vyhýbá konfrontaci, rodilı́
mluvčı́ polštiny a maďarštiny se přı́mé konfrontaci nevyhýbajı́ a „jejich názory
a emoce, včetně těch negativnı́ch, mohou být silně vyjádřeny, i když jsou pro
druhou stranu zraňujı́cı́“ [můj překlad]. Předpokládám, že tyto závěry mohou být
vztaženy i na české mluvčı́, neboť korespondujı́ s výsledky této drobné analýzy
korpusu videı́ z jazykového videokonferenčnı́ho kurzu.

2 Metoda
Tato drobná přı́padová studie je založena na korpusu sestávajı́cı́ho z videozázna-
mů z videokonferenčnı́ch seminářů v celkové délce 24 hodin, který byl shromáž-
děn v průběhu čtyř semestrů. V kurzu se za tu dobu vystřı́daly čtyři skupiny, kdy
každá sestávala z přibližně dvaceti studentů české, slovenské a ϐinské národnosti.
Dohromady se jednalo o 78 studentů, z nichž 43 se videokonferencı́ účastnili na
české straně a 35 na straně ϐinské.
Tato videa byla shlédnuta a mı́sta, která vykazovala problém v komunikaci (tj. ko-
munikace byla pomalejšı́ a vyžadovala nějaký zásah, objasňovánı́ či vyjednávánı́,
přı́padně byla úplně znemožněna) byla identiϐikována a byl k nim pořı́zen tran-
skript. Následně byly tyto situace analyzovány podle výše zmı́něné taxonomie Gri-
ceových a Leechových maximů a rozděleny do skupin problémů podle toho, který
z maximů byl porušen, a zda porušenı́ toho kterého z maximů vedlo k problema-
tické komunikačnı́ situaci. Tyto výsledky byly posléze aplikovány na videokonfe-
renčnı́ metodiku a byla vytvořena sada cvičenı́ založených na reálných situacı́ch
z korpusu nahrávek. Tato cvičenı́ majı́ za účel studenty na podobné situace při-
pravit a naučit je měkkým dovednostem, které jim pomohou efektivně obdobné
situace řešit a přistupovat ke komunikaci s otevřenou myslı́ a respektem ke svému
jinokulturnı́mu protějšku.

3 Výsledky analýzy
Videozáznamy z korpusu naznačujı́, že studenti přistupujı́ k mnoha komunikačnı́m
situacı́m jinak, než by bylo očekáváno od rodilého mluvčı́ho angličtiny (jedná se
o výše popsanou pragmatickou rovinu jazyka). Tohoto problému si všı́majı́ samo-
zřejmě i běžnı́ občané našı́ zatı́m sjednocené Evropy. Doughty (2012) si všı́má
vlivu rodného jazyka na jednánı́ polských přistěhovalců v Anglii, které je Angličany
vnı́máno v mnoha ohledech jako obhroublé. Takovéto populárnı́ novinové články
poukazujı́ na absenci vzájemného pochopenı́ přistěhovalců a Angličanů, kde při-
stěhovalci nenaplňujı́ očekávánı́ posluchačů – rodilých mluvčı́ch a Angličané si, na
druhou stranu, neuvědomujı́, že málo zdvořilá a přı́liš přı́má vyjádřenı́ přistěho-
valců nemusejı́ souviset s jejich nedostatečným vychovánı́m. Cƽasto se totiž jedná
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pouze o uplatňovánı́ a doslovné překládánı́ dostatečně zdvořilých frázı́ z mateřšti-
ny (viz název článku „Ztraceno v překladu“).
Tento problém tedy samozřejmě nenı́ čistě otázkou videokonferenčnı́ch spojenı́,
ale jevı́ se jako problém obecný. V našı́ přı́padové studii absentujı́ rodilı́ mluvčı́
anglického jazyka, kteřı́ by na méně zdvořilé promluvy svých protějšků mohli být
citlivějšı́. Z reakcı́ účastnı́ků videokonferencı́ je zde však jasně patrné, že studenti,
kteřı́ ovládajı́ jazyk na úrovni C1 dle SERR se již principy anglické zdvořilosti řı́dı́.
Takovı́ studenti potom již v našem korpusu projevujı́ nespokojenost s vyjadřová-
nı́m svých méně zdvořilých spolužáků (viz např. Oblast 2 dále v textu), což nenı́
nijak překvapivé vzhledem k tomu, že SERR vyžaduje jistou dávku těchto doved-
nostı́ dokonce již na úrovni B2 (dokáže hovořit s rodilým mluvčı́m bez toho, aby
ho bezděčně pobavil či popudil3). Určitá mı́ra zdvořilosti je jistě důležitou součás-
tı́ takové promluvy. Videokonferenčnı́ forma výuky dává takovýmto problémům
možnost vyniknout už z toho důvodu, že přirozená plynulost konverzace je naru-
šena omezenı́mi, která jsou způsobena technologiı́ (napřı́klad drobným zpožděnı́m
v přenosu zvuku; potřebou čekánı́ na kameru, pokud je přiblı́žen do záběru jiný
student; vstoupenı́ do konverzace osobou mimo záběr kamery; jiné vnı́mánı́ řeči
těla svého protějšku dle kvality obrazu na plátně atd.) Je proto velmi důležité,
aby naši studenti, kteřı́ jsou většinově na úrovni B2–C1, byli na principy vedoucı́
k úspěšné komunikaci v cizı́m jazyce upozorňováni a věnovali jim při dalšı́m stu-
diu pozornost. Tı́m si mohou dále pěstovat potřebnou úroveň pragmatické roviny
jazyka.
Při třı́děnı́ problematických komunikačnı́ch situacı́ a jejich posuzovánı́ podle Gri-
ceových a Leechových maximů byly situace nejdřı́ve analyzovány podle poruše-
ných maximů a jejich přı́klady byly rozděleny do 11 kategoriı́ podle nalezeného
problému (Hradilová 2016). Tato kategorizace se však ukázala jako těžko uchopi-
telná a přı́liš podrobná a byla proto zjednodušena na následujı́cı́ch sedm oblastı́.
Při této svým rozsahem malé analýze byla identiϐikována porušenı́ následujı́cı́ch
maximů:
Griceovy maximy: kvalita, kvantita, relevance a způsob
Leechovy maximy: takt a účast
Nı́že jsou uvedeny oblasti, které ilustrujı́ situace či množiny situacı́, které vedly ke
komunikačnı́mu problému.

1. Strategie v občanskoprávnı́ch sporech. Zde byly nejčastěji porušovány maximy
kvantity (tj. promluva má být dostatečně bohatá 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 nemá obsahovat vı́ce informacı́, než je třeba), taktu (použı́vej-
te zdvořilejšı́ jazykové struktury, předevšı́m za pomoci nepřı́mých vyjádřenı́),
účasti (projevte svou účast vůči posluchači a zároveň se vyhněte antipatiı́m
mezi sebou a posluchačem).
Součástı́ vyjednávánı́ v rámci občansko-právnı́ch sporů má být vždy výběr stra-
tegiı́, které umožňujı́ vyjádřenı́ jisté mı́ry empatie. Studenti jak na české, tak na
ϐinské straně se velmi často vyjadřovali buďto přı́liš stručně bez potřebného
meta-jazyka, který by vyjadřoval jejich postoj k druhé straně, nebo měli připra-
vené dlouhé promluvy, které bylo těžké sledovat a udržet pozornost. Navı́c si
někteřı́ z nich neuvědomovali, že by měli hovořit spı́še vı́ce než méně zdvořile
a za tı́mto účelem použı́vat předevšı́m nepřı́mé jazykové prostředky, protože
přı́most je v angličtině považována za projev nadřazenosti a nezdvořilosti. V té-
to souvislosti je potom pro mnohé studenty těžké najı́t správnou rovnováhu
a mez mezi vyjádřenı́mi, která jsou projevem sebevědomı́ a sebejistoty mluv-
čı́ho a těmi, která již znějı́ arogantně.

2. Nevhodná reakce studenta v určité roli, většinou souvisejı́cı́ s nedostatečnou
formálnostı́ promluvy vůči druhé straně a nedostatečným projevem respektu
vůči druhé straně (typicky svědek vůči soudci, soudce vůči státnı́mu zástupci).
Jsou porušeny dva maximy, a to maxim kvantity (promluva má být dostateč-
ně bohatá na informace) a maxim účasti (vyhněte se antipatiı́m mezi sebou
a posluchačem).
Jako přı́klad můžeme uvést soudce, který zareagoval poměrně nevhodně na
otázku státnı́ho zástupce, zda může předvolat dalšı́ho svědka, odpovědı́: „Jak
chcete“. Svou ledabylou odpovědı́ nepotvrdil, že má soudnı́ řı́zenı́ pevně ve
svých rukou. Jeho promluvy by měly obsahovat jasné formálnı́ instrukce. Ta-
to vágnı́ instrukce, která ukazuje na nezájem na děnı́ v soudnı́ sı́ni, by také
státnı́m zástupcem mohla být vykládána jako jakési pohrdánı́ jeho osobou.

3. Nepochopenı́ otázky a z nı́ vyplývajı́cı́ vágnı́ či irelevantnı́ odpověď, často do-
plněná o problém s formálnostı́. Zde nalezneme porušenı́ hned třı́ maximů,
a to opět maximů kvantity (promluva má být dostatečně bohatá na informa-
ce) a účasti (vyhněte se antipatiı́m mezi sebou a posluchačem), ke kterým se
v tomto přı́padě přidává ještě maxim relevance (buďte relevantnı́). Lze zde
totiž nalézt dva základnı́ problémy. Za prvé jde o neporozuměnı́ otázce ze stra-
ny posluchače. Student položı́ otázku, jeho protějšek otázce nerozumı́, ignoruje
ji, nebo si ji špatně vyložı́. Zde je porušen maxim relevance. Takovým situacı́m
se zřejmě nelze vyhnout, lze však studenty připravit na jejich vhodné řešenı́.
Za druhé se problém často kombinuje s přı́liš neformálnı́, stručnou odpovědı́
(porušenı́ maximů kvantity a účasti), která často pramenı́ z nervozity studenta,
který ne zcela rozumı́ svému protějšku. Prvnı́ problém vede k nesmyslné odpo-
vědi, druhý k výběru přı́liš stručného a velmi neformálnı́ho výraziva. Typickým
přı́kladem je odpověď „yeah“ jako pokus o odpověď na zjišťovacı́ otázku, které
posluchač neporozuměl.
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4. Odkazovánı́ na etnické minority. Studenti zde porušujı́ maximy relevance
a účasti. Tento problém se opakovaně objevoval pouze na české straně našı́
seminárnı́ skupiny. Někteřı́ studenti odkazovali či naráželi na stereotypy, kte-
ré se týkajı́ jistých etnických menšin, aniž by si uvědomovali, že jejich ϐinštı́
spolužáci tyto stereotypy jednak nesdı́lejı́ a jednak podobné narážky považujı́
za naprosto nepřijatelné.

5. Vymýšlenı́ nepravdivých důkazů. Maxim kvality (neřı́kejte nic, pro co nemáte
dostatečné důkazy, ani nic, o čem předpokládáte, že nenı́ pravda) je zde poru-
šen v kombinaci s maximem účasti. Někdy si studenti rozhodnou v rámci vy-
jednávánı́ či řešenı́ soudnı́ch sporů kreativně vypomoci vymyšleným důkazem,
který jejich přı́padu pomůže. Toto obecně nelze považovat za problém, pokud
s takovým postupem všichni zúčastněnı́ souhlası́. V opačném přı́padě, kde jsou
okolnosti jasně dané a nelze si nic přidat, je podobné jednánı́ považováno za
podvodné a přinášı́ do komunikace nedůvěru, která bránı́ jejı́ plynulosti.

6. Vyjasňovánı́ významu slova. Přı́klad: an abandoned house. Zde byl porušen
maxim způsobu (vyhněte se mnohoznačnosti). Studenti si museli vyjasnit, že
zatı́mco jedna skupina chápe toto slovo jako výraz pro naprosto opuštěný dům,
druhá skupina si ho vykládala jako výraz pro dům, kde nikdo nebydlı́, nicméně
je možné, že se v něm občas někdo zdržuje. Jde tedy o sémantickou rovinu
jazyka a studenti si museli své chápánı́ daného výrazu vzájemně vysvětlit.

7. Předem připravené promluvy. Porušenı́ maximu způsobu (buďte stručnı́). Ve
chvı́li, kdy si měli studenti předem připravit nějakou řeč či prezentaci, byla zde
vidět jasná tendence k přı́pravě poměrně dlouhých promluv, které obzvláště ve
videokonferenčnı́m prostředı́ představujı́ velkou zátěž pro soustředěnı́ poslu-
chače.

Výsledky lze shrnout následujı́cı́m způsobem:
Nejčastěji byl porušen maxim účasti, a to vždy v kombinaci s porušenı́m dalšı́ho
maximu. Nı́že uvedený množinový graf vyjadřuje kombinace porušenı́ jednotlivých
maximů v uvedených typech situacı́. Cƽ ı́sla zde odkazujı́ k danému typu oblasti
(1 až 7) dle jejich popisu výše. Jednotlivé maximy jsou reprezentovány barevně
odlišenými množinami.

Diskuze a závěr
Analýza korpusu videonahrávek odhalila, kterým měkkým dovednostem a kterým
rysům pragmatické roviny jazyka bude třeba věnovat ve videokonferenčnı́ch kur-
zech většı́ pozornost tak, aby bylo možné předejı́t, či alespoň účinně řešit komu-
nikačnı́ situace, které by mohly vést ke komplikacı́m, či dokonce ke znemožněnı́
komunikace mezi účastnı́ky videokonferenčnı́ho semináře. Jedná se zde přede-
všı́m o zdvořilostnı́ principy v cizı́m jazyce, uplatňovánı́ správných strategiı́ při
vyjednávánı́ a chápánı́ principů kooperace při konverzaci. Výsledky budou nadále
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Obr. 1: Kombinace porušení maximů dle oblasơ idenƟfikovaných problémů v komunikaci

uplatňovány ve videokonferenčnı́ metodice a stanou se součástı́ sylabu videokon-
ferenčnı́ho kurzu angličtiny pro právnı́ky.
Oblast 1 a 5 z kapitoly Výsledky odkazuje na principy zdvořilosti předevšı́m z hle-
diska profesionality studentů v dané roli. Je zde třeba mı́t na paměti nejen do-
statečnou formálnost, ale také potřebu vzájemných sympatiı́, taktu a zachovánı́ si
tváře při jednánı́ se svým protějškem. Za účelem procvičenı́ tohoto hlediska lze
kromě obecně přı́stupných materiálů k tématu vyjednávánı́ použı́t i celou škálu
přı́kladů z korpusu, kde studenti mohou sami identiϐikovat, co způsobilo problém,
a navrhovat lepšı́ řešenı́ dané situace. Dostatečná formálnost a zdvořilost se potom
táhne celým sylabem jako červená niť, neboť je k nı́ nadále odkazováno v souvis-
losti s oblastı́ č. 2, kde studenti dostanou cvičenı́ ve formě přepisů replik a posu-
zujı́ jejich vhodnost vůči osobě mluvčı́ho i vůči jeho posluchači.
Oblast 7 se potom s tématem propojuje tı́m, že předem připravené miniprezenta-
ce studentů, ve kterých si majı́ za úkol nacvičit stručnost a jasnost při podávánı́
zásadnı́ch informacı́, se tematicky částečně vážou právě s problematikou měkkých
dovednostı́ v oblasti vyjednávánı́, jazyka a pravidel soudnı́ho řı́zenı́, a v neposlednı́
řadě právě také principů zdvořilosti v angličtině. Souvislost oblasti 4 s principy
zdvořilosti nenı́ také těžké obhájit a v našem kontextu jı́ musı́ být věnována do-
statečná pozornost. Téma se zde váže na principy interkulturnı́ch dovednostı́.
U oblastı́ čı́slo 3 a 6 je studenty nutné připravit na řešenı́ takových situacı́, kdy
svému protějšku nerozumı́, nebo majı́ podezřenı́, že jejich protějšek zcela nepo-
rozuměl jim samotným. Jde zde předevšı́m o dostatečnou výbavu frázemi, které
taktně a zdvořile upozornı́ na komunikačnı́ problém, aby mohlo být dosaženo ob-
jasněnı́ situace, pokud možno bez ztráty tváře na obou stranách.
Zmı́něné principy budou v dalšı́m obdobı́ zapracovány do běžné dobré praxe vi-
deokonferenčnı́ho kurzu angličtiny pro právnı́ky. Zároveň bude dále rozšiřován
korpus videozáznamů z těchto kurzů tak, aby mohla být cvičenı́, která byla pro
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procvičovánı́ zmı́něných dovednostı́ a rovin jazyka nadále inovována a doplňována
o dalšı́ autentické přı́klady, které studenti v kurzech tolik vı́tajı́.
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Projektování jazykového kurikula na fakultách
technického zaměření

Stanislava Jonáková

1 Úvod
Projektovánı́ jazykového kurikula často vycházelo ze dvou základnı́ch modelů, a to
modelu kurikula zaměřeného na předem vymezené cı́le a modelu kurikula zamě-
řeného na činnost (srov. Rodgers, 1988; White, 1988).
Model tvorby jazykového kurikula zaměřeného na předem vymezené cı́le (Means-
Ends Model) zahrnoval v lineárnı́ posloupnosti speciϐikaci cı́lů, jež byly chápány
jako zamýšlené učebnı́ výsledky, dále obsah a metody, jež byly voleny tak, aby tyto
cı́le naplňovaly, a hodnocenı́, jehož účelem bylo zjistit, zda stanovených cı́lů bylo
dosaženo (srov. Kerr, 1968; Wheeler, 1967). Celkově lze konstatovat, že největšı́m
nedostatkem tohoto modelu bylo to, že se tvůrci kurikula zaměřovali výhradně na
konečný produkt, a nezajı́mali se o procesy učenı́ (Nunan, 1996, s. 16).
Dalšı́m z přı́stupů k projektovánı́ jazykového kurikula, jenž je považován za proti-
pól modelu kurikula zaměřeného na předem vymezené cı́le, byl přı́stup procesnı́
(Process Approach). Jak konstatoval R. V. White, jeho význam je možné spatřovat
v tom, že nabı́dl důležitou alternativu k modelu zaměřenému na cı́le v době, kdy
aplikovaná lingvistika a výzkum věnovaly vı́ce pozornosti např. procesům učenı́
se cizı́m jazykům, učebnı́m strategiı́m a vlivům střı́dajı́cı́ch se aktivit na interakci
a učenı́ (1988, s. 35). Rovněž procesnı́ model obsahoval cı́le, jež však nebyly pevně
formulovány, a proto byly považovány spı́še za obecné zásady (principles), které
řı́dily činnosti a určovaly směr kurikula. Vı́ce než na vymezenı́ obsahu byla po-
zornost soustředěna na to, co se ve vyučovacı́m procesu skutečně dělo, na učebnı́
aktivity, do nichž se studenti měli zapojit (srov. Brumϐit, 1984; Stenhouse, 1975).
Z výše řečeného je patrné, že řešenı́ otázky cı́lů a obsahu je při tvorbě kurikula
velmi složité. Jak výstižně vyjádřil J. Clark (Nunan, 1996, s. 15–16), zásadnı́ pro-
blém je v tom, zda to, čeho chceme v edukačnı́m procesu dosáhnout, by mělo být
stanoveno předem, nebo by to mělo být výsledkem neomezeného procesu učenı́
(open-ended learning process); dále, zda obsah by měl být vybrán za účelem do-
saženı́ předem vymezených cı́lů, nebo na základě jeho přirozených hodnot (on its
inherent merits).
Přijatelným východiskem pro řešenı́ této problematiky je v současné době kom-
binovánı́ elementů z obou modelů. Přı́stup k projektovánı́ jazykového kurikula,
v němž se odrážejı́ aspekty obou výše zmı́něných modelů, je možné prezentovat
na situačnı́m modelu (Situational Model) M. Skilbecka, jenž je zaměřen na tvor-
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bu jazykového kurikula ve školnı́m prostředı́ (school-based curriculum develop-
ment). Protože jazykové kurikulum vycházı́ z potřeb žáků/ studentů, za výchozı́
bod je považována analýza a posouzenı́ samotné situace v konkrétnı́ škole, po nı́ž
následuje deϐinovánı́ cı́lů, vytvořenı́ programu, jeho implementace a hodnocenı́.
U cı́lů vı́ce než na znalosti je důraz kladen na aktivitu a zkušenosti jedince, na
jeho individuálnı́ rozvoj. Cı́le jsou chápány jako řı́zené a dynamické, podléhajı́cı́
revizi a přı́padným změnám. Při hodnocenı́ je posuzován učebnı́ potenciál a výkon
studentů (assessment) a rovněž jsou vyhodnocovány procesy (evaluation) spojené
s plánovánı́m, tvorbou a implementacı́ kurikula (srov. White, 1988, s. 36–40).
Také v modelu D. Nunana, jenž je zaměřen na tvorbu jazykového kurikula orien-
tovaného na osobnost žáka (learner-centred curriculum), jsou sloučeny elemen-
ty modelu orientovaného na produkt a modelu orientovaného na proces. Velkou
přednostı́ tohoto modelu je, že v souladu s komunikativnı́ orientacı́ cizojazyčné vý-
uky klade důraz na rozvoj řečových dovednostı́ a učebnı́ch strategiı́ studentů, pod-
poruje jejich autonomii. Důležitou roli v projektovánı́ kurikula přikládá D. Nunan
učitelům, neboť vycházı́ z předpokladu, že vzdělávacı́ realita nenı́ to, co je v pro-
cesu edukace naplánováno k uskutečněnı́, ale co učitelé a žáci opravdu realizujı́.
Model obsahuje podobné prvky, jež jsou typické pro tradičnı́ tvorbu jazykového
kurikula, a to plánovánı́ (zahrnuje počátečnı́ a průběžnou analýzu potřeb, rozřaze-
nı́ studentů do skupin); výběr obsahu, jeho uspořádánı́ a vymezenı́ cı́lů; metodiku
(obsahuje výběr učebnı́ch aktivit a výukové materiály) a hodnocenı́. Hlavnı́ rozdı́l
je však v tom, že kurikulum je výsledkem společného úsilı́ učitelů a žáků, v němž
se žáci účastnı́ rozhodovacı́ch procesů vztahujı́cı́ch se předevšı́m k obsahu a k vyu-
čovacı́m metodám. Obsah a cı́le vymezené na začátku kurzu nejsou považovány za
deϐinitivnı́ a mohou být modiϐikovány v průběhu kurzu jak na základě měnı́cı́ch se
potřeb studentů v procesu edukace, tak na základě dodatečně zı́skaných informacı́
o jejich subjektivnı́ch potřebách, jako jsou jejich zájmy, motivace ke studiu jazyka
či preferované styly učenı́. Jedná se o model cyklický a interaktivnı́, v němž změ-
na jednoho komponentu ovlivňuje ostatnı́ komponenty. Hodnocenı́ může probı́hat
v kterékoliv fázi tvorby kurikula. Značný význam je v modelu přikládán sebe-
hodnocenı́ studentů i učitelů. Hodnocenı́ vlastnı́ práce je považováno za nedı́lnou
součást rozvoje učitelů (Nunan, 1996, s. 1–9).
Model D. Nunana je v mnoha ohledech shodný s modelem J. C. Richardse, a to
zejména v oblasti analýzy potřeb, určenı́ cı́lů, tvorby materiálů, učebnı́ch akti-
vit, způsobu učenı́ a hodnocenı́ (Nunan, 1996, s. 19). J. C. Richards tvorbu nebo
inovaci jazykového kurikula chápe jako řetězec plánovacı́ch a implementačnı́ch
procesů, jež jsou zaměřeny na analýzu potřeb, na situačnı́ analýzu, na plánovánı́
výsledků učenı́, na organizaci kurzu, na výběr a přı́pravu výukových materiálů
a na hodnocenı́. Za rozhodujı́cı́ je považována speciϐikace cı́lů založená na úrovni
ovládánı́ jazyka (proϐiciency-oriented view of language). UƵ střednı́ role je v tomto
plánovacı́m a rozhodovacı́m procesu přikládána učitelům jazyků. Jedná se o model
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interaktivnı́, v němž se jednotlivé komponenty vzájemně ovlivňujı́ (Richards, 2001,
s. 41–42).
Také R. K. Johnson popisuje tvorbu jazykového kurikula jako rozhodovacı́ proces,
jenž je interaktivnı́. Identiϐikuje v něm 4 stupně – plánovánı́ kurikula, jehož vý-
sledkem je dokument; charakterizovánı́ cı́lové úrovně znalosti jazyka a stanovenı́
přiměřených vyučovacı́ch metod (ends/ means speciϐication), jehož výsledkem je
sylabus; implementace programu, jehož výsledkem je vzdělávacı́ program pro uči-
tele; implementace v samotné třı́dě, jehož výsledkem jsou vyučovacı́ a učebnı́ akti-
vity. Co se týká hodnocenı́, nepovažuje ho za samostatný stupeň, ale za integrálnı́
část každého výše uvedeného stupně. (Johnson, 1989, s. 3–4).
Výše zmı́něné přı́stupy naznačujı́, že v současnosti je při projektovánı́ jazykového
kurikula upřednostňován integrovaný přı́stup zahrnujı́cı́ elementy modelu orien-
tovaného na produkt a modelu orientovaného na proces. Jedná se o přı́stup, jenž
obsahuje podobné komponenty jako při tradičnı́ tvorbě kurikula, a to analýzu po-
třeb, cı́le, obsah, metodiku a hodnocenı́. Je v souladu s komunikativnı́ orientacı́
cizojazyčné výuky a jeho součástı́ jsou také zásady a postupy pro plánovánı́, im-
plementaci a hodnocenı́ jednotlivých komponentů kurikula.1

2 Výzkumné šetření
2.1 Cíl, výzkumné otázky

Cı́lem šetřenı́ bylo zjistit, jak probı́hala na českých veřejných fakultách technického
zaměřenı́ tvorba jazykových kurikul pro bakalářský studijnı́ program. V návaznosti
na tento cı́l byly zformulovány následujı́cı́ výzkumné otázky.

1. Kdo se podı́lel na vytvářenı́ kurikula anglického jazyka pro bakalářský studijnı́
program, podle kterého se v současné době vyučuje?

2. Které z klı́čových aspektů vzali tvůrci kurikula v úvahu při tvorbě daného ku-
rikula?

3. Na jakých studijnı́ch materiálech je stávajı́cı́ kurikulum založeno?

1 V této souvislosti upozorňujeme na skutečnost, že učitelé-praktici, kteřı́ se vı́ce než o teorii zajı́majı́
o praktickou stránku věci (Nunan, 1996, s. 10), se často při tvorbě kurikula nejdřı́ve soustředı́ na výběr
a uspořádánı́ učiva, na výukové materiály a učebnı́ aktivity pro studenty, na vyučovacı́ metody, které
budou použı́vat, na roli, kterou budou ve třı́dě zastávat. Teprve potom se zabývajı́ stanovenı́m cı́lů, nebo
je dokonce vůbec neformulujı́ (srov. Graves, 1996, s. 19, 26; White, 1988, s. 33).
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2.2 Metodologie

2.2.1 Výzkumný nástroj

Pro řešenı́ vymezeného problému jako výzkumný nástroj bylo zvoleno dotaznı́ko-
vé šetřenı́. Při stanovenı́ obsahu dotaznı́ku jsme vycházeli z vědeckých poznatků
o teorii kurikula, o jazykovém kurikulu a jeho projektovánı́ (srov. Jonáková, 2013,
s. 41–72). Rovněž byly analyzovány informace o jazykové výuce v bakalářském
studijnı́m programu na webových stránkách zkoumaných fakult. V této souvislosti
je však nutné upozornit na skutečnost, že ne ke všem zkoumaným údajům byl na
internetu přı́stup.
Dotaznı́k byl pilotován v květnu 2012 na Univerzitě obrany v Brně a následně
upraven na základě komentářů jednotlivých respondentů. Konečnou verzi před-
stavoval úvodnı́ text a 38 otázek, z nichž 10 bylo uzavřených, 21 polootevřených
a 2 otevřené. Rovněž zde byly zahrnuty 4 otázky, jejichž prvnı́ část obsahovala
otázku uzavřenou a na ni navazujı́cı́ druhá část otázku polootevřenou. Dále zde
byla položena otázka, jejı́ž prvnı́ část byla po formálnı́ stránce shodná s předcho-
zı́mi 4 položkami, avšak jejı́ druhou část tvořila otázka otevřená. Celkově mezi
uzavřenými otázkami převažovaly otázky škálové (srov. Jonáková, 2013, Přı́loha
č. 8 – Finálnı́ verze dotaznı́ku).

2.2.2 Respondenti

Základnı́ soubor, při jehož vymezenı́ bylo nezbytné uplatnit záměrný výběr re-
spondentů, byl tvořen vyučujı́cı́mi anglického jazyka, kteřı́ se přı́mo podı́leli na
tvorbě kurikula předmětu Anglický jazyk pro bakalářský studijnı́ program, nebo
kteřı́ za ni bezprostředně zodpovı́dali.
Vyplňovánı́ dotaznı́ků, jež byly respondentům rozeslány v elektronické podobě
1. června 2012, probı́halo do 10. srpna 2012 včetně. K tomuto datu se také vzta-
hujı́ výsledky a závěry prezentovaného výzkumu. Bylo osloveno 27 fakult technic-
kého zaměřenı́, z nichž 22 dotaznı́k vyplnilo. Návratnost v rovině škol tak činila
81 %. Protože na fakulty vstupujı́ studenti s rozdı́lnou znalostı́ anglického jazyka,
jsou na některých z nich vypracována kurikula pro různé vstupnı́ úrovně znalosti
angličtiny. Dı́ky velké ochotě respondentů se tak podařilo zı́skat údaje o tvorbě tři-
ceti kurikul předmětu Anglický jazyk pro bakalářský studijnı́ program technického
zaměřenı́. V rámci tohoto počtu 1 fakulta zaslala informace o tvorbě 1 kurikula
pro úroveň A2, 7 fakult pro úroveň B1, 2 fakulty pro úroveň B2 a jedna fakulta
pro úroveň C1. Dále 1 vysokoškolská instituce zodpověděla dotaznı́k o tvorbě 3
kurikul (úroveň A2, B1 a B2), 4 fakulty o tvorbě 2 kurikul (úroveň B1 a B2 –
celkem 8 kurikul) a 1 jazykové pracoviště, jež zabezpečuje výuku na 6 fakultách,
vyplnilo údaje o tvorbě 2 kurikul pro úroveň A2 a 6 kurikul pro úroveň B2.
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2.2.3 Analýza dat

Po ukončenı́ sběru dat byly odpovědi respondentů převedeny do datové matice,
některé z nich však nebylo možné statisticky zpracovat. V takových přı́padech
bylo provedeno slovnı́ vyhodnocenı́. Nezodpovězené položky byly klasiϐikovány
jako chybějı́cı́ údaje, s nimiž se při statistickém zpracovánı́ nepracovalo. V průběhu
analýzy a interpretace dat byla všem dotazovaným zajištěna naprostá anonymita.
Pro stanovenı́ reliability bylo použito Cronbachovo alfa, které bylo vzhledem k po-
vaze položek nutné počı́tat pro vı́ce částı́ dotaznı́ku. Zı́skané hodnoty byly násle-
dujı́cı́: 0,78; 0,58; 0,94; 0,9; 0,99; 0,78; 0,54. Protože hodnoty Cronbachovo alfa
jsou ovlivněny i počtem respondentů, byla považována za spolehlivou již hodnota
většı́ než 0,50. Validita odpovědı́ respondentů byla zajištěna výše zmı́něnou pilo-
tážı́ na Univerzitě obrany v Brně.

3 Výsledky
Z celkového počtu 30 vyhodnocených kurikul byla 4 vypracována pro výstupnı́
úroveň A2, 12 pro výstupnı́ úroveň B1, 13 pro výstupnı́ úroveň B2 a 1 kurikulum
pro výstupnı́ úroveň C1. Zı́skané údaje naznačujı́, že převládajı́ společná kurikula
pro smı́šené skupiny českých a zahraničnı́ch studentů, kteřı́ na technických fakul-
tách studujı́ v rámci ERASMU (22 kurikul – 73 %). Jen přibližně jedna čtvrtina
(23 %) je určena pouze českým studentům.
Kurikula byla tvořena v užšı́ch týmech výhradně internı́mi učiteli daných jazyko-
vých pracovišť. Jen jeden respondent napsal, že kurikulum vypracoval sám, a to
pro výuku technické angličtiny na úrovni A2. Jedenáct pracovnı́ch týmů (38 %)
bylo složeno z učitelů anglického jazyka vyškolených na tvorbu jazykového kuri-
kula, 16 týmů z učitelů nevyškolených (52 %) a 2 skupiny byly smı́šené. Z indivi-
duálnı́ch výpovědı́ respondentů vyplynulo, že členové týmů byli jmenováni vedou-
cı́m jazykového pracoviště na základě pedagogické praxe a ochoty spolupracovat.
Kritériem byla také zkušenost učitele s typem jazykového kurzu, pro který mělo
být kurikulum vytvořeno. Průběh pracı́ vnı́mali respondenti pozitivně, a to jak po
stránce vzájemné důvěry a komunikace mezi členy týmu (100 %), tak po stránce
důvěry ve vedenı́ pracoviště (100 %) a komunikace s nı́m (97 %).
Tvůrci kurikul se snažili konzultovat dı́lčı́ výsledky své práce i s ostatnı́mi učiteli
(83 % – 25 kurikul), a to při tvorbě kurikul jak pro nižšı́, tak i vyššı́ výstupnı́
úroveň znalosti anglického jazyka (A2, B1, B2 podle SERRJ). Jednalo se zejména
o otázky vymezenı́ obecných učebnı́ch cı́lů – goals (96 % kurikul), stanovenı́ ob-
sahu kurzů (100 % kurikul), výběru výukových materiálů (96 % kurikul) a roz-
vrženı́ učiva do jednotlivých semestrů či modulů (92 % kurikul). Dı́lčı́/ konkrétnı́
výukové cı́le byly společně projednávány při tvorbě 18 kurikul (72 %). Kolektivnı́
diskuse na pracovišti byly rovněž vedeny kvůli úlohám zaměřeným na upevňovánı́
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jazykových prostředků (84 % kurikul), v menšı́ mı́ře pak kvůli úlohám zaměřeným
na rozvoj řečových dovednostı́ (52 % kurikul). Přibližně pro dvě třetiny respon-
dentů (68 %) bylo důležité při vytvářenı́ kurikula vést diskuse s učiteli i o způsobu
hodnocenı́ studentů. Problematice samotného hodnocenı́ kurzu byla v rozhovo-
rech věnována pozornost jen v přı́padě tvorby 10 kurikul (40 %). Rovněž otázky
spojené s přı́mým vedenı́m vyučovacı́ hodiny, jako např. výběr přiměřených vyu-
čovacı́ch metod či forem výuky byly s kolegy diskutovány při vytvářenı́ méně než
poloviny kurikul (srov. Graf č. 1).

Graf 1: Diskutované komponenty kurikula s ostatními učiteli AJ

Kurikula vznikala předevšı́m za významné spolupráce s vedenı́m jazykových pra-
covišť (87 % – 26 kurikul). Výraznějšı́ spolupráce s odbornými katedrami existo-
vala pouze při tvorbě 8 kurikul (27 %), a to pro výstupnı́ úrovně B1 a B2. Studenti
se podstatněji podı́leli na vytvářenı́ jen 4 kurikul (13 %). Jednalo se o výstupnı́
úroveň A2, B1 a B2.
Nejčastěji uváděným argumentem pro vznik současných kurikul byla snaha účin-
něji využı́t informačnı́ a komunikačnı́ technologie v cizojazyčné výuce (57 % – 17
kurikul), a to jak ve vyučovacı́m procesu při aktivnı́m začleňovánı́ studentů do
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učebnı́ch činnostı́, při výkladu a procvičovánı́ učiva či při vyhledávánı́ potřebných
elektronických studijnı́ch materiálů, tak při jejich vlastnı́m samostudiu. Jako dalšı́
přı́činu respondenti zmiňovali vymezenı́ nových požadavků na výstupnı́ znalost
anglického jazyka (27 % – 8 kurikul). Rovněž svou roli sehrála i skutečnost, že na
vysokou školu přicházeli studenti s vyššı́ vstupnı́ úrovnı́ znalosti anglického jazyka
(17 % – 5 kurikul), a dále, že z rozhodnutı́ vedenı́ docházelo ke snı́ženı́ časové
dotace pro výuku cizı́ho jazyka (13 % – 4 kurikula). Na některých jazykových
pracovištı́ch byla jako přı́čina uvedena dlouhodobějšı́ absence kurikula anglického
jazyka pro bakalářský studijnı́ program (13 % – 4 kurikula). Na dvou fakultách
bylo důvodem vzniku současného kurikula zavedenı́ povinné výuky anglického
jazyka i pro ty studenty, kteřı́ tento jazyk v podstatě neznali (srov. Graf č. 2).

Graf 2: Důvody k vytvoření současného kurikula

Mezi zkoumanými jazykovými kurikuly nepatrně převažovala kurikula pro studen-
ty organizované vı́ce méně jen v homogennı́ch skupinách podle jazykové úrovně
(48 % – 14 kurikul). Jedenáct kurikul (38 %) bylo vypracováno pro studenty ve
stejnorodých skupinách podle úrovně jazykových znalostı́ a zároveň podle studij-
nı́ch oborů. Avšak pouze velmi malý počet kurikul (10 % – 3 kurikula) byl určen
studentům organizovaným výhradně ve skupinách podle studijnı́ch oborů. Jeden
respondent uvedl, že při tvorbě kurikula nebylo vzato v úvahu ani jedno z těchto
kritériı́ (3 % – 1 kurikulum). Důvodem je způsob zápisu do kurzu anglického ja-
zyka na dané fakultě, kdy záležı́ výlučně na studentovi, který kurz si zvolı́ a ve
kterém ročnı́ku ho absolvuje. Dvě třetiny kurikul (19) označili respondenti za
kurikula několikafázová, zohledňujı́cı́ u studentů různou vstupnı́ úroveň znalosti
anglického jazyka.
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Co se týká samotného vytvářenı́ zkoumaných kurikul, opı́rali se jejich tvůrci o vý-
sledky analýzy potřeb studentů, a to zejména o výsledky spojené s praktickými
otázkami, k čemu budou studenti anglický jazyk ve své profesi použı́vat (100 %
kurikul) a jaká je jejich úroveň znalosti anglického jazyka na počátku kurzu (92 %
– 25 kurikul). Rovněž vycházeli z vymezené časové dotace pro cizojazyčnou výuku
v bakalářském studijnı́m programu (100 % – 30 kurikul) a z požadavků institu-
ce na výstupnı́ znalost anglického jazyka (86 % – 25 kurikul). Přibližně ve dvou
třetinách kurikul (20 kurikul) jsou reϐlektovány i možnosti jazykového pracoviš-
tě z hlediska jeho materiálnı́ho vybavenı́. Oporou pro 60 % tvůrců kurikul (18
kurikul) se také staly dokumenty vydané přı́slušnou fakultou a jejı́m jazykovým
pracovištěm. Z odpovědı́ respondentů dále vyplynulo, že stávajı́cı́ kurikula jsou
stále považována za významný zdroj informacı́ (87 % – 26 kurikul) a tvůrci z nich
naprosto běžně vycházejı́ při vytvářenı́ kurikul nových (srov. Graf č. 3).

Graf 3: Vybraná východiska pro tvorbu současného kurikula

Tvůrci kurikul jen málo přihlı́želi k vyučovacı́mu stylu učitelů, jejich motivaci, pra-
covnı́ zátěži či dosaženému vzdělánı́. Podstatnějšı́ pro ně byla zkušenost učitelů
s výukou cizı́ho jazyka (53 % – 16 kurikul) a jejich schopnost ϐlexibilně reagovat
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na změny (50 % – 15 kurikul). Co se týká studentů, zabývali se zejména otáz-
kou dostupnosti výukových materiálů pro ně určených (63 % – 19 kurikul), je-
jich předchozı́mi zkušenostmi se studiem jazyků (18 kurikul) a jejich představami
o studiu cizı́ho jazyka na vysoké škole (57 % – 17 kurikul) (srov. Graf č. 4).

Graf 4: Pozornost vybraným aspektům při tvorbě kurikula vztahujících se k učitelům/studentům

Za klı́čové prvky v kurikulu byly považovány obecné učebnı́ cı́le (100 % – 30 ku-
rikul), dı́lčı́/ konkrétnı́ výukové cı́le (80 % – 24 kurikul) a sylabus (100 % – 30
kurikul). Kurikula rovněž zahrnovala základnı́ informace o typu kurzu (93 % – 28
kurikul), časovou dotaci pro výuku anglického jazyka (100 % – 30 kurikul), odka-
zy na výukové materiály (97 % – 29 kurikul), údaje o počtu kreditů udı́lených za
semestr (97 % – 29 kurikul) a o způsobu hodnocenı́ studentů (93 % – 28 kurikul).
Přibližně dvě třetiny (63 % – 19 kurikul) informovaly také o podmı́nkách, které
je pro přijetı́ do kurzu nutno splnit. Avšak jen ve velmi omezeném počtu kurikul
byly konkretizovány vyučovacı́ metody a úlohy na rozvı́jenı́ řečových dovednostı́
a upevňovánı́ jazykových prostředků (srov. Graf č. 5).
Elektronické podpory výuky byly součástı́ 22 kurikul (73 %), a to pro výstupnı́
úrovně znalosti anglického jazyka A2 až B2. Byly určeny k samostatné přı́pra-
vě studentů na vyučovacı́ hodiny (68 % – 15 kurikul) a rovněž tvořily důležitou
součást vyučovacı́ch hodin, v nichž byly využı́vány např. při výkladu a procvičenı́
gramatiky či k objasněnı́ odborné terminologie (64 % – 14 kurikul). V polovině
kurikul sloužila počı́tačová podpora jako tzv. „odevzdávárna“ domácı́ch úkolů a se-
minárnı́ch pracı́ a přibližně ve stejném počtu plnila i roli testovacı́.
Téměř všichni tvůrci současných kurikul (93 % – 28 kurikul) vycházeli ze Společ-
ného evropského referenčnı́ho rámce pro jazyky (SERRJ), jenž umožňuje v evrop-
ských zemı́ch plánovat srovnatelné jazykové programy pro různé úrovně znalos-
ti cizı́ho jazyka. Znalosti čerpali hlavně pro vypracovánı́ obecných učebnı́ch cı́lů
(86 % – 24 kurikul) a sylabů (89 % – 25 kurikul), a dále pro výběr přiměřených
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Graf 5: Komponenty explicitně uvedené v kurikulu

výukových materiálů (96 % – 27 kurikul). V menšı́m počtu kurikul byly poznatky
ze SERRJ rovněž využity k vypracovánı́ dı́lčı́ch/ konkrétnı́ch učebnı́ch cı́lů (71 %
– 20 kurikul) a ke speciϐikaci obsahu zkoušek (61 % – 17 kurikul) a testů (50 % –
14 kurikul). Avšak Evropské jazykové portfolio, jež je obecně vnı́máno jako velmi
užitečný doklad umožňujı́cı́ studentovi posoudit, do jaké mı́ry je např. schopen
použı́vat cizı́ jazyk v praxi, se stalo součástı́ pouze 6 kurikul (20 %).
Zkoumaná kurikula byla zaměřena na oblast osobnı́, vztahujı́cı́ se k soukromému
životu jedince, k jeho rodině, přátelům a zálibám, předevšı́m pro výstupnı́ úroveň
A2. Nicméně této oblasti byla věnována pozornost i ve 4 kurikulech pro výstupnı́
úroveň B1, ve 4 kurikulech pro výstupnı́ úroveň B2 a také v kurikulu pro výstupnı́
úroveň C1. Přı́pravou pro oblast veřejnou, v nı́ž se člověk jako součást lidského
kolektivu zapojuje do různých jednánı́, se zabývala všechna kurikula pro výstupnı́
úroveň A2. Podle výpovědi respondentů se na ni soustředilo rovněž 9 kurikul pro
výstupnı́ úroveň B1, 4 pro výstupnı́ úroveň B2 a 1 kurikulum pro výstupnı́ úroveň
C1 (60 % – 18 kurikul). Velký důraz na přı́pravu pro oblast pracovnı́, jež zahrnuje
vše, co se pojı́ s činnostmi a vztahy jedince při výkonu povolánı́, kladli tvůrci
kurikul ve všech kurikulech vypracovaných pro výstupnı́ úrovně B1, B2 a C1 (26
kurikul). Pozornost je v nich rovněž věnována oblasti vzdělávacı́, kdy jsou jedinci
zapojeni do organizovaného vzdělávánı́.
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Tvůrci kurikul založili výuku předevšı́m na komerčnı́ch učebnicı́ch (90 % – 27
kurikul) a vlastnı́ch výukových materiálech vyučujı́cı́ch (100 % – 30 kurikul), což
platı́ pro všechny uvedené výstupnı́ úrovně znalosti angličtiny. Co se týká učeb-
nı́ch pomůcek vytvářených na jednotlivých jazykových pracovištı́ch (např. skripta),
hrajı́ ve výuce podstatnou roli přibližně ve třech čtvrtinách kurikul (72 % – 21
kurikul). Naopak materiály, které učitelům poskytujı́ studenti, jsou považovány za
důležité pouze v 7 ze zkoumaných kurikul (24 %).
Z vyjádřenı́ všech respondentů vyplynulo, že sylabus byl přizpůsoben obsahu vy-
braných učebnı́ch materiálů. Pro všechny výstupnı́ úrovně znalosti anglického ja-
zyka A2 až C1 zcela převažujı́ sylaby integrované zahrnujı́cı́ elementy různých
typů sylabů. Pro výstupnı́ úroveň A2 jsou 2 sylaby tvořeny prvky sylabu struk-
turovaného, pojmově funkčnı́ho a situačnı́ho. V 1 kurikulu pro tuto výstupnı́ úro-
veň, které je určeno pro výuku technické angličtiny, pak převládajı́ prvky sylabu
tematického a situačnı́ho. Co se týká kurikul pro výstupnı́ úroveň B1 a B2, jen 4
dotázanı́ označili sylaby za pouze tematické a dalšı́ 2 za pouze pojmově funkčnı́.
Přibližně třı́ čtvrtiny respondentů (76 %) uvedly, že se v jejich kurikulech jedná
o sylaby integrované (19 kurikul). V nich jsou výrazně zastoupeny prvky sylabu
tematického (100 % sylabů) a prvky sylabu zaměřeného na rozvı́jenı́ řečových do-
vednostı́ (80 % sylabů). V menšı́m počtu sylabů jsou také obsaženy prvky sylabu
strukturovaného (60 % sylabů), sylabu zaměřeného na řešenı́ úloh (40 % sylabů),
sylabu pojmově funkčnı́ho (33 % sylabů) a sylabu situačnı́ho (27 %). V kurikulu
pro výstupnı́ úroveň C1 byl sylabus rovněž označen jako integrovaný.
Největšı́ důraz kladli tvůrci kurikul na výuku jazyka odborného (80 % – 24 ku-
rikul). V přibližně dvou třetinách kurikul však nenı́ opomı́jena ani výuka jazyka
obecného (60 % – 18 kurikul) a akademického (63 % – 19 kurikul). Ve 3 kuriku-
lech pro výstupnı́ úroveň A2 (75 %) se tvůrci soustředili pouze na výuku jazyka
obecného. Nicméně zbývajı́cı́ čtvrté kurikulum pro tuto výstupnı́ úroveň je zamě-
řeno předevšı́m na výuku jazyka odborného, kdy obecný a akademický jazyk jsou
považovány za spı́še nedůležité. V této souvislosti je vhodné upozornit na fakt,
že toto kurikulum bylo vytvořeno s cı́lem vyučovat technickou angličtinu. Výuce
obecného jazyka je dále věnována pozornost v 9 kurikulech pro výstupnı́ úroveň
B1 (75 %), v 5 kurikulech pro výstupnı́ úroveň B2 (38 %) a rovněž v jediném
kurikulu pro výstupnı́ úroveň C1. Výuka odborného jazyka je považována za dů-
ležitou ve všech kurikulech pro výstupnı́ úrovně znalosti angličtiny B1, B2 a C1.
Výuka akademické angličtiny byla zahrnuta do převážné většiny kurikul pro vý-
stupnı́ úroveň B2 (92 % – 12 kurikul) a přibližně do poloviny kurikul pro výstupnı́
úroveň B1 (58 % – 7 kurikul).
V kurikulech, která kladou důraz na výuku obecného jazyka, se považuje za důle-
žité jak rozvı́jenı́ receptivnı́ch řečových dovednostı́ poslechu a čtenı́ (100 % ku-
rikul), tak produktivnı́ch řečových dovednostı́ mluvenı́ (100 % kurikul) a psanı́
(94 % kurikul). Potřeba rozvı́jet u studentů dovednost pı́semného projevu je po-
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kládána za spı́še nedůležitou jen v 1 kurikulu pro výstupnı́ úroveň B2. Stejně jako
na řečové dovednosti byla při tvorbě kurikul soustředěna pozornost také na výuku
jazykových prostředků, a to zejména gramatiky a slovnı́ zásoby (100 % kurikul).
Nácviku fonetiky při výuce obecné angličtiny je důležitost přisuzována v menšı́m
počtu kurikul – ve 3 pro výstupnı́ úroveň A2 (100 %), v 6 kurikulech pro výstupnı́
úroveň B1 (67 %), v 1 kurikulu pro výstupnı́ úroveň B2 (20 %) a také v jediném
kurikulu pro výstupnı́ úroveň C1.
V kurikulech, v nichž je pozornost soustředěna na výuku jazyka odborného a aka-
demického, je rovněž rozvı́jenı́ receptivnı́ch řečových dovednostı́ považováno za
důležité. Na rozvoj řečové dovednosti čtenı́ je kladen důraz ve všech kurikulech
pro výstupnı́ úrovně B1 a B2, na rozvoj poslechu se soustředı́ 10 kurikul pro
výstupnı́ úroveň B1 (83 %) a 12 kurikul pro výstupnı́ úroveň B2 (92 %). Také
tvůrci jediného kurikula pro výstupnı́ úroveň A2, zaměřeného na technickou ang-
ličtinu, a jediného kurikula pro výstupnı́ úroveň C1 přisuzujı́ rozvoji těchto dvou
řečových dovednostı́ podstatný význam. Rozvı́jenı́ řečových produktivnı́ch doved-
nostı́ mluvenı́ a psanı́ je pokládáno za důležité ve všech kurikulech pro výstupnı́
úroveň B2 (100 %) a v převážné většině kurikul pro výstupnı́ úroveň B1 (92 %). V
kurikulu pro výstupnı́ úroveň A2 je velký důraz kladen na samostatný ústnı́ projev
a ústnı́ interakci, pı́semný projev je však považován za spı́še nedůležitý. V kurikulu
pro výstupnı́ úroveň C1 jsou tyto dvě produktivnı́ dovednosti pokládány za spı́še
důležité. Ve všech kurikulech pro výstupnı́ úrovně A2 až B2 je v centru pozor-
nosti osvojovánı́ slovnı́ zásoby a gramatiky, v kurikulu pro výstupnı́ úroveň C1
je upřednostňováno pouze rozvı́jenı́ lexika. Nácvik fonetiky při výuce odborného
a akademického jazyka je pokládán za důležitý v 9 kurikulech (69 %) pro výstupnı́
úroveň B2 a v 7 kurikulech (64 %) pro výstupnı́ úroveň B1. Nicméně v kurikulech
pro výstupnı́ úrovně A2 a C1 je nácvik fonetiky považován za spı́še nedůležitý.
Tvůrci kurikul se soustředili také na strategie učenı́ se cizı́mu jazyku, jež studento-
vi poskytujı́ širšı́ škálu řešenı́ a umožňujı́ tak dokončit úlohu co možná nejúplněji
či nejúsporněji (100 % – 30 kurikul). Dále věnovali pozornost pragmatickým kom-
petencı́m (97 % – 29 kurikul). Osvojovánı́ si sociokulturnı́ch znalostı́ je pokládáno
za důležité v polovině kurikul (50 % – 15 kurikul), z nichž se jedná o 2 kurikula
pro výstupnı́ úroveň A2, 8 kurikul pro výstupnı́ úroveň B1, 4 kurikula pro výstupnı́
úroveň B2 a 1 kurikulum pro výstupnı́ úroveň C1. Důraz na sociolingvistickou
kompetenci je zmı́něn ve dvou třetinách kurikul (66 % – 20 kurikul) – v 9 pro
výstupnı́ úroveň B1, v 10 pro výstupnı́ úroveň B2 a v 1 kurikulu pro výstupnı́
úroveň C1.
Co se týče role učitele a studenta ve vyučovacı́ch hodinách, až na jedno kuriku-
lum je učitel pokládán za facilitátora, který chápe potřeby studentů, vede je k sa-
mostatnosti při učenı́ se a poskytuje jim konkrétnı́ podporu, která tento proces
usnadňuje. V převážné většině kurikul je učitel považován také za koordinátora,
který uspořádává aktivity studentů a vytvářı́ prostor pro vzájemnou spolupráci
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a sdı́lenı́ poznatků (87 % – 26 kurikul). V přibližně dvou třetinách kurikul je učitel
vnı́mán i jako „supervizor“ dohlı́žejı́cı́ na práci studentů (70 % – 21 kurikul) a dá-
le jako partner, jenž v přı́padě potřeby pomáhá studentům, kteřı́ ve vyučovacı́m
procesu přejı́majı́ aktivnı́ roli (63 % – 19 kurikul). Od posluchačů se v kurikulech
očekává, že se aktivně účastnı́ učebnı́ho procesu ve spolupráci s učiteli i studenty
(100 % kurikul), budou nezávisle pracovat s materiály určenými pro samostudium
a rovněž přijmou odpovědnost za své vlastnı́ učenı́ (87 % – 26 kurikul). Přibližně v
polovině kurikul (57 % – 17 kurikul), a to napřı́č kurikuly pro výstupnı́ úrovně A2
až B2, se objevuje požadavek rozvı́jet vlastnı́ učebnı́ strategie samotnými studenty.
Být schopen se ohodnotit se od studenta předpokládá v téměř polovině kurikul
(47 % – 14 kurikul), a to rovněž jak v kurikulech pro výstupnı́ úroveň A2, tak
i B1 a B2.
Jako nejčastějšı́ argumenty, které by mohly negativně působit na zaváděnı́ nově
vytvořených kurikul do učebnı́ho procesu, tvůrci uváděli nı́zkou hodinovou dotaci
pro cizojazyčnou výuku (90 % – 27 respondentů) a nedostatečnou vstupnı́ úro-
veň znalosti angličtiny (73 % – 22 respondentů). S tı́m souvisela i obava přibliž-
ně poloviny dotázaných (53 % – 16), že studenti nemusı́ být schopni zvládnout
stanovený obsah daného tématu na požadované úrovni. Přı́lišný důraz učitele na
samostatnou přı́pravu studentů byl vnı́mán jako rizikový faktor při implementaci
kurikula zhruba u třetiny respondentů (37 % – 11).
Je pozoruhodné, že téměř tři čtvrtiny tvůrců kurikul pro výstupnı́ úrovně znalosti
angličtiny A2 až B2 (73 % – 22 respondentů), kteřı́ podle stávajı́cı́ch kurikul sami
učı́, vyslovily na základě svých současných praktických zkušenostı́ názor, že by
bylo vhodné tato kurikula znovu částečně modiϐikovat. Změny by se měly týkat
předevšı́m zvolených výukových materiálů (86 % – 19 respondentů). V této sou-
vislosti přibližně jedna třetina tvůrců (32 % – 7 respondentů) uvedla, že by spo-
lečně s řešenı́m otázky výukových materiálů provedla také revizi obsahu kurzu,
a zhruba jedna čtvrtina (27 % – 6 respondentů) by změnila i jeho celkové uspo-
řádánı́. Ve snaze umožnit učitelům ϐlexibilnějšı́ přı́stup ke studentům by kurikulum
pozměnila jedna třetina tvůrců (32 % – 7 respondentů).

4 Závěr
Tvorba jazykových kurikul na technických fakultách je přizpůsobena vlastnı́mu
akademickému prostředı́. Významným faktorem, který podstatně ovlivnil proces
tvorby kurikul, bylo složenı́ pracovnı́ch týmů pouze z internı́ch vyučujı́cı́ch jednot-
livých jazykových pracovišť, jejich znalost tvorby kurikula a podmı́nky, za nichž
byla kurikula vytvářena.
Důležitou roli sehrál v tvorbě kurikul také komunikativnı́ přı́stup k výuce cizı́ch
jazyků, přı́prava studentů předevšı́m pro oblast pracovnı́, SEERJ a stávajı́cı́ kuri-
kulum.
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Nezanedbatelný vliv měla na tvorbu kurikul rovněž snaha zvyšovat studentovu au-
tonomii v procesu učenı́ se cizı́mu jazyku, z čehož vyplývaly i role určené učitelům
a studentům v procesu edukace.
Při tvorbě kurikul byla primárnı́ pozornost věnována klı́čovým komponentům, a to
obecným učebnı́m cı́lům (goals), dı́lčı́m výukovým cı́lům (objectives) a sylabu. Dá-
le se tvůrci soustředili na základnı́ informace o typu kurzu, časovou dotaci pro
výuku cizı́ho jazyka, odkazy na výukové materiály, údaje o počtu udı́lených kreditů
za semestr a o způsobu hodnocenı́ studentů.
Výuku založili tvůrci kurikul hlavně na komerčnı́ch učebnicı́ch a vlastnı́ch výuko-
vých materiálech vyučujı́cı́ch. Sylabus byl přizpůsoben obsahu vybraných učebnı́ch
materiálů, přičemž převažoval sylabus integrovaný. Elektronické podpory výuky
se staly součástı́ kurikul a byly předevšı́m určeny k samostatné přı́pravě studentů
na vyučovacı́ hodiny.
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Learning support and testing accommodations for he
students with dyslexia, with emphasis on English as

a foreign language

Svatava Heinlová

Introduction
In 2015, in their ofϐice 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 speciϐic 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 beneϐit 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 speciϐic 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, speciϐically 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 speciϐic learning difϐiculty 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 deϐined
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 (deϐined
as not more than two-year-old) specialist report from a recognized educational-
psychological counselling centre as proof of a learning difference. Exceptionally,
in justiϐied 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 přı́ležitosti pro všechny—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-ϐledged 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 speciϐic 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 conϐlict 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 Speciϐic 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 Kocurová 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-conϐidence 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 speciϐic educational needs
through in-training seminars and workshops delivered by both a trained IALS
dyslexia contact person (S. Heinlová) and invited experts, such as S. Lozanova,
B. Savtchev, or S. Hanušová.

2 Learning support adjusted to the speciϐics 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 ϐield is reϐlected 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
difϐiculty. 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 speciϐic 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 ϐirst 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,
ϐirst as part of pre-reading activities, then during reading activities, and ϐinally the
application of information after reading. Practicing reading subsequently leads to
practicing writing, ϐirst 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) ϐinal 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 ϐield 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 deϐined 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 speciϐic 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 ϐindings 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 speciϐic 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 speciϐic 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 difϐiculty 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 speciϐic issues to consider include
potential assistance (especially with adaptive devices, such as screen readers or
screen magniϐication), clariϐication and simpliϐication 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 ϐill 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 (ϐingers
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 difϐicult 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 ϐinal 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 efϐi-
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
speciϐics 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.

References
EĎĉĊ, B. (2015). Neurodiversity in the High Tech Workforce. [online]. [23. 7. 2016].

https://www.youtube.com/watch?v=SBqpxzx4i5E
EĎĉĊ, F. (2015). How We Did It: Double Time Accommodations for Dysgraphia and Dyslexia. [online]. 2015

[23. 7. 2016]. http://www.dyslexicadvantage.org/how-we-did-it-double-time-accommodations-for-
dysgraphia-and-dyslexia/.

KĔėĒĔĘ, J., ƭ SĒĎęč, A. M. (2012). Teaching Languages to Students with Speciϔic Learning Differences. Mul-
tilingual Matters. ISBN 9781847696205.

NCBIDA. Northern California Branch of The International DYSLEXIA Association. [online]. (2015)
[30. 8. 2016]. https://dyslexia-ncbida.org/event/neurodiversity-in-the-high-tech-workforce/

RoPoV [online]. (2016) [23. 6. 2016]. http://www.ropov.zcu.cz/cı́le-projektu.html.
SĈčēĊĎĉĊė, M. Cč., GĔēČ, B., ƭ EČĆē, K. L. (2016). Testing Accommodations for Students with Dyslexia: Key

Opportunities to Understand Student Thinking. [online]. [30. 8. 2016]. http://www.nciea.org/
publication_PDFs/Testing%20Accommodations%20for%20Students%20with%20Dyslexia.pdf.

Author
Svatava Heinlová, e-mail: heinlova@ujp.zcu.cz, University of West Bohemia in Pilsen
Author is the lecturer in Intercultural Communication, Czech for Foreigners and English, 1:1 consultant
and university staff trainer in the area of teaching foreign languages to dyslexic university students.

Exploratory Article / Informativnı́ článek 157
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La categorie de « specialite » a l’epoque des lumieres
et aujourd’hui

Jérôme Boyon

Abstract : A partir de l’étude d’un corpus de manuels réuni par J. A. Caravolas et de manuels
publiés en Tchécoslovaquie au 20ème siècle, cet article observe les différents usages et con-
tenus de la catégorie didactique de « spécialité ». Contrairement aux habitudes contempo-
raines, la « spécialité » est très rarement une « profession » à l’époque des Lumières. La
pensée didactique de l’époque s’attache davantage à spéciϐier le proϐil de l’apprenant. C’est
l’invention du 20ème d’ancrer la « spécialité » dans la méthode d’élaboration des contenus
d’enseignement et d’ouvrir ainsi un éventail illimité d’objectifs spéciϐiques.

Mots-clés: F.O.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 français langue étrangère
(F.L.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 20ème siècle et sur le vaste corpus réuni par J. A. Caravolas1, je dé-
gagerai les variations dans la déϐinition « des spécialités » présentées par le titre
des manuels. Je n’hésiterai pas à citer des manuels d’autres langues, publiés dans
d’autres régions, ou à d’autres époques pour étayer une comparaison et pour
conϐirmer, ou inϐirmer, une observation et déterminer si elle correspond à une
tendance plus générale.
On verra notamment que la « spécialité », déϐinie à l’époque des Lumières, ne
concerne que très rarement un aspect professionnel et que les catégories, en
usage à cette époque, s’avèrent très surprenantes pour nos habitudes de pensée
contemporaines.
Quelque soit l’époque évoquée, notamment en ce qui concerne la catégorie
« oral » de la langue, je ne ferai référence qu’à la catégorie didactique opération-
nelle et pas à la catégorie linguistique qui déϐinit 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 siècle des lumières. Précis antholo-
gique etthématique. Tübingen, Montréal : Gunter Narr Verlag, Presses de l’Université de Montréal, 2000.
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1 La categorisation ecrit/oral
1.1 La difϐicile distinction entre « compréhension » et « production »

Face à une « langue généraliste », comprenant tous ses aspects et ses usages
possibles, une première distinction oppose les usages écrits aux usages oraux.
J.-P. Robert fait explicitement état d’une « spéciϔicité » de la langue orale : « le
domaine de l’enseignement de la langue orale qui comporte l’enseignement de la
spéciϔicité de la langue orale » (Robert, 2008 : 156.)
Au 20ème siècle, ces deux catégories peuvent être présentées simultanément.
C’est le cas par exemple de la Grammaire pratique du français d’aujourd’hui : langue
parlée, langue écrite de G. Mauger (1968). Un seul des deux aspects peut être abor-
dé, comme dans le manuel de V. Pech, Francouzsky rychle a přehledně. Praktická
učebnice hovorové franštiny pro samouky i kursy2 (1940). Dans son avant-propos
(Předmluva, p. 5), V. Pech annonce que les leçons « 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 à « littéraire » et « soutenu » qu’à « écrit ».
On retrouve les deux catégories « oral » et « écrit », dès l’époque des Lumières,
abordées sous le biais des compétences. Les manuels peuvent aussi explicitement
présenter la « compréhension écrite », comme une troisième 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 » 4. La distinction entre les catégories de « production »
et « compréhension » ne s’avère pas immédiatement pérenne. Juste pressentie
et pas encore conceptualisée, elle disparaı̂tra facilement. Les deux catégories se
confondent à nouveau dans le manuel de l’abbé de Levizac L’art de parler et d’écrire
correctement la langue française, ou grammaire philosophique et littéraire de cette
langue, à l’usage des François et des Etrangers qui désirent en connoître à fond les prin-
cipes, les beautés et le génie (1803). Le manuel met l’accent sur la « production » :
« parler et écrire ».
Les objectifs didactiques du manuel de l’abbé Lévizac se révèlent paradoxaux. En
effet, l’apprentissage de la « production » sera gommé par la seconde partie de
l’équivalence proposée, « ou grammaire philosophique et littéraire », quilaisse en-
tendre que la « production » se résume à une « compréhension » discursive des
principes généraux descriptifs de la langue.

2 « Le français rapidement et clairement. Manuel pratique de conversation française pour les autodi-
dactes et les cours. »
3 « texty s běžným psaným a mluveným jazykem » (PECH, 1940 : 5).
4 Voir notamment le manuel de Duchenbillot (1699).
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1.2 « L’écrit commercial » : première « profession » de la pensée moderne

La correspondance écrite exige l’apprentissage spéciϐique d’un code très rigide et
de l’appareil discursif et phraséologique qui l’accompagne.
Dès l’époque des Lumières, 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-
nière de faire des lettres et d’y répondre sur toutes sortes de sujets … Au 20ème siècle,
cette généralité de la correspondance écrite, « sur toutes sortes de sujets », est
toujours visée par E. Froment (1924) dans son Guide épistolaire français-allemand :
modèles 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 à 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 à la libre
circulation des biens et des marchandises5, l’activité commerciale possède une
place particulière. Les nouveaux acteurs économiques sont ainsi les premiers pro-
fessionnels à se heurter au problème de la langue étrangère. Première dans l’-
histoire moderne, la catégorie « commercial » semble occuper tout l’espace du
« professionnel ». Encore aujourd’hui, G. Wheeler, présentant l’histoire de l’ensei-
gnement dans l’ancienne Egypte, suppose naturellement qu’elle fût confrontée au
problème des langues étrangères. « En tant que puissance importante, elle entre-
tenait évidemment des contacts avec les autres nations, pour des raisons commer-
ciales, diplomatiques ou de conquêtes » 6. La catégorie « commercial » s’impose
la première à l’esprit de l’auteur, précédant « diplomatie » et « militaire ».
Mais cette hiérarchie des catégories reϐlète plus l’intuition contemporaine que
la réalité historique. Ne sachant rien de l’enseignement des langues en Egypte,7
l’exemple de Rome et du latin pourra nous renseigner. La première « spécialité »
décelée y est d’abord « administrative ». En effet, « D’après A. Bataille, sur 41
glossaires bilingues, 33 sont destinés à des hellénophones voulant apprendre le
latin, aϐin d’obtenir un poste plus important dans l’administration civile » (RO-
CHETTE, 1998 :188). Et quand J. Kramer évoque les « glossaires populaires » dans
ses descriptions des glossairesbilingues sur papyrus, on constate que payer son

5 Encyclopédieméthodique. Finances : tome second. Paris et Liège : Panckouk et Plomreux, 1785. Article
Féodal, p. 112.
6 « As a 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 à un voyageur de commerce
qu’à un touriste en vacances8.
Cette prépondérance de la catégorie « commercial » prend une importance dé-
mesurée à l’époque contemporaine. Elle s’impose même comme seule « spéciϔi-
cité » se distinguant de la langue « généraliste » dans le manuel de J. Hendrich,
Francouzština běžná a hospodářská – Français courant et commercial (1963). Inver-
sement, pour démontrer l’omniprésence de la catégorie « commercial » dans la
catégorie contemporaine « écrit », on remarque que, si un manuel ne traite pas
d’affaires commerciales, alors « l’écrit », en tant que « spéciϔicité professionelle »,
disparaı̂t totalement. Ainsi, le manuel de Français sur Objectifs Universitaires de
M. Pravda et V. Stauchová, Francouzština pro vědecké a odborné pracovníky, zák-
ladní kurs (1963), ni même le second niveau (kurs pro mírně pokročilé, 1987) n’ac-
cordent aucune place aux stratégies d’expression écrite nécessaire à la rédaction
d’articles scientiϐiques. Cette activité de production écrite relève pourtant spéciϔi-
quement de l’activité scientiϐique.
L’importance de la catégorie « commercial » à l’époque des Lumières n’est pas
non plus à sous estimer. Même si J. A. Caravolas pointe la diversité des publics et
des objectifs9, la catégorie « commercial » était déjà capable d’occuper presque
à 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 à partir de 1750, « ils s’adressent principalement aux élèves des
écoles militaires » (CARAVOLAS, 2000 : 92). Le 20ème siècle, fera encore usage de
cette « spécialité militaire ». Dans le cadre de l’empire colonial français en Afrique,
il s’agit de former les soldats à la langue du commandement comme l’indique le
Règlement provisoire du 7 juillet 1926 pour l’enseignement du français aux militaires
indigènes (1927)10.
La caractéristique didactique essentielle du 20ème siècle réside dans l’éventail
illimité des possibilités de « spécialisation » qu’on résume aujourd’hui par l’a-
cronyme F.O.S. (Français sur Objectif Spéciϐique). L’enseignement d’aujourd’hui se
propose de répondre à une demande spéciϔique. 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 für
Papyrusforschung 2004, vol. 50, 2004, pp. 49–60.
9 « les philosophes, les scientiϐiques, les hommes de lettres, mais aussi beaucoup de politiciens, d’-

hommes d’affaires et de femmes émancipées » pour l’anglais (CARAVOLAS, 2000 : 95) ; « outre les artistes,
les intellectuels et les ecclésiastiques, ce sont surtout les demoiselles de qualité » pour l’italien (CARAVO-
LAS, 2000 : 99) ;« l’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 ϐils de commerçants » (CARAVOLAS, 2000 :
104).
10 Ce manuel est décrit en détail par KAHN, Gisèle. 1990.
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des programmes devront se livrer à une enquête préalable. Cette méthode a poste-
riori11 était déjà parfaitement conçue et appliquée à l’époque des camions Sƽkoda
706. Dans leur Avant-propos (Předmluva, p. 3), les auteurs de Francouzština : jazy-
ková příručka pro zahraniční montéry (1962 ?) décrivent l’élaboration des contenus
du manuel destiné aux mécaniciens automobiles « sur la base d’entretiens avec
des mécaniciens qui avaient déjà séjourné à l’étranger. » 12 (Tƽ ULAKOVAƵ , 1962 :3).

2 Les apprenants speciϐiques des lumieres
La pensée didactique de l’époque des Lumières se montre particulièrement fé-
conde pour décrire son élève. Elle n’hésite pas à multiplier les paramètres des-
criptifs.
C’est par exemple une « jeune ϔille désireuse de tenir une conversation en langue
étrangère » 13. Dans un système éducatif dans lequel ϐilles et garçons fréquentent
des écoles différentes, les manuels s’adressent spéciϐiquement à l’un ou l’autre des
publics. Mais J. Buchanan montre en 176214 que rien n’empêche de viser les deux
catégories simultanément.
Les apprenants se différencient aussi selon leur âge. Coménius et sonOrbis sensua-
lium pictus imposèrent l’idée que l’enfant et l’adulte disposent de moyens cognitifs
et de stratégies d’apprentissage différents. Le psychisme enfantin possède aussi
une part mythologique originale. Des dragons illustrent le manuel de Coménius
(COMENIUS, 2001 :74), au 20ème siècle, 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 considère davantage comme un synonyme de ta-
bula rasa. Ainsi les « adultes débutants » sont traités à l’égal des « enfants ». Dès
lors des manuels s’adressent simultanément aux deux publics comme le montre
les Fables choisies à l’usage des enfans, et des autres personnes qui commencent à
apprendre la langue françoise de L. Chambaud (1751). Cette assimilation didactique
« adulte débutant-enfant » reste encore bien vivante au début du 20ème siècle.

11 Pour la déϐinition du FOS en tant queméthode a posteriori des contenus, par opposition à l’élaboration
a priori du français généraliste, je me permets de renvoyer à mon article publié dans le Français dans le
monde en 2008.
12 « Obsahově a zásobou slov byly přı́ručky upraveny na základě pohovorů s montéry, kteřı́ již v cizině
byli. »
13 BARETTI, GuiseppeMarco 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 andWritting 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 à l’usage des
voyageurs et de la jeunesse des écoles, Français-Italien (1901).
Le manuel de D. E. Chofϐin, Nouvelle grammaire françoise...à l’usage des dames et des
autres personnes qui ne savent pas le latin (1747), pose un troisième terme à cette
équivalence. « Les hommes (de tout âge) qui n’ont pas poussé leurs études classiques
au point d’apprendre le latin » représentent une catégorie équivalente à celle des
« dames ».
Ce manuel de D. E. Chofϐin 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 à la fois à tous les François qui veulent apprendre
l’allemand, et à tous les Allemands qui veulent apprendre le françois (1690). On peut
toujours augmenter le nombre de traductions et envisager d’enseigner plus de
deux langues. Au début du 20ème siècle Clifton promet encore une telle prouesse
grâce à son Manuel de la conversation et du style épistolaire à l’usage des voyageurs
et de la jeunesse des écoles, en six langues Français-Anglais-Allemand-Italien-Espagnol-
Portugais (1901).
Plus encore, à condition que l’apprenant maı̂trise la langue d’enseignement, cer-
tains manuels proposent d’enseigner toutes les langues. En 1779 N. Adam publie
La vraie manière d’apprendre une langue quelconque, vivante ou morte, par le moyen
de la langue française. Grammaire française à l’usage des Dames, servant de base à
toutes les autres langues. Cette prétention à l’universalisme absolu est héritée en-
core une fois des travaux de Coménius. Dans sa Grande didactique, le pédagogue
morave promet « un art universel de tout enseigner à tous » (COMENIUS, 2002 : 29).

3 Conclusion
Les auteurs des Lumières, différenciant des contenus spéciϐiques, saisirent essen-
tiellement la diversité des publics. Les « spécialités » semblaient alors sufϐisam-
ment souples pour être abordées simultanément par un même manuel.
La différence essentielle avec l’époque contemporaine, réside dans le fait que la
« profession », longtemps assimilée à un « écrit commercial », n’apparaisse que
très parcimonieusement. Il faudra donc conclure qu’elle est nécessairement le ré-
sultat d’une construction historique et qu’elle ne peut pas être conçue comme une
catégorie intuitive de la pensée didactique.
Mais ce qui semble essentiellement caractériser la pensée didactique contempo-
raine, c’est l’humilité dont savent désormais faire preuve les enseignants. Attentifs
aux demandes de leurs élèves, ils n’hésitent plus à admettre leur ignorance a priori
des contenus spéciϔiques qu’ils doivent récoltés au préalable. En recourant aux
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notions d’a priori et d’a posteriori dans l’élaboration des contenus, il est tout à fait
possible de déϐinir le F.O.S. sans recourir à l’aspect professionnel, qui en déϐinitive,
reste de l’ordre de la contingence historique.
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PĊĈč, V. (1930). První kroky do franštiny. Prague : Kvasnička a Hampl.
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Collocability and contextualization in the process of
acquiring lexis

Jiřı́ Dvořák a Daniela Dvořáková

Abstract: Signiϐicant 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 beneϐicial
not only for theneedsof students’ linguistic training in general, but also for theneedsof 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 deϐined differently. As it is stated by Křen, “je to
často pojem velice široký a může zahrnovat různé jazykové jevy od odborných
termı́nů přes vı́ceslovné předložky, frazémy a idiomy, až po nejrůznějšı́ statisticky
významné souvýskyty slov, lingvisticky nepřı́liš 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-
niϐicant co-occurrences of words, which are not quite easy to be described linguis-
tically.] (Křen 2006: 223; translated by authors) Meľčuk distinguishes idiomacity
from stability of collocation (i.e. the probability of a constituent appearing with
other constituents) and thus classiϐies “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 deϐined 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 ϐixed expression, a collocation, a unit
of meaning, is revealed by paraphrases. Teubert and Cƽermáková state that the
paraphrases of friendly ϔire do not tell us what friendly means, they explain what
friendly ϔire is. (quoted in Halliday, Teubert, Yallop & Cƽermáková 2004: 149) While
collocations or ϐixed 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 deϐinitions in various branches of
science and their sub-ϐields. There is also an increasing transition of terminology
into general language and vice versa.
Cƽermák sees that “úhrn kolokacı́ daného lexému, od nejčastějšı́ch a opakovaných
(jádro) až po řı́dké a přı́ležitostné (periférie, nové metafory), představuje kom-
binatorický proϐil 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 proϐile
of such a lexeme.] (Cƽermák 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
speciϐic 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 Hnátková as “monocol-
locability”. (Hnátková 2006: 143) An example of such a bound collocation might
be non-commissioned ofϔicer (NCO).

Collocations vs. free combination of words
Bearing in mind the fact how broadly the term collocation is deϐined it is some-
times difϐicult 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 beneϐit 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 signiϐicant.”
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 ϔixed 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 ϔilm 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., IX)

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 ϐive approaches to meaning,
i.e. meaning as reference, as logical form, as context and use, as culture, and as
conceptual structure.
Hauser mentions that “závažnost kontextu pro zpřesněnı́ slova vystupuje do
popředı́ u slov mnohovýznamových a u homonym” a “frekvence nejčastějšı́ch kon-
textů, v nichž se uživatel se slovem setkává, ovlivňuje i chápánı́ významu 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 významu a oblasti užití lexikální jednotky je sice velmi důležitý a vzá-
jemný – vždyť význam je v kontextu konkretizován a dotvářen, ba i přetvářen,
a na druhé straně se v kontextu přímo konstituuje (srov. např. otázku přenášení
významu), principiálně jde však o dva různé aspekty lexikální jednotky [the
relationship between meaning and the area of use of lexical unit is very impor-
tant and mutual, because the meaning is being speciϔied 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 speciϐied satisfactorily. According to Těšitelová (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 speciϐication. Verbs require wider con-
text, though. Cvrček categorizes the following three types of context: “bezprostřed-
nı́, blı́zký a vzdálený” [immediate, close, and distant contexts.] (Cvrček 2014: 25;
translated by authors) The distant context in such a classiϐication 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 reϐlected in
a characteristic pattern of semantic normality (and abnormality) in grammatically
appropriate contexts. Every difference in the semantic normality proϐile 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 afϔinities and disafϔini-
ties with all the other words in the language with which it is capable of con-
trasting semantic relations in grammatical contexts. Afϔinities are of two kinds,
syntagmatic and paradigmatic. A syntagmatic afϔinity is established by a ca-
pacity for normal association in an utterance (e.g. between dog and barked).
A syntagmatic disafϔinity is revealed by a syntagmatic abnormality …(e.g. the
lions are chirruping).

He also claims that, “paradigmatically, a semantic afϐinity 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
ϐixed and cannot be replaced by alternatives. We quite often do not know that
a particular collocation we use is a term with its deϐinition and a speciϐic area of
use either. Contingency plan is a ϐixed 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 ϐirst
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 commiƩee 278 7.37
quality 179 7.12 group 207 5.76
project 162 6.85 informaƟon 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 ϐirst column shows the word frequency and the second column represents
logDice score, which indicates the amount of statistical association between two
words. Rychlý (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 signiϔicance 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 collocaƟon 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 collocaƟon 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 deϐining 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 inϐluences 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 (Купцова, Стерлигова, 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 brieϐly
reviews theoretical assumptions in the sphere of antonymy and offers a classiϐica-
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 What is antonym?
The term antonym is generally used to deϐine “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 identiϐies 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-
tiϐic language than the literary language (Даниленко, 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—насипен and наливен товар. Veering and backing should also be consid-
ered antonyms when it comes to denoting a wind changing direction clockwise or
anticlockwise—вятър, духащ в посока на часовниковата стрелка или обратно на
часовниковата стрелка. Therefore, we suggest a reference to yet another deϐini-
tion which speciϐies “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 deϐined as two or more words of the same language be-
longing to the same part of speech and to the same semantic ϐield, identical in
style, (Arnold 1986) with the same grammatical meaning and functions, as well
as similar collocations—e.g. seller—buyer→ продавач—купувач; pick up—drop off
→вземане на пратка (от изпращача за превоз на дълго разстояние)—доставка
на пратка с превоз.

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 бавен – бърз

– on-time – навременен
– quick – чевръст
– prompt – незабавен

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) → от люлката до гроба,
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по време на целия жизнен цикъл; tracking and tracing (determining current and past
locations of a unit) → проследяване напред и назад.
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—мостик and
cab (separate front part of a large vehicle, such as a truck, bus, or train, in which the
driver sits)—кабина 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)—междуградски превози над 100 до 150 мили 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 classiϐication (place, direction, manner), e.g. green side light vs. red side light →
зелена vs. червена бордова светлина 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) → крайморски vs. морски
води
green transport vs. eco-unfriendly transport → зелен vs. екологично несъобразен.
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 classiϐication of antonyms offered by Komissarov in his Dictionary of English
Antonyms is based on a morphological principle (Комиссаров, 1964) according
to which antonyms may be subdivided into absolute (root) and derivational. Ab-
solute antonyms have different roots, e.g. collect—deliver → вземам – доставям
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(пратка); private (carrier)—common (carrier) → частен превозвач—обществен
превозвач; receiving (point) —shipping (point) → приемен пункт—товарен
пункт; constant—variable → постоянна—променлива (величина).
Derivational antonyms have the same roots but different derivational afϐixes
which impart a negative meaning to words. These may be formed by negative
preϐixes 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 → сглобявам—разглобявам; regard—disregard →
зачитане—незачитане; economy—diseconomy → икономия—икономическа не-
ефективност

un-: stuff—unstuff → товаря (контейнери)—разтоварвам (контейнери); load-
ing—unloading → товарене—разтоварване; anticipated—unanticipated → очак-
ван—неочакван

de-: consolidate—deconsolidate → консолидирам—деконсолидирам (пратки);
coupling—decoupling → скачване – разделяне; mountable – demountable →
монтируем – демонтируем.

non-: stackable—non-stackable → който може да се подрежда един върху друг
или не; palletized—non-palletized → палетизиран—непалетизиран (товар);
standard—non-standard→ стандартен—нестандартен; compliance—non-comp-
liance → съответствие—несъответствие.
In Bulgarian these antonyms are rendered with similar preϐixes: раз-, не-, де;-
. Interestingly enough typical preϐixes such as анти- and противо- are rare
in logistics terminology while re- does appear as a negative prefϐix – adapt –
re-adapt → приспособявам—преработвам or engineering – re-engineering →
инжeнеринг—реинжeнеринг with the corresponding пре- or ре- sufϐix in Bul-
garian.
Sometimes opposites are formed by means of antonymous sufϐixes: -ful and -
less (careful - careless). More often -less does not necessarily oppose –ful, rather
it just changes nouns into adjectives and signiϐies ‘lack of’ as in contactless
scanning of goods—безконтактно сканиране; wireless communication—безжични
комуникации; paperless information ϔlow—безкнижен информационен поток;
lightless plant—несветещ (автоматизиран) завод. Still, the opposite of paper-
less is paper(-activated) and that of lightless—lighted which should be duly noted
when teaching.
The semantic classiϐication 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 → морски превози на големи разстояния—морски
превози на кратки разстояния; push strategy—pull strategy → стратегия с
изтегляне или с избутване; merchandising inventory—manufacturing inventory
→ търговски запаси—производствени запаси; active storage—extended storage
→ краткосрочно складиране—дългосрочно складиране. The examples above
point to contradictory adjectives or attributive modiϐiers, 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 → комплектовам—разкомплектовам; durable
(goods)—non-durable (goods) → стоки за продължително ползване—стоки за
кратковременно ползване; ashore—offshore→на брега—на известно разстояние
от брега, 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, Пернишка, Василева, 1997).
These can be exempliϐied 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 оншоринг, ниършоринг and
офшоринг which do not make clear the opposition between onshoring and off-
shoring. Probably the deϐinitions offered изнасяне на бизнес дейности (производ-
ство, услуги) на дадена компания извън границите на съответната държава,
в географска близост до страната, която изнася бизнес дейности, и премест-
ване на изнесените дейности обратно в странатa 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—еднороден
превоз. Transmodal denotes freight transfers within the same mode, i.e. it ex-
tends unimodal in the number of vehicles used—превоз чрез различни превозни
средства с един вид транспорт, включващ претоварване. 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.—интермодален транспорт. However, it also contrasts
multimodal where various transport modes are employed to complete a freight jour-
ney—мултимодален транспорт 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 ϐinal
legs carried out by road are as short as possible—комбиниран транспорт. 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 ϐinal 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 speciϐic 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 →
входяща логистика—изходяща логистика; inputs—outputs → вложени ресурси
– изходни резултати (продукция, услуги, печалби); reverse logistics—forward lo-
gistics → обратна логистика—логистика напред в посока на потребителя;
pre-carriage—on-carriage → начален превоз (доставка на товара до товарен
пункт преди основния етап на транспорт)—краен превоз (доставка на
товара до разтоварния пункт след основния етап на транспорт); diver-
gent logistic system—convergent logistic system → разклоняваща се логистична
система—обединяваща (сборна) логистична система.
As stated above, antonyms like these are frequent in logistics terminology and if
the activity and direction cannot be speciϐied, 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 ϐirst pair to loading before carriage—процеси преди
натоварване или транспортиране и по време на транспортиране. 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—пълен курс към клиента and обратен
курс.
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 → изпращач/получател, exporter/importer →
износител/вносител, origin/destination → произход/местоназначение, lessor/
lessee → наемодател/наемател 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
→ купувам—продавам; pack/unpack → опаковам—разопаковам; lash/unlash →
увързвам—развързвам; stayed/un-stayed → подвижен—неподвижен, etc.
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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:
• Nouns – input – output; negligence – non-negligence; economy – diseconomy;

bundling – unbundling;
• Verbs – receive - dispatch; assemble - disassemble; wet - dry; stuff – strip;
• Adverbs – offshore - onshore; inshore – inland; upstream – downstream;
• Adjectives – inbound – outbound; unimodal – multimodal; local – international.

Often adjectives are seen as antonyms only in phrases, e.g. clean bill of lad-
ing—чист (без забележки) коносамент → foul bill of lading—коносамент със
забележки where clean and foul are opposites; full container load—пълно
натоварване на контейнер → loose container load /LCL/ orless than container
load—частично натоварване на контейнер with full and loose being antonyms.
Noun compounds and phrases can also enter in antonym relations:

• V-ing + N – opening stock—closing stock → начални запаси в началото на
периода—краен запас в края нa периода;

• V-ed2 + N – outsourced activities - insourced activities → аутсорснати
дейности, дейности, възложени на подизпълнител—дейности, досега изпъл-
нявани от външен консултант, върнати обратно в компанията; closed
port—open(ed) port → пристанище, затворено за корабоплаване—приста-
нище, отворено за корабоплаване;

• V + prep + N – drive in racking system—drive through racking system→проходен
палетен стелаж с достъп от едната страна—проходен палетен стелаж
с достъп от двете страни; pick up address – drop off address → адрес на
вземане—адрес на доставка (пратка)

• N + N – shortage stock—surplus stock → недостиг на запаси—излишен запас;
liner shipping—tramp shipping → линейно плаване - трампово плаване;

• Adj + N + N – ϔlat rate tariff—variable rate tariff → единна тарифа—промен-
ливa тарифа;

• Num + N + N – single-trip pallet—multi-trip pallet → палет за еднократна
употреба—палет за многократна употреба.

There are whole set phrases which can be used as opposites, too, e.g. First In,
First Out (FIFO)—First In, Last Out (FILO) → Първи влязъл, първи излязъл—Първи
влязъл, последен излязъл; Last-in, First Out (LIFO)—Last-in, Last Out (LILO) →
Последен влязъл, първи излязъл—Последен влязъл, последен излязъл; Make-to-
Order—Make-To-Stock → производство по поръчка—производство за запаси.
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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 afϐixes which is characteristic for
both English and Bulgarian, the most frequent being non-, dis-, de-, un- and раз-
, не-, де- 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 ϐindings 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 ϐield 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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КУПЦОВА А̅̅˸ К., А̃̃˸ Н. СТЕРЛИГОВА. (2006). Современные вопросы развития терминологии
логистики. Логистика и управление цепями поставок, №2.

LĊĊĈč, G. (1974). Semantics. New York: Penguin. ISBN 9780140134872.
LĎēēĊ, M. (2006). Constructions SV1-8/2006. Retrieved July 21 2016 www.constructions-online.de,

urn:nbn:de:0009-4-6857, ISSN 1860-2010
LĎĕĐĆ, L. (1992). An Outline of English Lexicology. Max Niemeyer Verlag Tübingen.
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„Je mehr Sprachen du sprichst, desto mehr bist du
Mensch“ – spolupráce německé sekce Jazykového

centra UPa a nadace Brücke/Most-Stiftung Dresden

Sƽ árka Zikešová, Ilona Bourová

Výuka jazyků na Univerzitě Pardubice hraje podobně jako na jiných univerzitách
a vysokých školách v Cƽeské republice nezastupitelnou roli v terciárnı́m vzdělávánı́
a jednı́m z úkolů je i přı́prava budoucı́ch absolventů na požadavky trhu práce
a na jejich budoucı́ uplatněnı́. Dalo by se předpokládat, že téměř všichni studujı́cı́
budou zapojeni do jazykového vzdělávánı́ formou povinně volitelných předmětů
nebo volitelných kurzů, a že v jejich zájmu bude znalost minimálně dvou světových
jazyků. Proto již druhým rokem uspořádala německá sekce Jazykové centra UPa
v rámci programu Německý jazyk a reálie studijnı́ cestu do Drážďan s cı́lem prak-
tického využitı́ německého jazyka. Do letošnı́ho ročnı́ku se zapojilo 10 studentů ze
všech fakult UPa, kteřı́ od 9.–13. dubna 2017 absolvovali zajı́mavý program s dis-
kuzemi a prezentacemi v rámci spolupráce s nadacı́ Brücke/Most-Stiftung Dresden
a Technische Universität Dresden, obohacený o nejrůznějšı́ exkurze cı́lenými na
speciϐický jazyk jednotlivých fakult. Záměrem studijnı́ cesty do Drážďan bylo po-
skytnout studentům vhled do speciϐik německé kultury a komunikace prostřednic-
tvı́m cı́lového jazyka, zprostředkovat jim kontakt s hodnotami a názory obyvatel
metropole bývalého „Východnı́ho Německa“ (muzea, galerie, diskuze v terénu na
základě pracovnı́ch listů). Studenti měli možnost setkat se se studenty češtiny
z Technische Universität Dresden, kdy si na základě osobnı́ch rozhovorů mohli
vyměnit své studijnı́ i jazykové zkušenosti.
Velmi přı́nosná je spolupráce s nadacı́ Brücke/Most-Stiftung Dresden, kte-
rá byla založena v roce 1997, a je nevládní neziskovou organizací, kte-
rá sleduje výhradně obecně prospěšné a nekomerčnı́ účely. Stanovila si za
cı́l spolupráci s Cƽeskou republikou a jinými státy střednı́ a východnı́ Evro-
py na podporu jejich začleněnı́ do Evropské unie. Poslánı́m nadace je na-
bı́dnout otevřené fórum všem, kteřı́ vyhledávajı́ interkulturnı́ setkávánı́ me-
zi Němci a Cƽechy a podporuje tak zájem mladých lidı́ o jazyk a kulturu
svých nejbližšı́ch sousedů. Nadace má své sı́dlo v Drážďanech a provozuje po-
bočky ve Freiburgu a v Praze. Bohužel se momentálně tato instituce nachá-
zı́ v existenčnı́ch problémech, o čemž informujı́ i renomovaná německá 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
Proč vůbec byla 4. srpna 1997 tato nadace založena? Pro osvětlenı́ této otázky
jsme si vypůjčily slova zakladatele pana Helmuta Kösera „Most spojuje“ (2010),
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která můžete najı́t v originále na stránkách http://www.bmst.eu/alles-ueber-die-
stiftung/stifter.htm:
„Cƽasto jsem byl tázán, proč jsem založil nadaci Brücke/Most-Stiftung. Každý člověk
zažı́vá ve svém životě klı́čové okamžiky, které trvale ovlivnı́ jeho myšlenı́ a jednánı́.
Pro mě jako politologa to byla porážka „Pražského jara“ v roce 1968 a „sametové
revoluce“ v roce 1989 ve střednı́ a východnı́ Evropě. Měl jsem vždy blı́zko k Cƽe-
chám, popř. k Cƽeské republice, dı́ky literatuře a hudbě a rovněž jsem se zajı́mal
o komplikované historické vztahy mezi oběma zeměmi. Když jsem jako malý cho-
dil do školy, konalo se v mém rodném městě mezinárodnı́ setkánı́, které se jmeno-
valo „Die Brücke“ (most). Tato akce sloužila v poválečné době k porozuměnı́ mezi
oběma národy. Dalšı́ výrazný vliv měla na mě moje matka, Gertrud Köser, členka
našı́ nadace, která se mnoho let angažovala v otázce křesťansko-židovského smı́-
řenı́. Tudı́ž to nebyla žádná náhoda, že mě po „převratu“ v roce 1990 osud zavedl
do Terezı́na. Myšlenka „Mostu“ vznikla zcela spontánně v roce 1990. Ve městě Hof
překlenuje jeden most údolı́, který byl tehdy zcela zničen. Cƽ lověk musel jet dolů do
údolı́ a přitom mu padl zrak nahoru k mostu. Tu mě napadla myšlenka vybudovat
most. Most porozuměnı́, bez předsudků, bez výhrad a vzájemného obviňovánı́, čas-
to na základě společné strastiplné minulosti. Založenı́ nadace následovalo téměř
současně v době „Německo-českého prohlášenı́“ v roce 1997, které se nazývalo
také „Deklarace smı́řenı́“. Kupole věže vily Brücke-Villa v Drážďanech obsahuje
deklaraci a statut nadace. Od té doby je vila častým a rádo navštěvovaným mı́stem
Drážďan.“

Obr. 1: Sídlo nadace Brücke/Most-SƟŌung v Drážďanech,
hƩp://awakeningmovie.de/x/event/bruckemost-sƟŌung-dresden/
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Třebaže je organizovánı́ výjezdů do Drážďan stále ve fázi vývoje, majı́ tyto akce
význam jak v jazykovém, tak i v interkulturnı́m rozměru, což je potěšujı́cı́ zjistit
předevšı́m z pozitivnı́ zpětné vazby německých i českých studentů. Nabı́zı́ se otáz-
ka, jak se organizátorky výjezdů mohou tuto zpětnou vazbu od studentů soϐisti-
kovaným způsobem dozvědět? K tomuto účelu sloužı́ již několik let velmi dobře
uživatelsky přátelský systém Mahara ePortfolio, který ze své podstaty umožňu-
je tvorbu vlastnı́ho elektronického portfolia, sebeprezentacı́, blogů, online žádostı́
o pracovnı́ mı́sto a tvorbu speciálnı́ch stránek, které cı́lı́ na ostatnı́ zaregistrované
uživatele nejen z internı́ho prostředı́, ale i prostředı́ externı́ho. Na tomto základě
spočı́vajı́ skupinové prezentace, které jsou navzájem prolinkovány, sdı́lené stránky
je možno též zveřejnit pomocı́ webových stránek.

Obr. 2: První část stránky skupiny č. 1,
hƩps://unicom.upce.cz/mahara/view/view.php?id=9835

V rámci kurzu Německý jazyk a reálie (kurz USLUE), který je prioritně zaměřen
na studijnı́ výjezdy, byl postup práce se systémem následujı́cı́: studenti rozdělenı́
do třı́ skupin obdrželi před výjezdem pracovnı́ listy s konkrétnı́mi úkoly, které se
lišily svou tématikou dle daných lokalit města Drážďan (městské čtvrtě Loschwitz,
Blasewitz) a města Lipsko a zároveň každá skupina musela zpracovat separátnı́
individuálnı́ úlohy. Celkem bylo uloženo studentům 9 otázek, které studenti zod-
povı́dali formou cı́leného dotazovánı́ rodilých mluvčı́ch v jednotlivých čtvrtı́ch, fo-
tografovánı́m a samozřejmě i přı́pravným rešeršovánı́m (Stadterkundungen). Zde
se ukázalo, že možnost propojenı́ textu, fotograϐiı́ a videı́ v jeden celek v systému
Mahara bylo pro studenty velkým motivujı́cı́m faktorem, pravděpodobně z důvo-
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du, že majorita mladých lidı́ dokonale zacházı́ se sociálnı́mi sı́těmi. Po přı́jezdu na
domovskou univerzitu studenti prezentovali své výstupy studijnı́ cesty klasickou
prezentačnı́ metodou před publikem jak pomocı́ PowerPointu, tak prostřednictvı́m
vytvořených stránek v systému Mahara ePortfolio. Je dobré zdůraznit, že všechny
prezentace měly velmi dobrou úroveň, ať již po jazykové či formálnı́ stránce, což
bylo dle našeho mı́něnı́ způsobeno faktem, že mnozı́ studenti se zúčastnili studij-
nı́ch cest již poněkolikáté. Jako přı́klad uvádı́me ukázku části stránky skupiny č. 1,
která zpracovala úkoly svého pracovnı́ho listu (viz obr. 3).

Obr. 3: Pracovní list skupiny č. 1

Závěrem bychom chtěly podotknout, že z didaktického hlediska lze konstatovat,
že největšı́m přı́nosem implementace systému Mahara je právě podpora konstruk-
tivistického pojetı́ vyučovánı́. Konstruktivistický přı́stup ke vzdělávánı́ odbourává
pasivnı́ přı́jem informacı́ a naopak zdůrazňuje využitı́ metod založených na aktivnı́
spolupráci, kreativitě a participaci studenta. Rozvı́jı́ se tak schopnosti komuniko-
vat, spolupracovat a aktivně se vzdělávat v rámci samostudia na základě jeho ex-
plorativnı́ aktivity. Tento způsob didaktického pojetı́ spočı́vá ve využitı́ editačnı́ch
nástrojů za účelem iniciovat změnu tradičnı́ho způsobu myšlenı́ studenta a po-
mocı́ tzv. „otevřených technologiı́“ podporovat kolaborativnı́ přı́stup nejen k výuce
cizı́ch jazyků, ale i k autonomnı́ přı́pravě různých materiálů včetně rešeršnı́ho
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monitoringu informacı́, což generuje aktivnı́ práci se zdroji jak virtuálnı́mi, tak
„klasickými“.
Jsme proto velmi rády, že vedenı́ Jazykového centra UPa tento způsob výuky ně-
meckého jazyka již několik let úspěšně podporuje a věřı́me, že i v budoucnosti bu-
dou studijnı́ cesty nedı́lnou součástı́ aktivit německé sekce JC UPa. Chtěly bychom
touto cestou zároveň oslovit germanisty a vyučujı́cı́ německého jazyka s prosbou
jakékoli podpory zachovánı́ existence nadace Brücke/Most-Stiftung.
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Redakce a redakční rada:
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