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Abbreviations in modern business correspondence
and their pedagogical implications

Ivana Kapralikova

Abstract: The aim of our contribution is to outline the frequent usage of abbreviation pro-
cesses in contemporary written business correspondence and to demonstrate the means of
creating abbreviations in this specific area of English. In the light of the latest trends of econ-
omization of speech in business communication, the abbreviation formation is highly topical
and for this reason, we focus on the analysis of the specific content of written business corre-
spondence. For a better understanding of the issue of economization of speech and business
correspondence, we define contemporary business communication in more detail, focusing
on written correspondence. By using the method of corpus analysis, we qualitatively describe
the regularities and irregularities in the creation of abbreviations extracted, which allows us to
find out which abbreviation phenomena are a reflection of the real characteristics of the jargon
of business correspondence and which are rarely found in it. The outcome of our analysis is
also reflected in its pedagogical implications.

Key words: abbreviations, business communication, business correspondence, corpus analy-
sis

Introduction

English language used in a business world, influenced by multicultural environ-
ment, new technologies but also by growth of economization of language in gen-
eral, has been changing radically. In order to establish a sound basis for lan-
guage courses in Business English, research is needed into the lexical, syntactic
and discourse characteristics of the register of English used within contemporary
business world.

The key here is usage: in order to increase productivity, the way we communicate,
and especially in the areas of work or the ways businesses are being conducted,
but also within simple exchange of informal messages, we tend to economize the
language in a sense of saving time and put least effort to communication. Brevity,
compactness of presentation and economical use of language has been pointed out
as one of the most common features of business discourse by numerous authors
(e. g. Zinukova, 2021; Lujan-Garcia, 2020; Mahyaddinova, 2022; Imre, 2022)

Usually, the learners of Business English can speak English at least at B1-B2 (in-
termediate) levels. Consequently, what they need from a Business English course
is the opportunity to learn business-related vocabulary, and to which extent they
can use specialized vocabulary of their own field in communication with any au-
thorities involved in business processes. Clear and persuasive business correspon-
dence is indeed an important part of running an efficient business and contributes
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to promoting good relations between businesses. Therefore, in the context of the
teaching of writing in English, students need to learn how to communicate in writ-
ten English as a way of sharing observation, information, thoughts, or ideas with
themselves and others (Fadilah, 2019, p. 83). Riaz and Gul (2016, p. 12) share the
same ideas, stating that written communication plays an important role in the
professional career of students majoring in business as they are to draft letters
of different nature in their professional career. According to Chan (2014, pp. 384-
386), some most challenging written means of communication that must be put
into consideration include: the use of words and clarity in order to make a busi-
ness proposal/report/plan look professional; the use of correct format and style;
the need to meet different parties’ expectations in writing negative messages; and
choosing an appropriate course book to teach written communication in business
English.

At the university level in particular, ESP teachers are unable to rely on the views
of the learners, who tend not to know what English abilities are required by the
profession they hope to acquire the knowledge about. The result is that many
ESP teachers become very much dependent on the published textbooks available.
Based on our own experience, even though the textbooks designed for business
studies have been updated regularly and there are plethora of textbooks offered,
many of them tend to use topics from multiple disciplines, making much of the
material redundant and perhaps even confusing the learner as to what is appro-
priate in the target field. Teachers are therefore left with no alternative than to
develop original materials. Taking into consideration such challenge, the ESP prac-
titioner’s role as “researcher” is especially important, with results leading directly
to appropriate materials for the classroom.

Linguistic researchers (Safont and Esteve 2004: 261-274, Mishan 2005:40, Be-
navent and Pefiamaria 2011: 89-94, Gilmore 2007: 97-118) seem to agree that
authentic language has to be brought to the students’ attention and that the teach-
ers need to take time to study how the language has to be brought to the situ-
ations in a given ESP context. The effort should be put on creating a genuinely
useful course.

Even though abbreviations, fulfil the conditions of language system, they have the
opponents, who point out their artificial character and very low level of clarity
(e. g. Aronoff, 1976). That is the reason why we have chosen the topic of abbre-
viations and the importance of their usage in business communication, because,
as far as business English is concerned, they are so common, that it would be
misleading consider them unusual and exclude them from any linguistic analysis.

The goal of the presented analysis is to understand the abbreviation processes
in contemporary business communication to the point that can be presented to
the students of Business English course in the most authentic way. For a better
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understanding of current communication in business, we present the results of
the surveys on today’s trends in this type of communication and then point out
the phenomenon of abbreviations in written communication.

By the method of qualitative corpus analysis, we elaborated the description of the
features of the abbreviation processes rather than presenting statistical quantita-
tive analyses. The outcome of our research are general features, which determine
abbreviatory processes occurring in business correspondence. The extract of the
compiled glossary of abbreviations most commonly used in various departments
of a firm is also demonstrated as its linguistic and content relevance are decisive
elements in compiling teaching materials and planning activities for a teaching
unit. The archive of such corpus divided into thematic categories can also be
a source for further scientific and research activities in corpus linguistics. Finally,
the pedagogical implications of the research findings are proposed.

Contemporary business communication

As mentioned above, in order to better understand the nature of communication
in business today and, consequently, to be able to translate new trends in this
area into teaching practice, the role of the university teacher as a researcher in
this area is essential. Establishing the nature of business communication, first,
we shall acknowledge the fact, that to younger businessmen or employees of the
companies, the first generation of true digital natives, the formal business com-
munication of older generations can appear very cold and too formal. Generation
Z keeps things much more casual. Barriers between business communication and
personal or social life have been pulled off. Stillman’s consulting firm, GenGuru,
found in a recent survey that 84% of Generation Z born after 1995 still prefers
in-person communication over email or text. But, crucially, “Generation Z defines
things like Zoom, Google Hangouts and Microsoft Teams as being face-to-face”
(O’Hara, 2014). This generation knows more about operating in the modern busi-
ness than any other generation. They can save 12 hours of hard work, know
about different cultures, what things to say and not say. Moreover, according to
Beer (2017), email has been facing competition from more sophisticated forms
of business communication, most notably texting and, more recently, instant mes-
saging. One of the underlying reasons for this struggle is obvious. Email is a fully
asynchronous medium with all the associated disadvantages, whereas texting is
less so. And instant messaging represents a real-time, synchronous form of com-
munication offering the most instantaneous feedback of the three.

The 10-question survey, launched in 2016, conducted by Laura Brown, Forbes
contributor and the author of the book The only business writing book youll ever
need, was distributed to her clients and associates and was promoted on Facebook
and Twitter. It received 528 responses from people in a wide variety of business

Study 7



roles and industries. The key question of the survey “how important is writing
in your workplace?” was designed to test whether business writing still matters.
On a five-point scale where 1 is “not important at all” and 5 is “very important,”
69.5% of respondents chose 5, and 19.5 chose 4. That’s a total of 89% suggesting
that writing actually still matters a lot in business. (No one selected 1, “not at
all”). Other questions explored what kinds of writing people produce day-to-day
at work. To the question what people find most challenging about writing at work,
38% responded saying they needed to write faster. The same percentage felt their
writing needed to be more compelling. 29% have trouble getting started on their
writing tasks. And 36.4% reported having trouble making their writing concise.
Concerning the problems with the colleagues’ writing, respondents pointed to
a lack of clarity and lack of concision, and many complained about and poor
grammar and spelling.

Brown also points out the damaging effects that technological change has had on
written communication, when digital natives’ writing style lacks correct, formal
writing. The survey results show that “writing does still matter, and it ought to
be clear and grammatically correct” (Brown, 2019). Overall, despite technology
advancement, business practices in communication stay conservative, concerned
with accuracy, precision and proper documentation. All of the above findings from
this survey demonstrate how it is extremely important to pay more attention to
written correspondence when teaching business English, and especially to give
space for students to learn how to write concisely but with understanding.

Further, increasing intertextuality has been the most apparent. Accompanying
a manager for a full day, Louhiala-Salminen (2002) observed that phone calls
were often referenced in emails, and face-to-face communication was constantly
used to discuss what had been said via other channels. “In this type of business
discourse it is the ongoing and recurring interplay between spoken and written activ-
ity that characterizes the literacy events where the business professional utilizes his
literacies both in speech and writing and in the media used - including intermingled
usage - to achieve his purposes” (Louhiala-Salminen 2002: 217) This way we can
better understand the features of genre of contemporary business communication
and in our specific case, when dealing with shortening processes, how oralization
of abbreviated forms affected the spoken communication in business as well. We
agree with Veloso (2017) stating that abbreviations are functionally equivalent to
the longer expressions they replace and the fact that they absorb the essential
grammatical properties of morphosyntactic words, he assumes them as true en-
tries of the speakers’ mental lexicon. “In fact, most of them are largely shared by the
speakers’ community and acquire a stable meaning (very often, they are even admit-
ted by lexicographers as entries of current dictionaries).” (Veloso, 2017). Thus, the
results of linguistic analyses of abbreviations in written business correspondence
penetrates further into spoken communication in this specific environment.
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As mentioned above, the main objective of the contemporary business correspon-
dence is to achieve one’s purposes by using linguistic manipulation, which has
been evident in e-business correspondence. Vorobyova et al. (2015) conducted
the research on peculiarities of linguistic manipulation in the texts of electronic
business correspondence. The main point of such research is, from the point of
pragmalinguistics, to reveal and describe the linguistic means of realization of ma-
nipulative intension; to define functional and pragmatic potential of the split-level
language means used by the producers of electronic business letters. Thus, we
agree that with the help of certain linguistic means (in our case - abbreviations),
it helps the addresser to regulate the behaviour of the recipient. Overall, the use of
abbreviations in business correspondence is appropriate to save space and time,
however can go far beyond that.

Corpus analysis of abbreviatory processes in business
correspondence - methodology

The main aim of our research was to outline the frequent usage of using abbrevi-
ation processes in contemporary written business correspondence and to demon-
strate the means of creating abbreviations in this specific area of English.

We used the method of corpus analysis, where the use of corpus does not exclude
the qualitative analysis. Thus, we elaborated the description of the features of
the abbreviation processes rather than presenting statistical quantitative analy-
ses. In our opinion, the content with which we have worked recently may not be
applicable in the farther future (as we assume that the vocabulary of business
is constantly in motion), however we aimed to find the principles that, unlike
abbreviation processes, we suppose, are relatively static and they can be used in
the future in other research into lexicology. Thus, the outcome of our research
are general features, which determine abbreviatory processes occurring in specific
context-business correspondence.

In order to achieve our goal, we analysed the actual patterns of abbreviations
listed in various internet sources, where abbreviations are presented and their
meaning is analysed by business commentators and experts. We focused mainly
on written business communication.

The enormously growing amount of information sources dealing with business
operation on the Internet offered us wide range of possibilities to analyse any
linguistic pattern in this specific context. Thus, in this matter we didn’t have to
tackle with the problem of limiting factor such as lack of availability of sources
providing long exhaustive lists of abbreviations used in business. To achieve rep-
resentativeness, balance and diversity in our corpus design, we used sampling,
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the most widely used method. Random sampling is a standard way of selecting
subjects for analysis in many areas of science.

Various websites for the corpus were collected randomly, using Google search
engine. We bore in mind the fact that none of the companies would allow us to
uncover their in-house communication so we considered analysing 50 business-
related websites sufficient enough to extract the necessary information.

Results of the corpus analysis

We observed particular abbreviation categories, which have been used in business
correspondence regularly. Acronyms, initialisms and alphabetisms are the units
obtained by abbreviating a multi-word sequence (compound word, phrase, name
of an institutions, activity) to the initial letters of the base words but not changing
the denotative meaning. These were created by regular process using all initial
letters of the base words (“non-elliptic acronyms” (Mattiello, 2013).

Hybrids were those types of abbreviations observed in the corpus that were
somehow fluctuating in their nature within the categories mentioned in the the-
oretical part. For example hybrids between clippings and graphic abbreviations
that can be read out in expanded or unexpanded form (Inc - Incorporated). Also,
there were examples of acronyms which were not created by shortening the base
words by collecting their initial letters. Here we can include elliptic acronyms
(Mattiello, 2013, p. 87), which do not retain all the initials of the words contained
in the source phrase, omitting mostly grammatical words. This category included
also extended acronyms, the formations composed of more than one initial letter
for each word. There were also the peripheral cases of acronyms which com-
bined initialized and clipped constituents or initials and full constituents. Hence,
we came across the examples of creative shortening of various kinds, where the
results are the sequence of capital letters. Specific examples follow in the extract
of the compiled glossary.

Clipped units blurred the border between alphabetisms and instances of two or
more letters taken from a single word e. g. ID - identification, MS - milestone, as
all these abbreviations have a single word as a source form whereas acronyms
and initialisms come from multi-word sequence.

Ellipsis, the omission from a clause that are understood in the context of the
remaining elements. The result of this abbreviation, in our cases, was always the
whole word. (e. g. Chief Executive Officer, not only abbreviated as CEO but also as
Chief).

After careful observation of all the websites, second, we point out conciseness
as the main characteristic feature in using as few words as possible to deliver
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the message. Even though too much conciseness might lead to ambiguity in the
meaning of messages, most of created shortenings had completeness and con-
creteness. Conciseness just enabled to save both the writer’s and the recipient’s
time. However, it does not indicate that the short the better but shortness with
precise and straightforward expression. Zi Yu and Yuang Fu (2014) suggest that
to achieve conciseness, one should try to use simple words and short sentences,
avoid unnecessary repetition and wordy languages and confine each paragraph to
only one topic. While business writing should be clear and concise, it does not
necessarily mean it should be blunt.

Summary of regularities of the shortening processes in business
correspondence

¢ Common initial pattern
In case of acronyms, they have been formed by taking the initial letters of the
words in a title or phrase rather than the end of words as in blends: Earnings
per share - EPS

¢ Common base
The most common base of abbreviations has been a noun (noun phrase)
which, generally, is the case of many professional jargons as they provide con-
texts in which a word or phrase is so frequent that a shorter and more efficient
form is needed and often required to save space.

e Multi-word input
It was noticeable that most abbreviations had at least two basic components:
working capital - WC, but very often more than two ones: too much infor-
mation - 2MI; Attention, interest, desire, action - AIDA; Substitute, Combine,
Adapt, Modify, Put to another use, Eliminate, and Reverse - SCAMPER

« Typical spelling
Spelling without periods in acronyms was more common. It is usually a matter
of discussion whether or not periods should be used with acronyms. In our
opinion, anything that reduces the carefulness of typography makes it easier
for comprehension.

¢ Abbreviations as words

Spelling of acronyms without periods could lead to lexicalization of abbrevi-
ations. This phenomena was also observed in business correspondence. Many
abbreviations created within the business correspondence context became sta-
ble and “institutionalized” as part of the accepted jargon of business. This is
the case not only in written communication but also in spoken one. Shortened
versions of the names of the representatives and authorities (CEO, PM), de-
partments (HR, IT, PR) and activities (HRP, CBT) used by personnel, emerged
into their everyday communication not only within their work but within the
communication with outside world.
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Inflection of abbreviated forms

In many cases, the abbreviations behaved as regular bases in inflection. Thus,
it is common in business correspondence that abbreviated forms inflect for
plural in a regular way: SMEs as well as they can take the possessive form
(’s): CFO’s.

Summary of irregularities of the shortening processes in
business correspondence

Impermanent creations

Numerous abbreviations, mostly in marketing and sales departments as well
as in IT department last for certain period of time. In marketing case, they
are created to abbreviate the activities which objectives should be achieved
in a certain temporary period, for example various campaigns, projects the
company might work on. For example, the WTF Campaign, in the Australian
market in 2020, Pringles ran a sales promotion for a mystery new flavour,
built around the tagline WTF = what’s the flavour? In our opinion, those are
the abbreviations which cause ambiguity in business context (so called one-
offs) if not properly defined in a course of time, as it is impossible to deduce
their meaning from their abbreviated forms if a reader is not familiar with the
history of a company’s activities.

Ambiguity in meaning

As various inputs correspond to the same output (Chief Administrative Officer,
Chief Analytics Officer, Chief Accounting Officer - CAO), abbreviations are not
always unambiguous as expected in specialized terminology. This can cause
obstruction in recovering the source.

Irregular subtraction

Different subtraction of parts of the source words or phrases involves various
alternatives how the abbreviations will look like in its final form. It is most
apparent in hybrids: capital expenditures - CAPEX; Paid - Pd

“Acronymy families”

The unique shortening processes in the business correspondence are what can
be called “acronymy families”. As in word formation rules we have word fam-
ilies i. e. extensions of one paradigm where members of the word family share
a common base, the same phenomena occurs in creation of abbreviations. As
a result within our corpus, we found coinages of one base used in particular
context within business operation and communication such as:
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Manufacturing

MBOM  manufacturing bill of materials

MES manufacturing execution system

Ml manufacturing intelligence

MOM manufacturing operations management
MPM manufacturing process management
Requests

RFI request for information

RFD  request for discussion
RFP request for proposal
RFQ  request for quote

Returns
ROA Return on assets

RONA Return on net assets

ROE Return on equity

ROI Return on investment
ROIC Return on invested capital
ROS Return on sales

Chiefs
CAO  Chied Administrative Officer
Chief Analytics Officer
Chief Accounting Officer
CDO  Chief Data Officer
CEO Chief Executive Officer
Clo Chief Information Officer
COO  Chief Operating Officer
CSo Chief Security Officer
CTO Chief Technology Officer

The following extract of the glossary (Tab. 1) presents an overview of the common
up-to-date abbreviations that are used in written communication in companies in-
ternally and externally as well. The abbreviations are divided according to specific
departments of a firm. When creating such glossary for the students of Business
English, below some of the tables, abbreviations, whose meaning is unclear to the
students, who are not experienced in business operations yet, the explanation of
those activities in more detail might be necessary for better understanding.

Tab. 1: Examples of newly formed general in-house abbreviations used between employees in a firm

AFC Away from computer ETA Estimated time of arrival
AFK Away from keyboard FUTAB Feet up, take a break
AKA Also known as FWIW For what it’s worth

ATM At the moment GTMTA Great minds think alike
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AYW As you want/wish HF Have fun

AYDY Are you done yet? 1AM In a meeting

AYEC At your earliest convenience IAC In any case

AWOL Away without leaving IAW In accordance with
Absent without leave

BRB Be right back ICYMI In case you missed it

BID Break it down IMO/IMHO | In my opinion/In my humble opinion

COB Close of business IHNI I have no idea

cop Close of play IIRC If I recall correctly

DBA Doing business as INPO In no particular order

10U | owe you

DFTBA Don'’t forget to be awesome! MS Milestone

DILO Day in the life of OOBE Out of box experience

DM Direct message PMFJI Pardon me for jumping in

DMC Deep and meaningful conversation SITD Still in the dark

DSM Don’t shoot me TBA To be announced

DYK Did you know TBD To be determined

EAK Eating at keyboard WFH Working from home

ELIS Explain like I'm 5 (years old) WIIFM What'’s in it for me?

EOD End of day YOYO You’re on your own
End of discussion

EOM End of message 2MlI Too much information

EOW End of week 2M2H Too much to handle

e DILO analysis is used to track and note down what’s actually being done each day

ACCT Account CR Conversion rate

AGI Adjusted gross income DR Debit

AIR Assumed interest rate EFT Electronic Funds Transfer
AM Accounts manager EPS Earnings per share

AOV Average order value ETF Exchange Traded Funds
AP Accounts payable EXP Expenses

AR Accounts receivable FOREX Foreign Exchange

ARP Annual percentage rate NAV Net assets value

BGT Budget Pd Paid

BKPR Bookkeeper P/E Price to earings ratio
BOM Bill of materials P-card Purchase card

BS Balance sheet P-and-L Profit and loss

CAPGR Compound annual growth rate ROA Return on assets

CAPEX Capital expenditures RONA Return on net assets

CFP Certified financial planner ROE Return on equity

COGS Cost of goods sold ROI Return on investment
CoGQ Cost of good quality ROIC Return on invested capital
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CoPQ Cost of poor quality ROS Return on sales

CcoD Cash on delivery TSR Total Shareholder Return
CPA Certified public accountant YTD Year to date

CPTL Capital YTM Yield To Maturity

CPU Cost per unit wcC Working capital

CR Credit

e P-Card refers to company finances that are spent to run business.

e P/E represents the ratio between product prices and earning potential on those products.

AIDA Attention, interest, desire, action KEI Keyword effectiveness index

AOV Average order value KPI1 Key performance indicator

B2B Business to business KYC Know your customer

B2C Business to consumer MAPPP Media, Advertising, Publishing,
Printing and Packaging

BANT Budget, authority, need, and MLM Multi level marketing

timeline

BR Bounce rate of a website MQL Marketing qualified leads

CAC Customer acquisition cost MSRP Manufacturer’s suggested retail
price

Comp. To give something for free MVP Minimum viable product

Ccos Content optimization system LTV Lifetime value of customer

CPC Cost per click NPS Net promoter score

CPL Cost per lead POEM Paid, Owned, Earned Media.

CPM Cost per thousand SLA Service level agreement

CPV Cost per view SMM Social media marketing

CSR Customer service representative SMO Social media optimisation

CTR Click through rate SMP Social media platform

CRM Customer relationship management || SQL Sales qualified leads

CSR Corporate social responsibility NelY Share of voice

CTA Call to action SM Social media

CX Customer experience TOS Terms of service

DMP Data management platform VOD Video on demand

EPC Earnings per click VM Viral marketing

EPM Earnings per thousand WOoM Word of mouth

FIFO First in, first out WOMM Word of Mouth Marketing

ICP Ideal customer profile uv Unique visitor

o FIFO refers to customer orders, product production and other operations.

e BRis an Internet marketing term used in web traffic analysis. It represents the percentage of
visitors who enter the site and then leave (“bounce”) rather than continuing to view other pages
within the same site.
e CTA is a marketing term for any design to prompt an immediate response or encourage an
immediate sale. A CTA most often refers to the use of words or phrases that can be incorporated
into sales scripts, advertising messages, or web pages, which induce an audience to act in a specific

way.
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e KPI measures how a company is performing at achieving a certain goal or objective. There are
KPIs for every aspect of business, whether it’s financial, marketing, sales, or operational.

e CAC measures the amount of money it takes to convert a potential lead into a customer. This
metric can be used to improve marketing because it helps to make important budgetary decisions.
o DMP refers to which customers buy which products.

e SOV is a measure of the market the brand owns compared to its competitors. It acts as a gauge
for the brand visibility and how much a brand dominates the conversation in particular industry.

e SLA is an agreement between a company’s sales and marketing teams that defines the
expectations Sales has for Marketing and vice versa.

e POEM is used in social media marketing, this is a way of thinking about content and other
marketing assets depending on whether a company paid for it (an ad), created and own it in-house
(a company’s own blog posts, etc.), or earned it (from users sharing it or mentioning it).

e UV is used in web analytics to refer to a person who visits a site at least once within the reporting
period.

Pedagogical implications of the research findings on
abbreviations in business correspondence

The first aspect is the authentic language usage in Business English courses to
demonstrate the contextualization of innovative language patterns. It is important
for our corpus used in the classroom to reflect the range of various activities and
not to be biased towards any of the fields of activity in particular, so that the
findings on the usage of abbreviations remain balanced and pedagogically useful.

Tribble and Jones (1997, p. 36) outlined a methodology for using authentic ma-
terials in the language classroom, proposing that the most effective starting point
for understanding a text is a frequency-sorted word list. These lists can be ar-
ranged in order of first occurrence, alphabetically or in frequency order. First,
occurrence order serves as a quick guide to the distribution of units in a text, as
concerns the lexemes, an alphabetic listing is built mainly for indexing purposes,
but a frequency-ordered listing highlights the most commonly-occurring units in
the text.

In what follows, a task type is presented, including the above mentioned aspects,
to illustrate the way how frequency-sorted word lists can be applied in teach-
ing. Task focuses on abbreviation usage in business correspondence. The most
frequent abbreviations used in this task were taken from the above mentioned
glossary of the most commonly used abbreviations in communication of various
departments of the companies.

Aim: Understanding abbreviations in the context

Instruction: It is often laborious to guess the meaning of abbreviation from the
context especially if there is no explanation in a document or a message.
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1. The blank rows in the table below are for you to write your best guess of the meaning
of abbreviations. Compare your guesses with the glossary definitions.

Abbreviation Your guess Glossary definition
YOYO
2M2H
WC
CsO
CPV
LAN
FOREX
CoD

Key: You’re on your own
Too much to handle
Working capital

Chief Security Officer
Cost per view

Local area network
Foreign exchange

Cash on delivery

Secondly, one way to complement the frequency of occurrence of the abbrevia-
tions in various specific business documents in order to obtain a more compre-
hensive view of the lexical composition of written English discourse is to pro-
vide collocational information for the elements frequently appearing in the
documents. They not only give language learners guidance on relevant collo-
cates, but they also present frequent semantic preferences and constructions, that
is, the grammatical relations the particular unit frequently forms with relevant
collocates. Generally, we can claim that concordance lists are not only useful in
checking frequency data, but they also provide instances of actual language use
in context that can be directly incorporated into teaching and test materials.

Concordance lists

Aim: to help learners identify and use frequent collocates of particular abbrevia-
tion in context

Instruction: Study the concordance lines and list the prepositions that are likely
to be used with this specific abbreviation. Create short phrases using the pattern
with the listed prepositions.

Study 17



Bids for CPV advertisements work in the same way as PPC
As such, prices for CPV ads can vary wildly based on a large number of factors
For example, if you pay $0.25 CPV and book 1,000 views on a site, then you would pay 25...
From Google’s supporting perspective, CPV is a natural extension of Adwords
The underlying principles of the CPV model are promising,
For instance, how exactly does CPV apply to viral video?
With CPV bidding, you’ll pay for video views and interactions

How do you know what max. CPV to set?
Two elements affect the actual CPV you pay: Quality Score and Ad Rank.
Whether marketers opt for the CPV depends on several factors

Traditionally, CPV advertising campaigns were reserved for brand awareness
This is because buying on a CPV basis levels the playing field for both types of advertisers

Presenting and practicing acronyms, initialisms and
alphabetisms

As the last aspect of using abbreviations in teaching practice, a natural question
arises: is there any predictability in the formation of abbreviations? Can we justify
the choice of one pattern over another? The answer, in our opinion, would be
that there is no absolute certainty in choices, however, as for the results of our
findings, we have proposed certain tendencies concerning the predictability of
the output. These can be consequently applied to teaching Business English by
designing tasks for possible formations of abbreviations from source words or
phrases.

Students in Business English classes have often come across abbreviations like
GDP, MLM, BRB, CFO, PR, HR etc. without knowing what they stand for. These
get mentioned at least once every couple of lessons before teachers even start
planning a specific lesson on the topic. Besides above mentioned general tips
how to use abbreviations in the class (frequency listing, providing collocational
information, and context usage), students should be able to work out which of
the options that you give is the most likely, e. g. that “CC” in the sentence “Please
CC my boss when you send me the report” means “carbon copy”, rather than
“computer communication” or “corporate currency”. This is also good for dealing
with common problems with the longer form, by giving options like “HQ stands
for A) headquarter B) headquarters C) headsquarter”.

Acronyms matching is another activity where students could match “Al” to “ar-
tificial intelligence” and “VR” to “virtual reality”, which could take them seconds,
however more challenging is asking students to instead match the expressions to
their meaning, e. g. “VR” to “almost looks like real life” and “Al” to “like a brain but
manmade”, first of all with no help and then using the context of the sentences
that they have been given to help. All these activities can be done as a pair work
activity with the things to match and their accompanying clues split between Stu-
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dent A and Student B worksheets, with students trying to do the activity without
showing their worksheets to each other. Lastly, teachers could switch straight to
the practice stage and then test students’ memory of the language that they were
just using. For example, they could discuss what to do about problems like “The
HR Department can’t cope with the number of CVs arriving every day”, with the
acronyms being explained (in brackets) in or after the sentences, in a gloss at
the bottom of the page, or by the teacher during or after the activity. After the
speaking activity finishes and they ask any questions that they have about the
sentences, they are then tested on the acronyms that they just saw.

Discussion and conclusion

In spite of obscurity of diverse shortening processes in contemporary business
correspondence, new creative forms are constantly formed and reused as part of
the business jargon, and the number of those which are becoming part of the En-
glish lexicon has been rising. The reason of creation of such lexical innovations is
however clear - shortenings represent a conscious act of economizing, where the
percipient and recipient share a common jargon. Further, they definitely demon-
strate professional closeness. The abbreviations formed within business commu-
nication indicate in-group restriction, some sort of privacy, and the use of profes-
sional jargon and at some point demonstrating the attempt of insiders to exclude
the outsiders. Naming is another characteristic feature of the formation of the ab-
breviation processes in business communication. Many shortenings tend to name
new specific phenomena, newly formed institutions, activities and procedures in
the business world. They are very often but not always monoreferential in a sense
that they acquire specificity and semantic uniqueness and their association to the
context immediately suggests the referent.

Lastly, when discussing the pedagogical implications of our findings, there are
several aspects of using this particular language pattern that future business pro-
fessionals should be prepared for. The first aspect is the authentic text usage in
Business English courses to demonstrate the contextualization of innovative lan-
guage patterns. A frequency list provides valuable information about those units
that appear (and do not appear) in a text. Secondly, one way to complement
the frequency of occurrence of the abbreviations in the business correspondence
in order to obtain a more comprehensive view of the abbreviatory composition
of written business English discourse is to provide collocational information for
these types of elements frequently appearing in the business correspondence. As
shown in the example of the profile, it does not only give language learners guid-
ance on relevant collocates, but they also present frequent semantic preferences
and constructions, that is, the grammatical relations the particular unit frequently
forms with relevant collocates. We believe that shortening processes are essential
communicative means in the business written communication and that their ex-
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clusion from lexicon would cause not only loss in terms of alternatives to existing
longer variants but also in terms of different shades of meaning, in this formal
environment, specific speech community where they serve specific functions and
produce required effects on the recipient.

We can also claim that it is necessary to permanently monitor the changes in
business communication and to regularly update the content of it in order to
keep up with such dynamic environment. We suggest not to rely on standard
models and examples given in well-established teaching materials, which are often
outdated. Considerable enrichment of the vocabulary with terms closely related
to the business relations need to be considered. Many business books introduce
features and writing skills of all kinds of business correspondence. But most of
them just provide many templates with no practical up-to-date understanding and
usage of patterns used in business correspondence.
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Appendix

The abbreviations-in-business-correspondence corpus - the list of the
websites for analysis

1. https://www.themuse.com/advice/your-ultimate-cheat-sheet-to-deciphering-the-123-most
-common-business-acronyms

https://www.indeed.com/career-advice/career-development/business-abbreviations
https://blog.hubspot.com/marketing/marketing-key-performance-indicators
https://preply.com/en/blog/business-abbreviations/
https://blog.talaera.com/business-acronyms

https://7esl.com/business-acronyms/
https://smallbiztrends.com/2021/04/business-abbreviations-acronyms.html
https://blog.hubspot.com/marketing/marketing-acronym-glossary

0 0N oA wN

https://www.mindtools.com/blog/99-business-acronyms/

-
=4

https://www.altalang.com/beyond-words/40-business-acronyms-know/

. https://cdn2.hubspot.net/hubfs /4586384 /Business%20Acronyms%20pdf%20download
%20list%20Talaera.pdf

12. https://www.eslbuzz.com/common-workplace-abbreviations-business-acronyms-you-should-know/

[uy
=

13. https://global-exam.com/blog/en/business-english-free-sheet-acronyms-in-business/
14. https://blog.hootsuite.com/social-media-acronyms-marketers-know/

15. https://www.europeana.eu/en/blog/what-does-it-stand-for-understanding-corporate
-abbreviations-in-europe

16. https://blog.Insresearch.com/acronym-quick-reference

17. https://www.businessenglishresources.com/learn-english-for-business/student-section/student-handouts
/business-english-abbreviations-and-acronyms-guide/

18. https://www.purdue.edu/business/account/RefRes/abbr.html
19. https://www.workinfo.com/index.php/articles/item/584-acronyms-and-abbreviations
20. https://ec.europa.eu/eurostat/ramon/cybernews/abbreviations.htm

21. https://www.thebalancesmb.com/entrepreneur-s-glossary-a-1-1200469
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22. http://www.networkmilan.com/archives/19

23. https://www.advsyscon.com/blog/it-acronyms-it-abbreviations/

24. https://blog.cakap.com/50-business-english-acronyms-and-abbreviations-you-must-know/

25. https://www.businessballs.com/glossaries-and-terminology/acronyms-finder/

26. https://www.thoughtco.com/banking-and-business-abbreviations-4090299

27. https://www.rasmussen.edu/degrees/business/blog/basic-accounting-terms-acronyms-and
-abbreviations-students-should/

28. https://salesplaybookb2b.com/100-sales-acronyms-abbreviations

29. https://buffer.com/library/social-media-acronyms-abbreviations/

30. https://speakwellbusinessenglish.com/abbreviations-for-business-english/

31. https://www.classy.org/blog/20-must-know-digital-advertising-acronyms/

32. https://clictadigital.com/top-100-common-digital-advertising-acronyms-abbreviations/

33. https://www.bluleadz.com/blog/20-of-the-best-marketing-campaigns-of-all-time

34. https://thegray.company/blog/a-short-guide-to-digital-marketing-acronyms-abbreviations

35. https://www.honestfox.com.au/blog/digital-marketing/abbreviations-in-digital-marketing

36. https://acronyms.thefreedictionary.com/Small+Business+Owner

37. https://capitalizemytitle.com/how-to-abbreviate-business/

38. https://repositorio.ipl.pt/bitstream/10400.21/7113/1/Acronyms%?20in%20Business
%20English%20-%20the%20Financial%?20Language.pdf

39. https://www.chrisdunnconsulting.co.uk/wp-content/uploads/Guide-to-Business-Acronyms.pdf

40. https://simpletexting.com/text-abbreviations/

41. https://blog.textedly.com/how-to-use-texting-acronyms-in-business

42. https://www.slicktext.com/blog/2019/02/text-abbreviations-guide/

43. https://www.textline.com/blog/text-abbreviations

44. https://blog.ongig.com/job-titles/job-title-abbreviations-acronyms/

45. https://dos.myflorida.com/sunbiz/search/guides/corporation-records/title-abbreviations/

46. https://www.wisestamp.com/blog/marketing-terms-and-acronyms/

47. https://hriu.edu/edoc-center/job-code-title-abbreviation-list.htm
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Raz v ¢eském projevu u mluvcich s rustinou
a ukrajinstinou jako L1 ve srovnani s rodilymi
mluvcimi CeStiny

Glottalization in Czech speech produced by speakers of Russian
and Ukrainian as L1 compared to native Czech speakers

Jitka Veronkova

Abstrakt: Raz nema v cestiné statut hlasky, nicméné miize mit nezanedbatelny percepc¢ni
dopad. NerozliSuje sice vyznam slov, ale jeho uZiti prispiva k vétsi srozumitelnosti projevu.
Je jednim ze zvukovych jev(, kterym se miize liSit projev rodilého a nerodilého mluv¢iho;
produkce razu v ceskych projevech nerodilych mluvcich v porovnani s rodilymi mluvéimi je
predmétem této studie. Materidlem pro vyzkum jsou nahravky ¢teného textu o délce 216 slov,
ktery obsahuje 29 pozic s potencidlnim vyskytem razu, rozdélenych do 4 typd. Skupiny re-
spondentti tvoii mluv¢i (Zeny) s matefStinou rustinou (12 osob), ukrajinstinou (9) a ¢estinou
(13).

Kli¢ova slova: asimilace znélosti, ¢estina jako L1 a L2, glotalizace, promluvovy utsek, predloz-
ka, raz, rustina jako L1, ukrajinstina jako L1

Abstract: Glottal stop does not have the status of a phoneme in Czech, but it can have a sig-
nificant perceptual impact. Although it does not distinguish the meaning of words, its use
contributes to higher intelligibility of speech. It is one of the sound phenomena by which the
speech of native and non-native speakers can differ; glottalization in the Czech speech of non-
native speakers compared to native ones is the subject of this study. Recordings of the read text
with a length of 216 words, which contains 29 positions with the potential occurrence of glottal
stop, divided into 4 types, were analysed. The respondents were native speakers (females) of
Russian (12 people), Ukrainian (9) and Czech (13).

Key words: Czech as L1 and L2, glottal stop, glottalization, preposition, prosodic phrase, Rus-
sian as L1, Ukrainian as L1, voicing asimilation

1 Uvod

P vyuce Cestiny pro cizince vyuZivaji ucitelé ¢asto pisni¢ku Holka modrookd.! Ta
je mimo jiné prilezitosti vyzkouset, zda studenti slysi rozdil variant [modrooka:]
a [modro?oka:], tj. rozdil ve vyslovnosti spojité a ve vyslovnosti s razem. A mu-
Zeme pridat dalsi priklady sivou [sivou] a s Ivou [s ?ivou] ¢i ta more [ta moie]
a tam ofe [tam ?ofe]?. Pro rodilé mluv¢i estiny je rozdil zcela zietelny. Také cizinci

lu autorky se jedna prevazné o kurzy pro vysokoskolské studenty s nacvikem vyslovnosti ¢estiny.

Z posledni dvojice je prevzata z publikace Palkov4, 1997, s. 326.
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ucici se cesky podle zkuSenosti obvykle rozdil percepcné postrehnou. Co se tyka
produkce, ¢ast nerodilych mluvcich bez potiZi obé varianty bez vahani vyslovi,
cast je schopna v daném okamziku sekvenci s rdzem zopakovat, ale v souvislém
projevu se jim vyslovnost s razem nedari, u ¢asti je tieba delsi, cileny nacvik.
A pravé realizace razu u nerodilych mluvéich ¢eStiny, a to s matei'Stinou rustinou
a matefsStinou ukrajinstinou, v porovnani s rodilymi mluvéimi CeStiny je predmé-
tem tohoto prispévku.

Razu se Cesti badatelé vénuji priibézné. Jiz A. Frinta navrhl jeho podrobnou ka-
tegorizaci (Frinta, 1909). UZiti razu sledovali také autoti dialektologickych praci
z 30. aZz 50. let 20. stol., napt. F. Svérak, A. Kellner ¢i J. Béli¢;3 udaje k uzivani razu
nalezneme také v pracich o mluveném jazyce Brna (Svérak, 1971, Kr¢mova, 1981).
Cesky jazykovy atlas zachycuje rozsifeni razu jen nepiimo, a to prostiednictvim
spojeni s autem a v auté (Balhar et al.,, sv. 5, s. 406-409) a pes a kocka (ibid, s. 412):
Ze zapisu vyslovnosti z autem* 1ze usoudit, Ze ve vyslovnosti raz nebyl realizovan;
zapis s autem® doklada ztratu znélosti predlozky, ale zda bylo spojeni fakticky
realizovano s razem [s ?autem], ¢i bez néj [s autem], nemulizeme Fici.

sy

Pouzivani razu, at' uz se jedna o tzemni rozsiteni nebo uziti v riznych stylech ¢i
typech projevid atd., zajima autory i soucasnych vyzkumi. Napt. Volin (2012) do-
klada, ze raz je statisticky vyznamné frekventovanéjsi ve ¢tenych projevech (roz-
hlasové zpravodajstvi) nez v projevech polospontannich (konverzace studenti);
rozdil mezi Ctenym a spontannim projevem v ramci tychz mluvéich naléza také
Skakal (2015, s. 37, 52-53). Volinova data také ukazuji na vyznamny rozdil mezi
muzi a Zenami u polospontannich projevi - Zeny uzivaly raz castéji (Volin, 2012);
Skakal nalezl vyznamny rozdil mezi muzi a Zenami jak u spontannich, tak u Cte-
nych projevi (Skakal, 2015, s. 45-47). Uziti razu a jeho vliv na kvalitu projevu
televiznich moderatorti se vénuje M. Kopeckova (Kopeckova, 2022, s. 52, priloha
¢ 81 - s.178-208). Udaje autorky z analyzy mensiho vzorku nahravek studenti
(Cteny text a projev na mikrofon na seminari) neukazaly rozdily v uZziti razu mezi
skupinou pochazejicich z Cech a pochézejicich z Moravy (Verorikova 2018).

Kanonickou realizaci rdzu je neznéla hlasivkova exploziva (angl. glottal stop) [7].
Jak vsak doklada R. Skarnitzl, ¢eSti mluvci casto misto kanonické zavérové hlasky
produkuji tfepenou fonaci (angl. creaky voice); v jeho materialu ¢inil podil trepené
fonace 59,5 % (Skarnitzl, 2004, s. 59).° Podobnou tendenci ukazuji data L. Skakala
(2015, s. 38-39). Termin raz je tak v souladu s témito zjiSténimi pouZivan v pred-

3 Podrobnéji in Veroiikova (2018).
4 Zapis je zachovan podle originalu.
5 Zapis je zachovan podle originalu.

6 Piepocet na procenta provedla autorka na zakladé tdaju ve studii.
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kladané studii jako stfechovy termin (Palkova a kol., 2004) a za raz je povaZovana
jak hlasivkova exploziva, tak tfepena fonace.

Raz se v Cestiné vyskytuje predevsim pred vokalem, a to na zacatku slov, ale také
morfémi ¢i ¢asti sloZeniny, viz priklady v Gvodu studie. Po pauze je pouziti razu
automatické; jedna se o fyziologickou zalezitost - zpisob, jakym zacinaji kmitat
hlasivky po klidové fazi.

Zakladni funkce razu v Cestiné je funkce delimitacni; rdz sam o sobé nema schop-
nost ménit vyznam, ale pomaha urcit hranice uvedenych jednotek. Rychlejsi roz-
poznani slov s rdzem bylo prokazano i experimentalné. Napt. v percepcénim testu
Bissiri et al. (2011) méli posluchaci pii rozpoznavani slov s razem nizsi reakéni
dobu nez u slov bez razu. Test byl na materialu anglictiny a vyznamny rozdil
v reakcni dobé se ukazal jak u rodilych mluvcich anglictiny, tak u nerodilych poslu-
chadd, a to s mateistinou ¢estinou a $panélstinou. Vysledky experimentu M. Sedivé
s vyuzitim nahravek ceskych politickych debat ukazaly, Ze rdz usnadiiuje percepci
slov nachazejicich se v jeho nejbliz$im okoli (Sedivd, 2022).

Tim, Ze raz prispiva k rozpoznani jednotek z proudu reci, zvySuje jeho uzivani
srozumitelnost projevu. Srozumitelnost pro posluchace je také jednim z princi-
pU, na kterém je zaloZena kodifikace spisovné vyslovnosti (Palkova, 1997, s. 321),
a tyka se to i razu. Raz je zdvazné pouzivat po neslabi¢né predloZce; u etymolo-
gicky znélych predlozek raz jako neznély segment zaroven zptlisobi ztratu znélosti
(Hala, 1967, s. 39). Z variant realizaci pro spojeni s autem uvedenych vyse je tedy
ortoepickd pouze varianta [s 7autem]; pro spojeni v auté je to [f ?aute]. Kromé
spojeni s neslabi¢nymi ptredlozkami je raz fakultativni, nicméné v urcitych pozicich
¢i kombinacich je jeho uziti doporuceno, napt. po jednoslabi¢ném neptizvucném
slové, mezi dvéma vokaly na hranici jednoslabi¢né predlozky nebo ptedpony (Pal-
kova, 1997, s. 326) ¢i po predponé nej- v superlativu (Hala, 1967, s. 38).

vvvvvv

razu existuje znacna variabilita, a to i v rdmci mluvciho. V literature se uvadi rada
faktord, které mohou pritomnost razu ovlivnit. Kromé jiz zminéného mozného
vlivu naredi, stylu a typu projevu, prip. pohlavi, jsou to napf. hloubka a typ pfte-
délu, tempo reci ¢i hlaskové okoli (jiz nejstarsi ceské prace rozliSovaly minimalné
pozici po vokalu a konsonantu). Co se tyka predélu, v cestiné se raz Castéji vyuziva
na hranici slov nez uvnitt slova. V jiz zmifiovaném experimentu L. Skdkala ¢inil
objem razu na zacatku slova a uvnitt slova ve ¢tenych projevech 97 % a 70 % a
ve spontdnnim projevu 69 % a 30 % (Skakal, 2015, s. 38-39)7. V kratkém ¢teném
textu CeSti mluvci realizovali raz uvnitr slova (po predponé ne-) jen v 17 pripadech
ze 42, zatimco v pozici na zacatku slova nebyl z 55 vyskytl raz realizovan pou-

7 Piepocet na procenta provedla autorka z tidajii uvedenych ve zdroji. Pozn. U spontannich projevi se
u pozice uvniti* slova jedna o omezeny vzorek (30 potencialnich vyskyta).
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ze jednou (Veronkova & Tolkunova, 2016, s. 101). Napt. pro americkou anglictinu
ukazal vyzkum Laury Dilley a kol. vétsi vyskyt razu v inicialni pozici promluvové-
ho tseku nez v medidlni (Dilley & Shuttuck-Hufnagel, 1995) a podobné Krivnova
uvadi, Ze v rustiné neni glotalizace tak neobvykla, zvlasté na hranicich intonacni
fraze (Krivnova, 2002, 2005, Krivnova & Andreeva, 2007). Krivnova v komentari
k prikladu S.S. Vysotského vo[tyJmenno a vo[t?]imenno piSe, Ze v tomto pripadé
raz funguje jako hranic¢ni signal slova a jeho emfatické zesileni (Krivnova, 2005,
s.548).8

Ve vySe zminéném percepcnim testu Bissiri et al. (2011) z pfitomnosti razu pro-
fitovali vice CeSti posluchaci nez Spanélsti. Jak uvadéji autofi studie, pricinou by
mohlo byt to, Ze v CeStiné se raz vyskytuje na rozdil od Spanélstiny casto a sys-
tematicky. Tento rozdil se projevuje nejen v percepci, ale i v produkci druhé-
ho/ciziho jazyka. V nahravkach Obstové et al. (2022) ¢esti VS studenti hispanis-
tiky, portugalstiny a italstiny produkovali raz ve ¢tenych vétach nasobné vice nez
rodili mluvéi. Navyk ceskych mluvéich uzivat raz ve vétsi mire neZ rodili mluvéi
byl prokazan i pro angli¢tinu jako L2 (Bissiri & Volin, 2010, Skarnitzl & Rumlovj,
2019) a u VS studentti francouzstiny na zacatku studia (Skakal, 2013).

Pfi osvojovani si CeStiny jako ciziho jazyka muzZe nastat obracena situace. Mluvci
s matef'skym jazykem, ktery dava pred rdzem prednost vazani, mohou v cestiné
uZivat raz méné neZ rodili mluvéi CeStiny, pripadné realizovat v daném misté ne-
nalezité hlaskové zmény. Napriklad v kratkém cteném textu v Cestiné realizovali
rusti mluvci (zacatecnici) raz zhruba v poloviné ptripadi, zatimco u rodilych mluv-
Cich predstavoval objem razu minimalné tri ¢tvrtiny pozic (Veronkova & Tolku-
nova, 2016). Ve spojeni s neslabi¢nymi predlozkami, ve kterém je v ceStiné raz
povinny (viz vyse), vyslovovali ¢esti mluvci raz konzistentné ve vSech vyskytech.
U ruskych mluvéich pfevaZovala u tfi spojeni varianta bez razu se zachovanim
rysu znéla/neznéld podle etymologické podoby predlozky, tedy v Americe jako
[v americe] (9 vyskytd z 9), k Alené [k alenie] (10/12), s udivem jako [s u:d'ivem]
(5/5)°. Ve spojeni z okna byla realizace troji: [s ?okna] (4/11), [z okna] (5/11)
a dokonce ve dvou pripadech varianta s rdzem, ale se zachovanim znélosti [z 70k-
na]. (ibid)

Varianta [v americe], [z okna] je nespisovna; na tizemi Cech je ptiznakova, na
rozdil od tizemi Moravy a Slezska, kde se s touto vyslovnosti setkime v béZzném
hovoru mnohem castéji nez v Cechach, srov. ptislusné mapy v Ceském jazykovém

8 K nazoriim na vyskyt razu v rustiné podrobnéji in (Verotikova & Tolkunova, 2016).

9 Zhruba polovina realizaci tohoto spojeni musela byt kviili ptefekiim vyloucena.
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atlase (Balhar et al., sv. 5, s. 406-409). Tato varianta je dale standardem napft. ve
slovenstiné a také ukrajinstiné!®,

Varianta, ve které za sebou nasleduje znéld parova souhlaska a neznély raz,
napft. [z 70] vySe, se pro ¢eStinu ani neuvazuje a prirucky, ur¢ené rodilym mluvcim,
ji neuvadéji. U nerodilych mluvéich byla na malém vzorku prokdzana uZ drive.
Jednalo se opét o slovanské mluvci, a to o Sest pokrocilych mluvcich s materstinou
polstinou, ukrajinstinou a rustinou (studenty magisterského oboru bohemistika na
FF UK nebo zde na Erasmu). Ve ¢teném textu se objevila v 6 vyskytech z 18. Podle
autorky muze byt pric¢inou to, Ze se jedna o pokrocilé mluvci, ktefi maji dobré
povédomi o existenci razu v ¢estiné, nicméné neuplatni ptislusné pravidlo v plném
rozsahu (Veronkova, 2014).

Jak uZ bylo uvedeno vyse, tématem prispévku je uziti razu v c¢estiné u mluvcich
s matefStinou rustinou a ukrajinstinou a jeho srovnani s rodilymi mluvéimi ces-

tiny. Snahou je rozsirit dosavadni materidl a poznatky o realizaci razu v téchto
jazykovych skupinach v riznych typech kombinaci.

2 Metoda
2.1 Material

Jako material poslouzily nahravky ¢tenych textd, tak aby podminky pro potencialni
vyskyt razu byly u viech mluv¢ich stejné.!! Jednalo se o tii kratké souvislé texty
o celkové délce 216 slov.'? Nahravky byly prvotné porizeny pro globalni screening
stupné osvojeni si zvukové stranky cestiny u nerodilych mluvéich; v textech jsou
adekvatné zastoupeny rizné zvukové jevy, v textu prevazuje bézna slovni zasoba
a jednodussi syntaktické konstrukce, proto je text pouzitelny i u mluvcich s nizsi
urovni osvojeni si CeStiny.

PfestoZe texty nebyly primarné urceny pro vyzkum razu, obsahuji uspokojivy po-
Cet potencidlnich pozic, ve kterych by se mohl raz vyskytnout. Jedna se o 29 pozic,
coZ predstavuje 13,4 % vsech slov textu.!

10 viz tasta odpovéd ukrajinskych mluv¢ich na otazku, odkud pochdazeji: [z ukrajini]. Pozn. V ptikladu jde
o demonstraci vyslovnosti predlozKky a jejtho napojeni na nasledujici vokal. Nefesime otazku kvantity ¢i
kvality vokald a umisténi slovniho prizvuku.

1y (polo) spontannich projevi je moznost kontroly vyskytu cilovych jevi sniZena; z piedchozich vy-
zkumi a databaze nahravek je ziejmé, Ze pozice pro vyskyt razu jsou v polospontannich projevech velmi
limitovany, jak z hlediska poctu, tak z hlediska typa.

12 Povidky pochazejici z knihy Duhovy svét autora Oldficha Syrovatky.

13 ve zpravodajskych textech analyzovanych Volinem se vyskytovalo 13,8 % potencialnich pozic pro raz,

frekvence rozmanita: U text bez zaméfeni na raz to bylo 9-12 %, 19 %, u textd, které vyskyt razu zohled-
novaly, ¢inila vySe 23 % (Veronkova, 2018), resp 35 % (Verorikova & Tolkunova, 2016).
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Jedna se vzdy o pozici na zacatku slova pred vokalem (text neobsahuje slova
s moznosti vyslovit raz uvnitt slova). S ohledem na kategorizace v ortoepickych
a dalSich publikacich (napi. Palkova, 2016) a charakteru pozic a jejich cetnosti
vyclefiujeme v naSem materialu ¢tyfi pozice, a to:

a) na zacatku jednoduché véty nebo souvéti, napi.: Okna jsou jeho o¢i.
b) pred spojkou a, napi.:Zpivd si a hraje ...

c) po piedloZce, napt.: na ulici, od ostrova k ostrovu

d) v ostatnich spojenich, napt.: mého okna

U kazdé z pozic lze odliSovat, zda ji predchazi vokal ¢i konsonant. Podrobnéjsi
komentar k jednotlivym pozicim je uveden u vysledkd.

Nahravky byly poiizeny v nahravacim studiu Fonetického tustavu Filozofické fa-
kulty Univerzity Karlovy (kondenzatorovy mikrofon AKG C4500 B-BC, vzorkovaci
frekvence 48 kHz / 16 bit).

Skupiny nerodilych mluvéich tvorily Zeny'#, a to 12 s matei$tinou rustinou (skupi-
na R) a 9 s matefsStinou ukrajinstinou (U). V obou se daji vyclenit dvé podskupiny
na zakladé Urovné osvojeni si CeStiny. V prvni podskupiné jsou mluvci, které spo-
juje bakalai'ské nebo magisterské studium bohemistiky na FF UK. Mluv¢i v dobé
nahravani studium jiz ukondily, nebo se nachazely ve vy$Sim ro¢niku (9 R a 4 U);
jejich tiroveti odpovida B2+/C1-C2 SERR. Na tizemi CR pobyvaly dlouhodobé (36
let). Do této podskupiny byla prifazena jesté jedna mluvci, ktera sice nestudovala
obor bohemistika, ale jeji tiroven ¢estiny byla s bohemistkami srovnatelna a v CR
také Zila nékolik let. VEk se v této skupiné pohyboval mezi 24-28 lety, u dvou
mluvéich v rozmezi 35-45 let. Druhou podskupinu tvofi mluvéi (vék 18-25 let),
které pobyvaly v CR kratkodobé& (do 5 mésicii, nejéast&ji 2-3 mésice, v jednom
pripadé 1,5 roku). V dobé nahravani navstévovaly intenzivni jazykovy kurz CeStiny
na FF UK (3 R a 4 U) nebo zacaly studovat na vysoké Skole nefilologicky obor (1
mluvci U). VétSina mluvéich se béhem studia bohemistiky nebo jazykového kurzu
riznou mérou Ucastnila kurzu korektivni vyslovnosti CeStiny. Srovnavaci skupinu
tvorili studenti oboru fonetika FF UK na zacatku bakalarského studia, a to 13 Zen
ptvodem z Cech (skupina C).

U casti nahravek byl vyuzit program na automatickou segmentaci nahravky
(Pollak et al,, 2008). Pro pozice s vokadlem na zacatku slova byla provedena per-
cep¢ni analyza spole¢né s kontrolou oscilogramu a spektrogramu v programu Pra-
at (Boersma & Weenink, 2019). Byly sledovany nasledujici aspekty:

- realizace s prefekem, zdménou nebo vynechanim slova (tyto realizace byly
z dalSich analyz vylouceny)

14 Muzi nebyl dostatecny pocet (celkem pét mluvcich z obou skupin dohromady).
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- pritomnost pauzy (at uz se jednalo o pauzu vyplnénou, nejcastéji nadechem,
nebo nevyplnénou).

- piitomnost pfedé€lu na drovni promluvového useku realizovaného jinak neZ
pauzou; nejcastéji s vyraznou intonacni konturu, pripadné zménou tempa (Da-
nes, 1957, Palkova, 1997, napft. s. 290-292).

- pritomnost slovniho prizvuku a hranice mluvnich taktl, dale diraz ¢i zména
v kvantité vokalu v okoli cilové pozice

- ve spojeni C + V znélost predchoziho konsonantu (C: konsonant, V: vokal).

3 Vysledky
3.1 Souhrnné udaje

Pocatecni soubor tvotilo 986 vzork(, které obsahovaly vokal na zacatku slova
(29 pozic x 34 mluvcich). Kvili prereku, zaméné ¢i vynechani slova bylo z kazdé
skupiny mluvcich vylouc¢eno nékolik vzorki, celkem 25; pocet vyloucenych vzorkl
nepresahuje v Zzadné ze skupin 3,5 %. Neni prekvapivé, Ze v projevech nerodilych
mluvcich bylo dysfluenci vice nez u rodilych mluvcich. K nasledné analyze bylo
k dispozici 961 vzorkd. Viz tab. 1 ¢ast A.

Tab. 1: Pocet vzorkd dle materského jazyka v navazujicich fdazich analyzy. Souhrnny objem pauz a realizaci
s rdzem a bez rdzu. (R - rustina, U — ukrajinstina, C — cestina, // — pfedél na tirovni promluvového tseku)

Skupiny R u ¢ Celkem
Pocet mluvcich 12 9 13 34
Vychozi pocet vzorkti | 348 261 377 986

A | Vylouceno 11 9 5 25
Vylouceno (%) 3,2 3,4 1,3 2,5
K analyze 337 252 372 961

B | pauzy(n) 111 69 89 269
pauzy (%) 32,9 27,4 | 239 28,0
Bez pauzy (n) 223 180 283 686

c | //?) 76 75 112 263
?(n) 136 95 171 402
// bez razu (n) 0 0 0 0
bez razu (n) 11 10 0 21

D | //?(%) 34,1 | 41,7 39,6 38,3
? (%) 61,0 52,8 | 60,4 58,6
// bez razu (%) 0,0 0,0 0,0 0,0
bez razu (%) 49 5,6 0,0 3,1

E pauzy + // (n) 187 144 201 532
pauzy + // (%) 55,5 57,1 54,0 55,4
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Z tohoto souboru byly nejdrive oddéleny pripady, ve kterych vokalu predchazela
pauza, nebot zde se raz vyskytuje automaticky jako zplisob zacatku fonace. Takto
bylo vymezeno celkem 28 % pripadi (nejméné z Ceské skupiny - 24 % a nejvi-
ce ve skupiné R - 33 %). K vlastnimu rozboru pfitomnosti rdzu bylo k dispozici
celkem 686 vzorku. Viz tab. 1, ¢ast B.

Cesti mluvei uZili raz ve vech potencidlnich vyskytech. Ve skupinach R a U byl
raz pritomen vétSinové. Bez razu bylo vysloveno nékolik spojeni (R 4,9 % a U
5,6 %); vSechna tato spojeni se nachazela uvniti promluvového useku, tj. mimo
prozodicky piedél na trovni fraze. Viz tab. 1, ¢ast C (absolutni hodnoty), ¢ast D
(procenta), které ukazuji pocet vyskytl razu v misté prozodického predélu (fadek
//) i mimo predél.

Bylo by zavadéjici z idaji o objemu realizaci s predélem usuzovat, Ze ve skupiné
R mluvéi €lenili na promluvové tseky méné nez zbylé dvé. Pro ziskdni objemu
prozodickych predéll v cilovych pozicich je totiZ tieba pricist také objem realizo-
vanych pauz. Téch bylo naopak ve skupiné R nejvice (viz tab. 1, ¢ast A); po souctu
je objem predéli mezi skupinami vyrovnany. Viz tab. 1, ¢ast E.

3.2 VysledKky podle typu pozice

V tomto oddilu ptinaSime udaje o realizaci razu podle pozic vymezenych v kapi-
tole 2.1.

A. Pozice na zacatku jednoduché véty nebo souvéti.

Tento typ byl zastoupen pouze tfemi pozicemi vcetné jednoslovného nadpisu. Ve
vSech jazykovych skupinadch je stejnd realizace. Sledovanému vokalu vzdy pred-
chazela pauza, nejcastéji nadechovd, a vokal byl realizovan s radzem. Jak jiZ bylo
uvedeno vysSe, po pauze se jednad o fyziologickou zaleZitost a vyslovnost vokalu
s razem neni prekvapiva.

B. Pozice pied spojkou a.

V textu spojka a svazuje véty souvéti, a to kratsi (napt. Nékdy je vesely a nékdy zase
smutny.) i delsi. Jedna se o 12 pozic; u 11 z nich kon¢i predchozi slovo na vokal,
pouze v jednom ptipadé piedchazi spojce a konsonant.

Ve spojeni vokalu s nasledujici spojkou a byla v relativné velkém objemu realizo-
vana pauza, nejvice ve skupiné R (43 %) a nejméné ve skupiné C (29 %); objem
pauz ve skupiné U se bliZi spi$ C (U 34 %). Po pauze byl vidy realizovan raz. Viz
tab. 2, ¢ast A.
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Také v pripadech, ve kterych vokalu nepredchazela pauza, byl shodné ve vSech
skupinach realizovan raz (celkem 240 vzorkl s razem) s vyjimkou 1 vyskytu bez
razu ve skupiné R. Ve sledované pozici se v prevaze nachazel prozodicky predél;
ve skupiné R ¢inil objem razu spolu s predélem zhruba 80 %, ve skupiné U a C nad
90 %. Viz tab. 2, ¢ast B. Jak uz bylo uvedeno v oddilu 3.1 k souhrnnym udajim,
pro predstavu o celkovém objemu prozodickych predéll je tieba pricist také ob-
jem realizovanych pauz; po souctu je objem predé€li mezi skupinami vyrovnanéjsi.
Tab. 2, ¢ast C.

Tab. 2: Objem pauz a realizaci s rdzem a bez rézu ve spojeni vokdl a spojka a. Pocet vzorkd dle materského
jazyka. (R - rustina, U — ukrajinstina, C — éestina, // — pfedél na trovni promluvového useku)

V+a(11) R U ¢
A | kanalyze (n) 128 98 143
pauzy (n) 55 33 41
pauzy (%) 43,0 33,7 28,7
B | bez pauzy (n) 73 65 102
/] ?a (%) 82,2 90,8 94,1
?a (%) 16,4 9,2 5,9
bez razu (%) 1,4 0,0 0,0
C | kanalyze (n) 128 98 143
pauzy (n) 55 33 41
//(n) 60 59 9
pauzy + // (n) 115 92 137
pauzy + // (%) 89,8 93,9 95,8

Pro spojeni konsonantu a spojky a bylo k dispozici 39 realizaci, z toho u 10
z nich predchazela pauza s razem. Ve zbyvajicich 29 pripadech bez pauzy byla
vZdy vyslovnost s razem, s prevahou spolu s prozodickym ptedélem (27 vzorkl);
ve dvou zbyvajicich pripadech byl raz realizovan bez predélu.

C. Pozice po predlozce

V textu se nachazi 5 predloZkovych spojeni, u ¢tyt z nich se jedna o kombinaci C
+ V (2x s neslabi¢nou predlozkou, 2x s jednoslabi¢nou; nasledujici substantivum
vZdy zacind na vokal o), u jednoho spojeni se jedna o V + V (s jednoslabi¢nou
predlozkou). Spojeni s predlozkou jsou vzdy spojeni tésna: neslabi¢na predlozka
tvori soucast prétury nasledujici slabiky a pivodni jednoslabi¢na predlozka tvoii
mluvni takt s nasledujicim jménem a nese slovni prizvuk.

Udaje v souhrnné tabulce ukazuji, Ze piedlozkova spojeni byla realizovana ve
vSech skupinach az na ojedinélé pripady bez pauzy a také bez realizace piredélu na
urovni promluvového useku. V ¢eské skupiné byla vyslovnost ve vSech vyskytech
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stabilné s razem. Naopak ve skupiné nerodilych mluv¢ich se objevuje vétsi objem
realizaci bez razu; ve skupiné R je to 15,8 %, ve skupiné U 20,0 %. Viz tab. 3.

Tab. 3: Objem pauz a realizaci s razem a bez razu v predloZkovych spojenich. Polet vzorki dle materského
jazyka. (R — rustina, U — ukrajinstina, C — éestina, // — predél na trovni promluvového useku)

Prep +V (5) R u ¢
k analyze (n) 58 41 63
pauzy (n) 1 1 0
bez pauzy (n) 57 40 63
//?(n) 1 0 0
?(n) 47 32 63
// bez razu (n) 0 0 0
bez razu (n) 9 8

bez razu (%) 15,8 | 20,0 0,0

Analyzovana predlozkova spojeni maji rizny charakter a souhrnna tabulka stira
vnitini variabilitu, proto bude uZite¢né rozebrat podrobnéji jednotliva spojeni. Jak
uz bylo reCeno vyse, ¢eSti mluvci vyslovili vSechna predlozkova spojeni s razem
(a v pripadé C + V s neznélou souhlaskou), nasledujici tabulky proto obsahuji jen
udaje k nerodilym mluvéim a také vyklad se bude tykat primarné téchto mluvcich.

Kombinaci C + V s neslabi¢nou predlozkou zastupuji dvé spojeni k ostrovu a z ok-
na, tj. s odliSnou etymologickou znélosti (neznéla predlozka k, znéla z). Z vykladu
vySe uZ vime, Ze pro kombinaci s neslabi¢nou predlozkou ortoepicka norma pre-
depisuje raz, ktery zplisobuje ztratu znélosti u etymologicky znélych predlozek,
vyslovnost uvedenych spojeni by tedy méla byt [k ostrovu], [s okna].

Tab. 4: Typy realizaci a jejich cetnost ve spojeni k ostrovu

k ostrovu [k ?ostrovu] R
A | kanalyze (n) 12
k ?0

k ?0-, k ?0:
Celkem

B | ko

ko-, ko:
Celkem

Nir|[r|[o|s|n|o|E

HlwW|RL[||lwW| WU

Ve vyslovnosti spojeni k ostrovu (tab. 4) je ve vSech vyskytech v projevech nero-
dilych mluvcich zachovana neznéld podoba predlozky [k], ktera odpovida i orto-
epické vyslovnosti.

Raz vyslovila vétsina respondenti (8/12 ve skupiné R a 6/8 ve skupiné U), ve zby-
lych ptipadech byla vyslovnost spojitd. V zdznamech sledujeme i pozici slovniho
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prizvuku a délku vokald. Slovni prizvuk byl nalezité na prvni slabice substantiva,
ovSem zhruba v poloviné pripadi doslo k jejimu protaZeni na polodélku [o'] nebo
i plnou délku [o:].'°

Typickymi realizacemi jako celku tak byly podoby [’k ostrovu] (ortoepicka vyslov-
nost 7/20), ['k ?o:strovu] a ['k o'strovu].

Tab. 5: Typy realizaci a jejich cetnost ve spojeni z okna

o

z okna [s ?0kna]

Jany
N

k analyze (n)

A | s?
s ?0-,s?0:

Celkem

B | s?o:

zo0

z70-,z70:

Celkem

C z9- 70, z3: 70

z?0-,z270:

Celkem

D | zo

Z0:

zo

R I O|IO|R|[WIRLRINI[O|W| R |FLRI|IW|O|Ww
hlRr|lwWw|lO|l|Oo|O|O||[N|rR|R|[O||lW|O|w|lV|C

Celkem

Ve spojeni z okna (tab. 5) vyslovilo raz ve skupiné R 11 mluvcich z 12, ve skupiné
U byl raz vysloven v 5/9. Samotny udaj o realizaci razu vsak nestaci, je tieba vzit
v Uvahu i podobu predlozky; neznélé [s], které je zde nalezité, vyslovili v kazdé
skupiné jen 3 a 3 mluvdi, tj. celkové 6/21 (viz tab. 4, ¢ast A). V ostatnich pripadech
mluvci vyslovili souhlasku s ¢astecnou znélosti (celkem 7 vyskytl), ve 3 pripadech
byla predlozka znéla (z toho dvakrat byla realizovana s doprovodnym vokalem Sva
[2]; tab. 4 ¢ast B a C.

Bez razu bylo vysloveno 5 pripadd (4x ve spojeni s plné znélou souhlaskou [z], 1x
s Caste¢né desonorizovanou'®); vice realizaci bez razu bylo ve skupiné U (necela
polovina, 4/9); tab. 4 ¢ast D.

Slovni prizvuk byl realizovan nalezité na prvni slabice s vyjimkou jedné realizace,
kde bylo spojeni slabikovano a jsou v ném dva pfizvuky ['z o'kna], a dale v jedné

15 Také v ruském a ukrajinském ekvivalentu je v prislusném tvaru slovni prizvuk na prvni slabice.

16 pro zapis desonorizované souhlasky pouzivime prislusny symbol z mezindrodni transkripce IPA,
napt. [z]; sonorizovand varianta (v tab. 6) je znacena takto [t].
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varianté s doprovodnym vokalem $va [zo: '?o'kna].!l” Priblizné ve tietiné pripadi
opét doslo k protahovani prizvucné slabiky.

Opakujici se realizace celého spojeni byly tyto: ['s 7okna] (ortoepickd vyslovnost
6/21), ['z o:kna], ['z To:kna], ['z ?okna].

Dvé spojeni C + V s jednoslabi¢nou predlozkou reprezentuji spojeni od ostrova
a nad obzorem. U jednoslabi¢nych predloZek je podle ortoepickych pravidel mozna
dvoji vyslovnost, a to s razem i bez razu. Konci-li predlozka na konsonant, dojde
ve spojeni s razem, ktery se chova jako neznély parovy konsonant, k asimilaci zné-
losti a tento konsonant se zméni ve svij neznély protéjSek. Ve varianté bez razu
se znélost koncového konsonantu v predloZce neméni. Pro pripady z textu jsou
tak ortoepické nasledujici podoby: ['ot ?ostrova]'® i ['od ostrova], ['nat ?obzorem]
i ['nad obzorem].

Tab. 6: Typy realizaci a jejich cetnost ve spojeni od ostrova a nad obzorem

od ostrova | nad obzorem | Celkem
R u R u
A | prefeky 1 1 3 2 5
k analyze (n) 12 8 10 7 37
pauzy (n) 0 1 1 0 2
/R 0 0 2 0 2
bez pauzya //? (n) | 12 7 7 7 33
B t?0 4 2 4 5 15
t?o0,t?0: 5 2 0 0 7
Celkem 9 4 4 5 22
C| t? 0 0 1 1 2
d ?o- 1 0 0 0 1
Celkem 1 0 1 1 3
D d?o 0 1 0 1 2
d?o: 1 0 0 0 1
da: ?0 0 0 1 0 1
Celkem 1 1 1 1 4
E do 0 0 1 0 1
do: 1 1 0 0 2
to: 0 1 0 0 1
Celkem 1 2 1 0 4

17 v ruském a ukrajinském ekvivalentu je v prislusném tvaru slovni pfizvuk aZ na druhé slabice.

18y prepisu nefesime (ne)realizaci razu na zac¢atku predlozky. Uvedena pozice je soucasti spojeni prehlizi
more od ostrova ... a je zahrnuta v kombinaci V + V. Naopak znac¢ime slovni prizvuk.
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0 tom, Ze vyslovnost analyzovanych predlozkovych spojeni miize byt pro nerodilé
mluvci z riznych pricin obtizna, svédci pocet prefekl (u spojeni nad obzorem jich
je dokonce 5/22) a také realizace pauzy mezi predlozkou a substantivem (2x),
pripadné predélu bez pauzy (2x). V pripadé predélt byl vzdy realizovan raz. Viz
tab. 6, ¢ast A.

Dale se budeme zabyvat jen realizacemi, ve kterych se predlozkova spojeni na-
chazeji uvniti promluvového useku. U analyzovanych spojeni se podobné jako ve
spojeni s neslabi¢nymi predlozkami objevuje raz v prevaze nad vyslovnosti spoji-
tou (29/33). Jelikoz vsak predlozky konci na souhlaskuy, je diilezita také realizace
finadlniho konsonantu ptedlozky. Viz tab. 6, ¢asti B-D.

Vyslovnost s neznélou souhlaskou [t], kterad je pred razem v analyzovanych spo-
jenich nalezita, se vyskytuje ve vice neZ dvou tretinach vSech realizaci s razem
(22/29), viz tab. 6, ¢ast B. Kromé neznélého [t] se pred razem objevuje také celko-
vé 7x konsonant s ¢astecnou znélosti [t]/[d] €i zcela znély [d] (v jednom pripadé
s doprovodnym vokalem), viz tab. 6, ¢asti C-D. Ve 4 ptipadech je vyslovnost bez
razu, z toho 3x se znélym [d]'° a 1x s neznélym [t] (tab. 6, ¢ast E).

Obrazek o realizaci spojeni by nebyl Uplny bez informace o slovnim prizvuku, kte-
ry by mél byt na piredlozce. V ¢eské skupiné mluvéi prizvukovali vzdy piedlozku
s vyjimkou jednoho vyskytu piizvuku az na substantivu.

U spojeni od ostrova se u nerodilych mluvéich vyskytly tri realizace: a) prizvuk
pouze na piedloZce, b) prizvuk na predloZzce i prvni slabice substantiva, ¢) piizvuk
pouze na prvni slabice substantiva. Pfizvuk ndalezité jen na ptedloZce realizovalo
6 mluvéich (3 R a 3 U), ve vSech byla zaroven dodrZena kvantita vokall; v péti
ptipadech se jednalo o kombinaci s rdzem [t ?0] a v jednom ptipadé bez razu [d o].
Téchto Sest mluvcich tedy vyslovilo celé spojeni od ostrova podle normy. VétSinova
realizace byla ["?ot ?ostrova].

Dvoji ptizvuk se ve spojeni vyskytl celkem 4x (3 R, 1 U); ptizvuk na substantivu
byl vzdy doprovazen protazenim inicidlniho, pfizvu¢ného vokalu (3x na polodél-
ku, 1x na plnou délku), ve dvou ptipadech byla protaZena i predlozka. Typickou
realizaci je ["?ot ?o'strova] s pripadnym protaZenim vokalu v predloZce.

Ptizvuk pouze na substantivu realizovalo 9 mluvcich (6 R, 3 U). Ve 4 piipadech se
jednalo o kombinaci neznélé souhlasky a razu, z toho 3x byla prvni, pfizvuéna sla-
bika substantiva protaZena na polodélku. Opakujici se realizace je [?ot ?o'strova].
V jednom ptipadé mluvéi vyslovil [fot 'o:strova], tedy sice s neznélou souhlasku,
ale bez razu a s vyraznym protaZzenim prizvuc¢ného vokalu. Zbyvajici 4 pripady
zahrnuji 3x znélou a 1x poloznélou realizaci piedlozky, dvakrat s razem a dvakrat

19 Tato varianta je rovnéz spisovng, viz vyse.
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bez razu; ve vSech pripadech byl prizvucny vokal protazen, ve 3 vyskytech az na
dlouhy vokal. Dvoji vyskyt tak méla varianta [?od 'o:strova].

vvvvvv

jenim je standardni ¢lenéni na mluvni takty a pozice slovniho prizvuku nasledujici:
/ 'Kdypak se / ‘nad obzorem / 'vynori / Jizni / 'ki'iZ? / Tato varianta s taktem / 'nad
obzorem / a prizvucnou predlozkou nad se u nerodilych mluvcich vyskytla pouze

v 2/14 (vCetné zachovani kratkych vokald).

Ve 3 ptipadech mluv¢i realizovali variantu / 'Kdypak / 'senat / (*)ob(')zorem /, ve
které vytvorili novy, spolecny takt ptivodni ptiklonka se a predlozka nad; substan-
tivum obzorem tvotilo samostatny takt s pfizvukem bud’ na prvni, nebo na druhé
slabice. (Mluvni takt / 'senat/ se vyskytl i v pfipadé pauzy a po prozodickém pre-
délu.) Ve zbylych ptipadech se objevovaly jinym zplisobem nakombinované takty
a pozice prizvuki, napt. prizvucéné se i nad vedle sebe.

Co se tykd kvantity u substantiva obzorem, oba mluv¢i, ktefi ptrizvukovali pouze
predlozku, zachovali v prvni slabice substantiva kratky vokal. Také v pripadé pti-
zvuku na prvni slabice substantiva mluvci zachovali pivodni kratkou [7obzorem]
(2 vyskyty, mluvci R). Pri prizvukovani druhé slabiky ztstal ve 4 vyskytech zacho-
van kratky vokal [fob'zorem], v 6 vyskytech vSak doSlo k jeho protaZeni (z toho
4x az na plnou délku [?ob'zo:rem]).

Kombinace V + V je reprezentovana prikladem na ulici. Zde ortoepickd norma
kromé varianty s razem ['na ?ulici] pripousti i variantu bez razu ['na ulici], ovSem
s tim, Ze pfi vyslovnosti nesmi dojit ke splynuti vokali v diftong ¢i k jiné defor-
maci (Palkovd, 1997, s. 326).

Ve spojeni na ulici nebyla predloZka od jména oddélena pauzou, ale ani predélem
na urovni promluvového useku. Spojeni bylo vzdy vysloveno jako jeden mluvni
takt, mezi rodilymi a nerodilymi mluv¢imi vSak byl rozdil v pozici slovniho pri-
zvuku. U rodilych mluvéich byl vidy piizvuk néleZité na predlozce na. Cast nero-
dilych mluvcich realizovala slovni prizvuk také na predlozce (ve skupiné R 5/12,
ve skupiné U 3/9); mluvéi vsak vétSinové prizvukovali prvni slabiku substantiva
(13/21).

V obou skupinach byl ve spojeni na ulici po predloZce realizovan raz s vyjimkou 2
ptipadi z 12 ve skupiné R, ve kterych bylo spojeni vysloveno bez razu; ve skupiné
U se jedna o 9 realizaci s razem.

20 Rusky lexém se stejnym hlaskovym sloZenim 0636p a jeho tvary maji prizvuk na druhé slabice (vyznam
lexému je oproti CeStiné posunut).
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D. Ostatni spojeni

V nasem textu se vzZdy jedna o spojeni V + V; ve vétSiné pripadl jsou obé slova
minimalné dvojslabi¢na.

Na realizaci razu by mohlo mit vliv to, zda se jedna o spojeni tésnéjsi ¢i volné;jsi,
proto sledujeme i tento aspekt. Mezi tésnéjsi spojeni fadime napf. spojeni privlast-
ku a jména (jeho oci) nebo prislovecného urceni a prisudku (zase oZije). Celkem se
v textu nachazi 7 pripadl. Volna spojeni jsou v textu dvé.

V tésném spojeni V + V byly jen ve 4 ptipadech z celkovych 233 realizovany pauzy
(2 R a 2 U), vzdy s razem. Zajimavosti je, Ze jedna mluvéi R, kterd text Cetla
s vyraznym emocionalnim zabarvenim, vyslovila slovo odpocivd s protetickym v.2!

vy

V pozicich bez pauzy byl raz realizovan ve vSech vyskytech naptic¢ skupinami s vy-
jimkou dvou pripadi ve skupiné U (v obou se jedna o spojeni klidné odpociva).
Nizka frekvence ptredé€lu (podobné jako pauzy) odpovida tomu, Ze se jedna o spo-
jeni tésné. Rodili mluvci realizovali spojeni vzdy bez predélu a také u nerodilych
mluvcich byl piredél ojedinély (ve skupiné R se vyskytuje v 6 pripadech ze 78, ve
skupiné U jen jednou z 59).

Tab. 7: Typy realizaci a jejich cetnost ve spojeni V + V tésném

V +V tésné (7) R U C
vsechny vyskyty (n) 81 61 91
pauzy (n) 2 2

pauzy (%) 2,5 3,3 0
protetické v (n) 1 0

bez pauzy a proteze (n) | 78 59 91
/1? (%) 7,7 | 17 0,0
? (%) 92,3 | 94,9 100,0
/1 (%) 0 0 0
bez razu (%) 0,0 3,4 0,0

U spojeni volného vzrostl oproti spojeni tésnému objem pauz. Skupiny nerodilych
a rodilych mluvéich se mezi sebou v tomto parametru liily; ve skupiné C byly
pauzy pritomny ve tietiné piipadd, ve skupinach R a U realizovali mluvci pauzy
Castéji, zhruba v poloviné pripadi. Po pauze byl vzdy realizovan raz.

V pripadech bez pauzy (33 vyskytl celkem) byl az na jednu vyjimku realizovan
vZdy raz (raz nebyl realizovan ve skupiné R v 1 pfipadu z 9). Mezi skupinami
jsou patrné rozdily v tom, zda byl raz realizovan s predélem, tj. na hranici mezi

21 ye ¢teném textu se jedna o ojedinélou zalezitost; v polospontannim, neformalnim projevu mtize pro-
dukce protetického v i podle individualnich navykd mluvéich vzrist.
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Tab. 8: Typy realizaci a jejich cetnost ve spojeni V + V volném

V +V volné (2) R U C
vSechny vyskyty (n) | 22 | 17 | 24
pauzy (n) 13 9 8
bez pauzy (n) 9 8 | 16
// ?a(n) 3 7 6
?a (n) 51 1] 10
//a(n) 0 0 0
bez razu (n) 1 0 0

promluvovymi tseky nebo uvniti iseku. Ve skupinach C a R bylo vice ptipadi bez
predélu, na rozdil od skupiny U, v niZ byla vétsina pripadl realizovana s predélem
(7 z 8).

4 Diskuse

V analyzovaném souboru se raz vyskytoval obecné s vysokou frekvenci, a to i u ne-
rodilych mluvéich ¢estiny, coZ mlze byt ponékud prekvapivé. Velky vliv ma zajisté
to, Ze se jedna o Cteny text, ve kterém byva raz castéjsi nez v polospontdnnich,
neformadlnich projevech (viz napt. jiz uvedena studie ]. Volina, 2012). Navic se jed-
na o umélecky text; je ziejmé, Ze se mluvci bez ohledu na L1 snazili o adekvatni
ztvarnéni vCetné vyrazného prrednesu. Jednim z ryst vyrazného projevu je pravé
pritomnost razu.

Na frekvenci razu maji zcela urcité vliv typy pozic. Stranou nyni nechavame pozice
po pauze; ty byly u vSech mluvcich realizovany s razem, coZ odpovida ocekavani,
nebot v této pozici, jak uz bylo vicekrat receno, se jedna o zacatek fonace po
klidové fazi. V pripadech bez pauzy panuje mezi mluv¢imi sledovanych jazykt sho-
da na hranici promluvového tseku; tento piedél (realizovany jinymi zvukovymi
prostiredky neZ pauzou) byl vidy doprovazen razem. To je v souladu s drivéjsi-
mi zjiSténimi (Krivnova, 2002, 2005, Dilley & Shuttuck-Hufnagel, 1995, Bissiri &
Volin, 2010) o castém vyskytu razu na mezitisekovém predélu.

Rozdily se uplatiiuji v pozicich uvnitt promluvového tseku, a to mezi nerodilymi
mluvéimi na jedné strané a skupinou ¢eskych mluvéich na strané druhé. Mezi sku-
pinou s matefstinou rustinou a matef'Stinou ukrajinstinou se neobjevily vyznam-

né rozdily; pro ovéreni naznakid odliSnosti by bylo tfeba rozsitit pocet mluvcich
v obou skupinach vcetné aspektu urovné osvojeni si Cestiny.

Pted spojkou a a v ostatnich spojenich byl ve vSech tfech skupinach az na vyjim-
ky realizovan raz. Nejvétsi rozdil mezi rodilymi a nerodilymi mluvéimi vykazuji
predlozkova spojeni, jejichZ realizace vykazuje u nerodilych mluvcich velkou vari-
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abilitu. To odpovida i diivéjSim sondam (Veroiikova 2014, Verorikova & Tolkunova,
2016). U rodilych mluvcich je v analyzovaném materidlu v predlozkovych spoje-
nich jedinou variantou vyslovnost s razem a v pripadé predchoziho konsonantu
s neznélym konsonantem. U nerodilych mluvéich se objevuje i vyslovnost bez razu.
U neslabi¢nych ptedlozek, kde je raz povinny, se jako méné problematickd kom-
binace jevi spojeni s predloZkou k, u niZ je etymologickd neznélost (pravopisna
podoba) v souladu s poZzadovanou zvukovou realizaci [k]. Neznélou podobu pred-
lozKy zachovali vSichni mluvci; vyslovnost s razem se u této predlozky vyskytuje
zhruba ve 3/4 pripad(, 1/4 je bez razu.

Potiz plsobilo nerodilym mluvéim spojeni s predlozkou z, ktera se v ortoepické
vyslovnosti vlivem razu méni na [s]. [ v tomto spojeni prevaZzuji realizace s razem,
nicméné nalezitd podoba [s] je jen u Casti materialu. V kombinaci s razem se
zejména ve skupiné R vyskytuje predlozka s castecnou znélosti nebo znéla [z ?0].
Zejména ve skupiné U se vyskytly realizace bez razu se znélou souhlaskou [z o].
Kombinace typu [z 0] je pro CeStinu neptirozend; u nerodilych mluv¢ich cestiny
byla zaznamendna v jiZ zmifiované sondé u pokrocilych mluvéich s mateiStinou
rustinou, ukrajinstinou a polstinou (Veronkova, 2014) a jednotlivé u zacatecniki
s matefstinou rustinou (Veronkova & Tolkunova, 2016).

Podobna variabilita forem jako u predlozky z se objevuje i u jednoslabi¢nych pred-
loZek, které konc¢i na souhlasku, v naSem piipadé d. Varianta neznéld souhlaska
a raz [t ?o] se vyskytuje zhruba ve dvou tfetindch pripadi. Mensi ¢ast zbylych
pripadi byla realizovana bez razu, coz je pfi zachovani znélosti finalniho konso-
nantu predlozky dubletni ortoepicka vyslovnost [d o]. OvSem ostatni vyskyty byly
realizovany s razem s predchozi znélou ¢i ¢aste¢né znélou souhlaskou, napt. [d
?0]/[d ?o].

Vv

V budoucnu bude vhodné rozsirit vyzkumny material pravé o predlozkova spojeni,
a to s neslabicnymi i s jednoslabi¢nymi piedlozkami s adekvatnim zastoupenim
mluvéich riznych jazykovych urovni. To by mohlo prispét k osvétleni postupu
osvojovani si vyslovnosti rdzu v ceStiné nejen jako jednotlivého segmentu, ale
celé hlaskové posloupnosti s razem. V sondé (Veronikova, 2014) autorka vyslovila
hypotézu, Ze neceskd kombinace typu [z ?0], [v o] u neslabi¢nych predloZek, po
nichz nasleduje vokal, se vyskytuje u pokrocilejsich mluvcich, ktefi jsou o exis-
tenci razu a jeho uziti v Cestiné pouceni, nicméné dané pravidlo neaplikuji plné.
V materidlu soucasné studie realizace jednoslabi¢né predlozky z znéle bez razu
[z o] prevaZzuje u zacatetniki ¢i mirné pokrocilych; u studentd pokrocilych se
sice objevuje raz, ale predchozi konsonant ma variabilni podobu od naleZitého
neznélého [s] pres poloznélé varianty ke znélému [z]. [ sou¢asny material doklada,
ze kombinace etymologicky znélé neslabi¢né predlozky a nasledujiciho vokalu je
pro nerodilé mluvci, véetné téch pokrocilych, obtizna. Je ziejmé, Ze pro osvojeni
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si spravné realizace kombinaci s predlozkou je u cizinc vhodny cileny nacvik,
nejlépe od pocatku studia Cestiny.

V predlozkovych spojenich byla zaznamenavana i pozice slovniho prizvuku a kvan-
tita vokald. U ¢asti materialu se objevilo protahovani pivodné kratké slabiky pod
pfizvukem na polodélku nebo délku, typicky rys zvukové stranky rusko- a ukra-
jinskojazy¢nych mluvcich v ceStiné. OvSem v nemalém objemu mluvéi nalezitou
délku dodrzovali, a to vCetné tvaru okna s nalezitym prizvukem na prvni slabice
(v rustiné a ukrajinStiné je u tohoto tvaru prizvucna az druhd slabika). V této
souvislosti jsou zajimavé dva postrehy. AZ na vyjimky byl dany mluvéi v realizaci
kvantity u slov ostrova a ostrovu konzistentni, tj. bud’ v obou pripadech zachoval
prvni vokal kratky, nebo ho v obou pripadech prodlouzil, obvykle ve stejné mire
(oba vokaly polodlouhé, oba vokaly dlouhé); u téchto slov byl vzdy prvni vokal
ptizvucny, coz odpovida i ruskému a ukrajinskému ekvivalentu. U slova obzorem
se také objevuje protahovani piizvucné slabiky, ale pouze v pripadé, kdy mluvci
prizvukoval druhou slabiku. Pokud ptizvukoval prvni slabiku, ziistala vzdy zacho-
vana kratka. (Kratka byla realizovana v nékolika vyskytech i ve druhé, prizvucné
slabice.)

U analyzovanych predlozkovych spojeni se souhlaskou se neukazal vztah mezi re-
alizaci rdzu a pozici slovniho prizvuku. Nicméné v budoucim vyzkumu bude uZi-
teCné se této otdzce vénovat podrobnéji. Napf. pro vztah razu, slovniho ptizvuku
a dlrazu v analyzovaném spojeni na ulici 1ze pro realizace u nerodilych mluvcich
uvést nasledujici postiehy: a) V obou pripadech bez razu byl v tomto spojeni
slovni ptizvuk az na substantivu. b) V pripadé prizvukovani predlozky byl vzdy
realizovan raz. c) Diraz nebyl v Zddném pripadé realizovan na prizvucné pred-
loZce ani na prizvuéném substantivu bez razu. V piipadé€ razu a zaroveini slovniho
prizvuku na substantivu byl diraz realizovan ve 3 pripadech z 5 (skupina R), ve
skupiné U nebyl diliraz realizovan v zadném z vyskyti.

V budoucim vyzkumu zvukové stranky rodilych a nerodilych mluvéich by bylo uzi-
te¢né analyzovat podrobnéji ¢lenéni na promluvové tuseky a jejich zvukové ztvar-
néni. Udaje ukazuji, Ze ¢etnost piedélil v potencidlnich mistech razu je u viech
tii jazykovych skupin podobna. Ve vSech tiech jazykovych skupinach bylo néko-
lik mluvcich s vyraznym clenénim, ktefi hojné vyuzivali pauzy i na mistech, kde
ostatni sice realizovali predél, ale bez pauzy; z prednesu bylo ziejmé, Ze se jedna
o zamér mluvciho. Jisté rozdily mezi skupinou nerodilych a rodilych mluvcich jsou
naznaceny napi. v realizaci spojeni volnych a tésnych.

V literature se diskutuje o aspektu pohlavi a jeho vlivu na realizaci razu. Vzhledem
k malému poctu nebyli muzi do predkladané sondy zaiazeni; k dispozici jsou na-
hravky celkem 5 nerodilych mluvcich a 5 rodilych mluv¢ich. Pro skupinu rodilych
muzid lze nicméné uvést, Ze jejich projev vykazuje obdobné vlastnosti jako u Zen.
Jsou to rdz po pauze, na prozodickém Svu i uvnitf Useku vcetné predlozkovych
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spojeni; taktéZ mezi muzi jsou mluvci s vyraznym Clenénim a Castym vyuzitim
pauz. Jedinou odliSnosti by mohl byt o néco vétsi pocet prerekl ve skupiné ro-
dilych muzi oproti Zenam.

5 Zavér

Predlozena sonda prinesla tidaje k realizaci razu na zacatku slov ve ¢teném textu.
Porovnavala jeho uziti u nerodilych mluvcich s matefstinou rustinou a ukrajinsti-
nou a u rodilych mluvéich cestiny. Dilezitym aspektem jsou typy pozic, ve kterych
se raz mize vyskytnout. Nejvétsi rozdil mezi rodilymi a nerodilymi mluvéimi se
ukazal v predlozkovych spojenich, a to jak u neslabi¢nych, tak u jednoslabi¢nych
predlozek. U nerodilych mluvcich se vyskytuje i hlaskova kombinace pro rodilé
mluv¢i neprirozend. U predlozkovych spojeni text prinesl také udaje k pozici slov-
niho ptizvuku a kvantité vokald.

Podékovani

Vyzkum byl podpoten GA CR 18-18300S Zvukové vlastnosti ¢estiny v komunikaci
nerodilych a rodilych mluvcich.
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Perceptions of plagiarism by students at the
University of Economics in Bratislava

Eva Maierova

Abstract: Plagiarism undermines the very purpose of obtaining education, and plagiarising
final theses diminishes the value of university education in society. Therefore, it is necessary
to tackle this issue in all university courses, including foreign language courses. Stemming
from the definition of plagiarism and its classification the paper aims to analyse how students
perceive plagiarism. The analysis of students’ perception of plagiarism is based on a question-
naire distributed among students at the University of Economics in Bratislava. A Likert scale
was used to measure students’ attitudes. The findings of the study show that the majority of
68 undergraduate students who participated in it are aware of what constitutes plagiarism
with verbatim plagiarism being recognised as its most typical form. The respondents see the
complexity of citing sources as the main reason for plagiarising, which is also reflected in
their varying opinions on referencing. Finally, measures on how to prevent plagiarism are
suggested. The goal of the study was to provide the ground for a better understanding of
plagiarism from students’ viewpoints and thus help find effective ways to eliminate this phe-
nomenon.

Key words: plagiarism, quantitative analysis, questionnaire, students’ attitudes, tertiary edu-
cation

1 Introduction

Plagiarism is one of the ways of breaching academic integrity with which insti-
tutions at the tertiary education level have to deal. It undermines the purpose
of obtaining formal education, and plagiarising final theses diminishes the value
of university education in society. However, plagiarism does not apply to qualifi-
cation theses only, as it is present in seminar papers, projects, and assignments,
which have become an inseparable part of university courses due to the shift
from test- or examination-based to continuous assessment (Brown, 2001). It is
therefore essential that due attention be paid to this issue from the very begin-
ning of undergraduate university studies. Doing so can prevent plagiarising theses
and dissertations, as these cases may result in serious implications, such as the
revocation of an academic degree. However, the goal is not to penalise plagiarism
but to increase awareness of what constitutes plagiarism and most importantly, to
take steps to avoid it to the highest possible extent and thus improve the quality
of tertiary education.

Plagiarism has become massively widespread with the development of new tech-
nologies, especially the internet. The easy and rapid accessibility of vast amounts
of information raised a growing ethical concern over plagiarism and intellectual
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property in general. It is also claimed that student plagiarism “is conjectured to
stem from problems with information searching and exploitation, underdeveloped
exposition skills and difficulty in using sources, especially concerning quotations
and references” (Chankova 2017, p. 1). On the other hand, digital technologies also
provide tools that make plagiarism detection easier.

The main part of the presented paper deals with students’ perception of pla-
giarism, which is based on an anonymous questionnaire distributed among stu-
dents at the University of Economics in Bratislava. The analysis of the answers is
the first step towards better understanding how students view this phenomenon,
which can provide a sound basis for further research in this area, and crucially,
for measures to be adopted to reduce it.

2 What constitutes plagiarism

The views on plagiarism are constantly evolving. It is therefore vital to define the
term plagiarism and analyse the forms it can take. The concept of plagiarism is
considered to be a relatively new one (Sentleng & King 2012; Do Ba et al. 2017)
though Wager (2014, p. 33) states that “(p)lagiarism has caused problems for
editors and publishers for centuries”. Similarly, there are different opinions what
plagiarism actually is. However, defining the term is crucial if being accused of
breach of academic integrity can lead to significant penalties. As Fishman puts it
in the title of one of her articles “We know when we see it’ is not good enough”
(Fishman 2009, p. 1) and proposes a definition of plagiarism based on its five
constituent elements:

Plagiarism occurs when someone (1) uses words, ideas, or work products (2) attributable to another
identifiable person or source (3) without attributing the work to the source from which it was
obtained (4) in a situation in which there is a legitimate expectation of original authorship (5) in
order to obtain some benefit, credit, or gain which need not be monetary (Fishman, 2009, p. 5).

Sarlauskiene and Stabingis follow a similar approach and suggest that a complete
definition of plagiarism “can be achieved by using not short definition of plagia-
rism and by enumerating and explaining the various forms and types of plagia-
rism” (Sarlauskiene & Stabingis, 2014, p. 642). The authors follow this premise
and base their definition on distinguishing four types of plagiarism:

1. appropriation - stealing information from a work done by another person or stealing all the work,

2. cheating - presentation of a bought work, presentation of the work or created piece done by
another person, and presentation of the students’ collaborative work as individual work,

3. improper presentation of information from the works of other authors or improper citation of the
sources and presentation of references,

4. self-plagiarism (Sarlauskiene & Stabingis, 2014, p. 643).
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Compared to the four types of plagiarism outlined above, Jamieson and Howard
(2019) differentiate only between cheating (contract cheating, downloading whole
papers, or otherwise knowingly submitting someone else’s texts) and non-
transparent source use or intertextual missteps (failure to cite extracted mate-
rial, failure to correctly mark quotations, and patchwriting) thus actually putting
the two categories of appropriation and cheating by Sarlauskiene and Stabingis’
(2014) under the heading of cheating and not mentioning self-plagiarism at all.

A more detailed classification of forms plagiarism was presented by Martin
(1994), comprising six types: word-for-word plagiarism, paraphrasing plagiarism,
plagiarism of secondary sources, plagiarism of the form of the source, plagiarism of
ideas, and plagiarism of authorship. While most of Martin’s categories are clear, his
explanation of paraphrasing plagiarism can be confusing, especially, but not only,
speaking about foreign language courses. Martin says (1994, p. 37): “When some
of the words are changed, but not enough, the result can be called paraphrasing
plagiarism. This is considered more serious when the original source is not cited”.
The second sentence implies that any paraphrasing, i.e. also paraphrasing a cited
source, is considered plagiarism. Another disputable point in this definition is its
vagueness regarding the number of words that have to be changed so that the text
is not viewed as plagiarised - how many words are “some, but not enough”?

Study of the available literature indicates that there is no universally accepted
definition of plagiarism. Therefore, it is advisable for teachers and students to
consult their university’s policy on this matter. To facilitate the understanding
of integrity issues not only in academia but also in business the University of
Economics in Bratislava provides their staff and students with the Glossary for
Academic Integrity referring to plagiarism as “Presenting work/ideas taken from
other sources without proper acknowledgement” (Tauginiené et al., 2018, p. 35),
which is a definition adopted from Meuschke and Gipp, who understand “aca-
demic plagiarism as the use of ideas and/or words from sources without giving
due acknowledgement as imposed by academic principles” (Meuschke & Gipp,
2013, p. 51). As already noted, such a brief definition of plagiarism would not
suffice thus the glossary enumerates and explains various types of plagiarism, e.g.
recycle, boilerplate, subconscious, clone, find-replace, idea, image, multimedia, hy-
brid plagiarism, etc. Such guidelines serve as the basis for consistency in assessing
students’ papers and theses, however, they should be complemented by training
in academic writing including instructions regarding the proper ways how to work
with various sources, such as analysing, synthetising, quoting, citing, and writing
bibliography to name a few.
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3 Research design and methodology

It was mainly our pedagogical experience that triggered the interest in the topic
of plagiarism from theoretical point of view (Maierovad 2022) as well as in its
practical implications, because part of the continuous assessment in the under-
graduate courses of English for advanced students at the University of Economics
in Bratislava is a seminar paper on a particular topic corresponding with the
material covered during these courses. The presented study can be seen as the
beginning on the way to explore this phenomenon in the academic setting.

The aim of the study was to find answers for the following research questions:
. Do undergraduate students know what plagiarism is?

. Are undergraduate students aware of proper ways of citing and referencing?

. What do undergraduate students see as the reasons for plagiarism?

AW N R

. What do undergraduate students perceive as most effective methods to pre-
vent plagiarism?

The questionnaire used in the research was designed to investigate students’ per-
ception of plagiarism. It was divided into four sections. The aim of the first part
was to collect general information about the student (faculty, the year and the
level of studies, gender), which served as the basis for studying potential differ-
ences in students’ approaches to plagiarism. The second part dealt with students’
perceptions of what constitutes plagiarism. The third part studied what students
see as the reasons leading to plagiarizing. The final, fourth part explored the pos-
sible ways of plagiarism prevention.

The total number of questions was 10, out of which four were multiple-choice
questions, four used a Likert scale to measure students’ attitudes towards pla-
giarism, and two questions were open-ended so that respondents were able to
express their opinions and suggestions freely.

At the end of the summer semester of 2021/2022, the questionnaire was admin-
istered to undergraduate students using a link sent via MS Teams to different
groups in foreign-language courses with the help of colleagues from the depart-
ments of the English and German language. The questionnaire was anonymous,
with the limitation that only students at the University of Economics in Bratislava
could answer it, ensured by the requirement of an official university e-mail.

Within the time frame of almost three weeks, from April 28, 2022, to May 16,
2022, altogether 68 answered questionnaires were collected.

The questionnaire was completed by 68 students of five faculties of the Univer-
sity of Economics in Bratislava. Chart 1 shows the distribution of respondents by
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faculty. Most participants were students of the Faculty of Business Management
(33.82%), followed by the Faculty of National Economy (27.94%), Faculty of Com-
merce (20.59%), Faculty of Economic Informatics (13.24%), and finally, Faculty
of International Relations (4.41%). Two faculties of the university, the Faculty of
Applied Languages and Faculty of Business Economy in KoSice, did not participate
in the study.
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Fig. 1: Distribution of respondents by faculty (N = 68)

All respondents were undergraduate students, out of whom more than a half were
2nd year students (63.23%), over a third 1st year students (35.29%), and there
was only one 3rd year student (1.47%), as shown in chart 2. The result that most
participants were students of the first two years of undergraduate studies can be
explained by the fact that foreign languages for economics at intermediate and
advanced levels are part of curricula at individual faculties at the very beginning
of university studies. Specialised seminars concerned with writing theses are, as
a rule, included in the final year of either bachelor or master studies.

The last general question referred to the participants’ gender. As illustrated in pie
chart 3, there were almost twice as many females (64.71%) as males (35.29%).

4 Research results
4.1 Whatis plagiarism

At the beginning of this part of the questionnaire, we wanted to find out where
the respondents learnt about plagiarism, since this topic is present not only in
academia but also in society in general. It can be seen in chart 4 that exactly one
half of students became aware of plagiarism at secondary school. Almost 40% got
the information from media (tv, press, internet), which can be linked to recent
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Fig. 2: Distribution of respondents by the year of studies (N = 68)
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Fig. 3: Distribution of respondents by gender (N = 68)

accusations of plagiarism against high-ranking politicians. It is therefore logical
that only 4.4% of respondents learnt about plagiarism at the beginning or during
their university studies. An interesting finding is that the same number of students
(4.4%) heard about this term already at elementary school.

The data show the source of information but not the quality of it or participants’
comprehension of the term since knowing about this phenomenon does not nec-
essarily translate into using proper techniques when writing academic papers.
Hence there is enough space to tackle the issue of plagiarism at university level.

The question Which of the following do you consider plagiarism? comprised ten spe-
cific instances of plagiarising as listed below. Respondents were asked to express
their level of agreement using a 5-point Likert scale: strongly agree — agree - neu-
tral - disagree - strongly disagree.
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Fig. 4: Sources of information about plagiarism (N = 68)

Q1 Presenting someone else’s thoughts as my own

Q2 Verbatim copying whole sentences/paragraphs without citing the source in the
text

Q3 Paraphrasing sentences/paragraphs without citing the source in the text

Q4 Translation of a text without reference to the source

Q5 Compilation of multiple texts without citing the source

Q6 Submitting a paper written by a colleague as my own work without his/her
knowledge

Q7 Submitting a paper written by a colleague as my own work with his/her
knowledge

Q8 Submitting a paper written by someone else hired to do so

Q9 Submitting my own paper for another course/subject

Q10 Submitting group work with only one author’s name

These examples are closely connected to various types of plagiarism as elaborated
in relevant literature mentioned in the previous parts of this paper. From the
theoretical point of view, there may be a terminological debate as to whether
particular instances, e.g. Q6-10, are examples of plagiarism or cheating. However,
they all belong to unethical academic practices or breaches of academic integrity,
of which students should also be aware.

From the results summarised in table 1 and visualised in chart 5, it is evident that
in nine out of ten cases participants recognised ways used in plagiarising since
they predominantly answered strongly agree (Q2, 6) and agree (Q3, 4, 5, 7, 8, 10).
Verbatim copying (Q2), also called clone or Ctrl+C plagiarism, was placed on top
with 99% of respondents agreeing with it belonging to plagiarism practices.

The fact that paraphrasing, translating, and compilation of texts (Q3-Q5) without
any reference to the original source were not considered instances of plagiarism
by more than a quarter of students can be caused by the fact that part of instruc-
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tion in foreign language teaching is summarizing texts, which might be mistaken
for paraphrasing or even translating texts.

The only example participants mostly disagreed with being a case of plagiarism
was submitting one’s own paper for another subject/course (Q9). It is a con-
troversial topic with varying opinions on it and mostly it is seen as unethical
behaviour or cheating. However, when delivering a Master’s thesis, it is strongly
recommended that students meticulously check the rules and regulations applied
to re-using parts of their Bachelor’s thesis.

Tab. 1: Responses to ten instances (Q1-Q10) of plagiarism (N=68); SA = strongly agree, A = agree, N = neutral,
D =disagree, SD = strongly disagree

SA A SA+A N D SD D+SD Mean
Q1 32 26 58 01 0 09 4.19
Q2 59 8 67 00 1 0 1 4.84
Q3 16 30 46 00 18 4 22 3.53
Q4 15 34 49 01 18 0 18 3.68
Q5 7 40 47 02 19 0 19 3.51
Q6 56 8 64 00 4 0 4 4.71
Q7 26 21 47 02 12 7 19 3.69
Q8 26 19 45 03 13 7 20 3.65
Q9 5 11 16 10 24 18 42 243
Q10 21 24 45 08 12 3 15 3.71

Another point of interest in this study was students’ familiarity with the cor-
rect ways of citing and referring to sources because recognising plagiarism is not
enough, more important is to acknowledge the original source appropriately. The
respondents were asked to express their attitudes to five statements. A 5-point
Likert scale was used in this case, too.

S1 Sources only need to be cited in bibliography

S2 Sources must be cited both in the text of a thesis/paper and in bibliography
S3 Internet sources do not need to be cited because they are publicly available
S4 It is not required to refer to sources of images, tables, charts, etc

S5 It is not required to cite information obtained in lectures and/or from the
textbook

The cases were chosen based on our experience with papers delivered by students
at the end of the course Business English for Advanced Students. It is very common
that students include bibliography (as it is part of a template), but in-text refer-
ences are missing or, if they are used at all, then the acknowledgement of the
source follows verbatim quotations only. This fact is reflected in the responses,
where almost a half of all participants agreed or strongly agreed that sources
only need to be cited in bibliography, a quarter was undecided, and only 28%
disagreed or strongly disagreed with the first statement (S1).
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Fig. 5: Responses to ten instances of plagiarism in percentages

Only the second statement (S2) is considered good practice in citing sources, and
most respondents strongly agreed with it, though the overall attitude was agree.
The rest of the statements (S3-S5) are 'wrong’, and they were recognised as such
by prevailing negative attitudes towards them. However, compared with the pre-
vious set of answers about plagiarism in general, as highlighted in the table, there
are more neutral responses in this set.

The results in the section dealing with citing and referencing show that under-
graduates are generally aware of the rules on how to refer to literature, although
there is still inconsistency in dealing with specific techniques of citing sources.

Tab. 2: Responses to five statements (S1-S5) concerned with references to sources (N=68); SA = strongly agree,
A =agree, N = neutral, D = disagree, SD = strongly disagree

SA A SA+A N D SD D+SD Mean
S1 11 21 32 17 13 6 19 3.26
S2 25 19 44 16 7 1 8 3.88
S3 5 9 14 20 20 14 34 2.57
sS4 6 10 16 7 23 22 45 2.34
S5 0 12 12 22 27 7 34 2.57
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Fig. 6: Responses to five statements concerned with citing and referencing in percentages

4.2 Reasons for plagiarism

The goal of this section was to explore the reasons leading to plagiarism. Re-
spondents were asked what they think the causes of plagiarism are. They were
offered twelve possible motives for plagiarising, as listed below. These were then
followed by an open question where students could add what they perceive as
other reasons for plagiarism.

R1 Lack of knowledge of the rules to be followed when writing a thesis
R2 Complexity of citing sources

R3 Problems with paraphrasing and summarising texts

R4 Complexity of the assigned topics

R5 Lack of time

R6 Teacher’s disinterest in whether someone cheated or not
R7 Insufficient sanctions when plagiarism is detected

R8 Plagiarism is not perceived as an issue

R9 All students engage in plagiarism to some extent

R10 Simplicity of copying, especially from the internet

R11 Striving to achieve the best possible results

R12 Fear of failing the course/subject

The highest level of agreement on what the causes of plagiarism are, was reached
with regard to the complexity of citing sources (R2), problems with paraphrasing
and summarising texts (R3), and fear of failing the course/subject (R12), closely
followed by the simplicity of copying (R10), lack of knowledge of the rules to
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be followed when writing a thesis (R1), and striving to achieve the best possible
results (R11).

On the opposite side of the spectrum, respondents mostly disagreed with the
reasons that plagiarism is not perceived as an issue (R8), insufficient sanctions
when plagiarism is detected (R7), and teacher’s disinterest in whether someone
cheated or not (R6), as shown in table 3 and graph 7. Besides these three options
(R6, R7, R8), all other alternatives were viewed by participants as valid reasons
that may lead to plagiarizing, i.e. more than 50% strongly agreed or agreed with
them.

The presented results provide guidance on how to improve the standard of theses,
which is to give instructions on citing and using references in academic writing,
as noted in the previous part, as well as paying more attention to paraphrasing
and summarizing texts, notably in language courses, where participants need to
process the specific economic information in a foreign language.

Tab. 3: Responses to possible reasons (R1-12) for plagiarism (N=68); SA = strongly agree, A = agree, N =
neutral, D = disagree, SD = strongly disagree

SA A SA+A N D SD D+SD Mean
R1 28 25 53 1 12 2 14 3.96
R2 28 29 57 2 8 1 4.10
R3 20 36 56 4 8 0 4.00
R4 18 28 46 3 17 2 19 3.63
R5 19 21 40 2 21 5 26 3.43
R6 11 22 33 8 21 6 27 3.16
R7 14 8 22 12 24 10 34 2.88
R8 8 12 20 5 20 23 43 2.44
R9 11 29 40 7 12 9 21 3.31
R10 18 36 54 1 10 3 13 3.82
R11 28 23 51 3 11 3 14 3.91
R12 28 27 55 5 7 1 8 4.09

Eight more reasons were elicited by respondents in an open question, which var-
ied from the situation in Slovak society and universities - the low level of Slovak
universities and people studying only to get a degree, the impossibility to revoke
a degree if it was based on a plagiarised thesis, to more specific reasons such as
students’ laziness and unwillingness to engage in honest practices when complet-
ing their theses, disinterest in the topic (choosing from topics that are left), not
enough knowledge about the chosen topic, the inability to describe one’s thoughts
in the text to make them sound professional, and finally, simply forgetting to cite
a source.
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Fig. 7: Responses to possible reasons for plagiarism in percentages

At least one of these points can be addressed instantly - giving students the possi-
bility of suggesting their own thesis topic (linked to the course material), which is
used in our courses of Business English for Advanced Students. However, it must
be added that it happens in exceptional cases when students come up with their
proposals.

4.3 Plagiarism prevention

The final part of the survey was devoted to methods how to reduce plagiarism.
Respondents were asked what they thought would help students avoid plagiarism.
They expressed their attitudes to nine suggested measures in a 5-point Likert
scale. These were followed by an open question, similarly to the previous section.

P1 Instructions on how to cite correctly at the beginning of university studies

P2 Posting a ‘'model’ seminar paper

P3 Consultation with the teacher

P4 Consultation with a library staff member

P5 Clear university guidelines on what constitutes plagiarism and what the penal-
ties are

P6 Practical workshop/seminar on how to write a thesis at university

P7 Formulation of seminar/final thesis topics

P8 Use of anti-plagiarism software by teachers

P9 Use of anti-plagiarism software by students
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The data in table 4 and figure 8 show the overall agreement with proposed mea-
sures to avoid plagiarism as the attitudes strongly agree and agree add up to more
than 50% in all cases. The strongest agreement was recorded with the first three
suggestions, i.e. consulting the teacher (P3), posting a ‘'model’ seminar paper (P2),
and being instructed on how to cite correctly at the beginning of university stud-
ies (P1). On the other hand, the lowest agreement among respondents was with
consulting a library staff member (P4) and the use of anti-plagiarism software by
teachers (P8). It is interesting to note that the use of anti-plagiarism programs by
students is seen as more effective in plagiarism prevention than teachers using
them.

Nine respondents answered the open question what else, not mentioned previ-
ously, could help them eliminate plagiarism. There were general ideas such as
improving the quality of tertiary education in Slovakia by including more prac-
tice in curricula, decreasing the number of theoretical subjects, and excluding
students whose main aim is to obtain an academic degree regardless of gaining
new knowledge. More specific proposals included simplification of thesis topics,
the university offering courses in academic writing, publishing a brochure how to
write theses that would be easier to grasp than the existing one, senior students
providing guidance to freshmen on how to write a seminar paper and thus not
only help them increase the quality of theses but also to avoid future problems
linked to plagiarism, and also keeping a continuously updated list of sources dur-
ing the preparation of a paper.

Tab. 4: Responses to proposed measures for plagiarism prevention (P1-9), (N=68); SA = strongly agree, A =
agree, N = neutral, D = disagree, SD = strongly disagree

SA A SA+A N D SD D+SD Mean
P1 47 18 65 0 1 2 3 4.57
P2 52 15 67 0 1 0 1 4.74
P3 44 24 68 0 0 0 0 4.65
P4 13 25 38 15 11 4 30 3.47
P5 38 24 62 0 5 1 6 4.37
P6 40 25 65 1 2 0 3 4.51
P7 33 24 57 7 4 0 11 4.26
P8 18 17 35 12 15 6 33 3.38
P9 32 17 49 9 8 2 19 4.01

5 Discussion

The results from the survey with regard to the four research questions asked
show that most undergraduate students at the University of Economics in
Bratislava know what plagiarism is though they recognise various forms of pla-
giarism to varying degrees with verbatim plagiarism followed by submitting col-
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Fig. 8: Responses to proposed measures for plagiarism prevention in percentages

league’s work as one’s own without his/her knowledge being the most clearly ac-
knowledged methods of plagiarism. There is still space for improvement regarding
students’ understanding that paraphrasing, translating, and compilation of texts
without acknowledging appropriate sources also present plagiarism practices.

The majority of undergraduate students are aware of proper ways of citing and
referencing though this knowledge is often not reflected in seminar papers sub-
mitted in Business English courses, where students often use references to verba-
tim quotations only or do not use in-text references at all.

The most common reasons for plagiarising, as elicited by the respondents, are the
complexity of citing sources and problems with paraphrasing and summarising
texts. If plagiarism is to be minimised, the first two reasons should be addressed
during university studies as soon as possible in order to avoid the possible per-
petuation of the wrong use of literature in academic writing. This statement was
confirmed by the responses to the ways of plagiarism prevention, among which
consulting the teacher, posting a ‘'model’ seminar paper, and being instructed on
how to cite correctly at the beginning of university studies were regarded as the
most effective though the rest of the suggested methods of avoiding plagiarism
were also identified by the participants as efficacious.

Study 57



We believe that in the first place, students need to understand how they can bene-
fit from ethical academic practices. At the same time, it is clear that they also need
consistent and clear instructions how to write seminar papers and theses both in
Slovak and foreign languages from the very beginning of their university studies
together with developing their critical thinking and writing skills at all levels and
all courses.

Other areas need to be taken into consideration besides students’ training in aca-
demic writing, and that is the cooperation of the university administration with
academic staff, implementation of necessary policies at the university level, rais-
ing teachers’ awareness of how to prevent this unethical academic practice and
lecturers’ training in disclosing plagiarism including the use of new technologies.

6 Conclusion

The present study is a tentative step towards dealing with plagiarism in courses
of foreign languages for specific purposes at tertiary education level. The limita-
tions to this study include the relatively small size of the research sample and the
methodological approach of the questionnaire based solely on students’ attitudes
towards plagiarism. This perspective could be enhanced by including practical
examples of correct and incorrect practices in academic writing and their assess-
ment by participants. Finally, we suggest that the obtained findings are compared
with written projects delivered in foreign language courses to provide a more
objective picture of how far the views of plagiarism have been addressed and
internalised.

It would be of utmost interest to explore if there is any shift in the approach
to plagiarism, especially regarding students in the final year of their bachelor’s
or master’s degrees. We suggest that the research into students’ perceptions of
plagiarism is also compared with university teachers’ views on this issue, which
should lead to joint efforts to minimise plagiarism as we firmly believe that under-
standing the reasons behind plagiarism and exploring methods of its prevention
brings better results than sanctioning it.

References

BRrROWN, G. (2001). Assessment: A Guide for Lecturers. Assessment Series 3. Learning & Teaching Support
Network Generic Centre.

CHANKOVA, M. (2017). Dealing with Students’ Plagiarism Pre-Emptively Through Teaching Proper
Information Exploitation. International Journal for the Scholarship of Teaching and Learning, 11(2),
Article 4. https://doi.org/10.20429/ijsotl.2017.110204

Do Ba, K, LaMm, Q. D, LE, D. T. B. A, NGUYEN, P. L., NGUYEN, P. Q,, & PHAM, Q. L. (2017). Student plagiarism
in higher education in Vietnam: an empirical study. Higher Education Research & Development,
36(5), 934-946. https://doi.org/10.1080/07294360.2016.1263829

58 Study



FisHMAN, T. (2009). “We know it when we see it” is not good enough: Toward a standard definition of
plagiarism that transcends theft, fraud, and copyright. Proceedings 4th Asia Pacific Conference on
Educational Integrity (4APCEI) 28-30 September 2009 University of Wollongong NSW Australia.

JAMIESON, S., & HOWARD, R. M. (2019). Rethinking the relationship between plagiarism and academic
integrity. International Journal of Technologies in Higher Education, 16(2), 69-85. https://doi.org/
10.18162/ritpu-2019-v16n2-07

MAIEROVA, E. (2021). Plagiarism in tertiary education and digital media. In HELMOVA, M. (Ed.) Jazyk
v kultiire - kultira v jazyku, 75-83. Trnava: Slovenska spolo¢nost’ pre regionalnu politiku.

MARTIN, B. (1994). Plagiarism: A Misplaced Emphasis. Journal of Information Ethics, 3(2), 36-47.

MEUSCHKE, N., & GIPP, B. (2013). State-of-the-art in Detecting Academic Plagiarism. International
Journal for Educational Integrity, 9(1). 50-71.

SARLAUSKIENE, L., & STABINGIS, L. (2014). Understanding of Plagiarism by the Students in HEIs of
Lithuania. Procedia - Social and Behavioral Sciences, 110, 638-646. https://doi.org/10.1016/
j.sbspro.2013.12.908

SENTLENG, M. P, & KING, L. (2012). Plagiarism among undergraduate students in the Faculty of Applied
Science at a South African higher education institution. South African Journal of Libraries and
Information Science, 78(1), 57-67. https://doi.org/10.7553/78-1-47

TAUGINIENE, L., GAIZAUSKAITE, I., GLENDINNING, I., KRAVJAR, ]., OJSTERSEK, M., RIBEIRO, L., ODIECA, T,
MARINO, F,, COSENTINO, M., SIVASUBRAMANIAM, S., & FOLTYNEK, T. (2018). Glossary for academic
integrity. ENAI Report 3G.

WAGER, E. (2014). Defining and responding to plagiarism. Learned Publishing, 27(1), 33-42. https://
doi.org/10.1087/20140105

Author

PhDr. Eva Maierova, PhD., e-mail: eva.maierova@euba.sk, Department of English Language, Faculty of
Applied Languages, University of Economics in Bratislava

The author joined the Department of English Language at the Faculty of Applied Languages of the
University of Economics in Bratislava in 2016. She teaches Business English for Advanced Students at
all faculties of the University of Economics in Bratislava, Culture and Communication at the Faculty of
International Relations, and Business Slovak for Advanced Students. In her research, she focuses on
abbreviation processes in English, digitally mediated communication, vocabulary acquisition, idioms
in business communication, and methodological issues of teaching English for economics. She is also
a co-author of textbooks of the Slovak language for foreigners.

Study 59



Strukturované debaty v hodinach odborného
anglického jazyka: realizace recovych aktii
a modifikace vypovédni sily studenty informacnich
technologii

Eva Ellederova

Abstrakt: Studenti informacnich technologii (IT) jsou specifickou diskurzni komunitou, jejiz
mluveny projev v odborném anglickém jazyce (OA]) pievazuje na vSech urovnich jejich vyso-
koskolského studia a budoucich pracovnich aktivit v nadnarodnim IT sektoru. Pragmaticka
kompetence studentti IT je pri realizaci komunikacnich funkci nezbytna pro jejich efektivni
komunikaci v akademickém a globalnim pracovnim prostiedi, proto je dtilezité tento aspekt
jejich jazyka systematicky a peclivé zkoumat. Tato studie se zabyva fecovymi akty a modifikaci
vypovédni sily studenty IT ve strukturovanych debatach o kontroverznich otazkach souviseji-
cich s jejich studijnim oborem. Strukturované debaty jsou zaloZeny na spontanni komunikaci
studenti a jejich okamzitych reakcich, proto se zdaji byt vhodnym nastrojem pro ziskani vzor-
ki studentského jazyka. Analyza Fecovych akti, intenzifikatord a modalizatord byla provedena
manualné a prostiednictvim korpusové analyzy prepsanych debat ve Sketch Engine. Analyza
odhalila, Ze studenti pouzivali Sirokou $kalu fec¢ovych aktli a rizné intenzifikatory a modali-
zatory pro intenzifikaci a oslabeni vypovédni sily. Zptisoby, jakymi studenti IT pouzivali in-
tenzifikatory a modalizatory, reflektuji, jak predpokladaji a sdileji ve své diskurzni komunité
odborné znalosti a zkuSenosti.

Kli¢ova slova: debaty ve vyuce, studenti odborného anglického jazyka, pragmatickd kompe-
tence, reCové akty, vypovédni sila, intenzifikatory, modalizatory

Abstract: Information technology (IT) students are a specific discourse community whose
oral communication in English for specific purposes (ESP) predominates at all levels of their
university studies and future workplace activities in the multinational IT sector. Since IT stu-
dents’ pragmatic competence in performing communicative functions is essential for their
effective communication in an academic setting and a global work environment, it is important
to investigate this aspect of their language systematically and carefully. Accordingly, this paper
deals with IT students’ speech acts and modification of the illocutionary force while partic-
ipating in structured in-class debates on controversial issues related to their field of study.
Since structured debates are based on learners’ spontaneous communication and immediate
responses, they seem to be a suitable instrument for eliciting samples of learner language.
Speech acts, boosters and hedges were analysed manually and through the corpus-based anal-
ysis of transcribed debates in Sketch Engine. The analysis revealed that students used a wide
range of speech acts and different boosters and hedges for both increasing and reducing the
illocutionary force. Besides, the ways IT students used boosters and hedges reflect how they
assume and share their professional knowledge and experience in their discourse community.

Key words: in-class debates, ESP learners, pragmatic competence, speech acts, illocutionary
force, boosters, hedges
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1 Uvod

Strukturované debaty v hodinach OA] umozinuji studentiim rozvijet schopnost
shromazdit, usporadat a kriticky vyhodnotit informace z riiznych zdroji, jasné
sdélovat myslenky, zkoumat a vyhodnocovat diikazy a efektivné prezentovat, zva-
Zovat a vyvracet argumenty. Nékolik studii odhalilo vzdélavaci piinos debatova-
ni, jakym je zlepSeni komunikac¢nich dovednosti, kritického mysleni a dovednosti
pri reSeni problémi (Colbert & Biggers, 1985; Freeley & Steinberg, 2009; Zare &
Othman, 2013; el Majidi, de Graaff, & Janssen, 2018; Ginganotto, 2019), podpora
vyuky konkrétniho odborného predmétu (el Majidi et al., 2018), posileni mezi-
predmétovych vztahl (Freeley & Steinberg, 2009) a ptiprava na budouci povo-
lani (Colbert & Biggers, 1985; Freeley & Steinberg, 2009). Vzhledem k tomu, Ze
strukturované debaty ve vyuce jsou zaloZeny na spontanni komunikaci studentt
a okamzitych reakcich, zdaji se byt vhodnym nastrojem pro ziskani vzorka stu-
dentského jazyka. Ellis a Barkhuizen (2005, s. 26) zdlraznuji, Ze tzv. prilezitostny
styl (casual style) predstavuje to, co jsou studenti ,schopni produkovat, kdyZ se
védomé nezaméruji na formu“, tzn. spiSe jejich implicitni neZ explicitni znalosti
anglictiny jako druhého jazyka.

V kontextu vyuky OA] jsou strukturované debaty v souladu s piistupem zameére-
nym na studenta (learner-centred approach), protoze podporuji autentickou inter-
akci mezi studenty jako aktivnimi ciniteli, ktef{ sdileji své vlastni znalosti, zku-
Senosti, dovednosti a napady. Debatovani také usnadiiuje integraci a rozvoj Ctyr
fecovych dovednosti (Zare & Othman, 2013; el Majidi et al, 2018; Ginganotto,
2019; Syamdianita & Maharia, 2019). Komunikac¢ni pozadavky debatnich tloh ta-
ké umoziuji studentim vytvaret jazykové vystupy charakteristické komplexné;jsi
syntaxi a presnosti (Duff, 1986; Brown, 1991; Bygate, 1987; Skehan & Foster,
2007; Long, 2014), automatizovat jejich proceduralni znalosti a dosdhnout vétsi
plynulosti (Thornbury, 2005; Goh & Burns, 2012; Long, 2014). Pri debatach o kon-
troverznich otazkach souvisejicich s jejich studijnim oborem studenti OA] ziskavaji
munikacnich funkci ¢i Fe¢ovych aktd, napt. tvrzeni, usuzovani, navrhovani, zadani
o vysvétleni, pfedvidani, vyjadfovani souhlasu, nesouhlasu a vlastniho nazoru.

Navzdory intenzivnimu vyzkumu fecovych aktli a diskurzivnich ukazatelG pouzi-
vanych rodilymi mluvéimi anglictiny (napt. Van Eemeren & Grootendorst, 1984;
Holmes, 1984; Searle & Vanderveken, 1985; Hyland, 1998a, 1998b, 2005; Urba-
nova, 1996; Harvey & Adolphs, 2012; Aijmer, 2013; Beeching, 2016) stale chybi
analyza mluveného anglického jazyka studentd, jejichZ primarnim jazykem neni
anglictina. VétSina studii se zaméfuje na jednotlivé reCové akty, jakymi jsou vyja-
diovani zadosti, nabizeni a omlouvani se (napi. House, 1988; Beebe, Takahashi &
Uliss-Weltz, 1990; Fukushima, 1991; Bergman & Kasper, 1993; Cohen & Olshtain,
1993; Weizman, 1993; Istif¢i, 2009), ale komplexni korpusova analyza fecovych
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aktd realizovanych studenty ptfi mluveném projevu v anglickém jazyce je dosud
pomeérné vzacna.

Tato empiricka studie se zabyva realizaci fecovych akti studenti OAJ a modifikaci
vypovédni sily (illocutionary force) ve strukturovanych debatach o kontroverznich
otazkach souvisejicich s oblasti IT. Cilem studie je zjistit, které recové akty stu-
denti nejcastéji pouzivali a které diskurzivni ukazatele jim umoznily intenzifikaci
a oslabeni vypovédni sily. Nasledné se diskuze soustiedi na to, jak pouzivani fe-
Covych aktil ze strany studentd prispélo k vyjadieni a obhajobé jejich stanovisek
a k pokroku v celém procesu argumentace a vyi‘eSen{ sporu. Pro realizaci vyzkumu
byly zformulovany nasledujici vyzkumné otazky:

1. Jaka je Cetnost riznych fecovych aktd, které studenti IT pouzivali v strukturo-
vanych debatach?

2. Jaké komunikaéni funkce plnily jednotlivé fecové akty v debatach?

3. Jaké diskurzivni ukazatele studenti IT pouzili pro modifikaci vypovédni sily
a pro¢?

2 Recové akty a modifikace vypovédni sily v argumentaénich
diskuzich

Argumentacni diskurz je chapan jako spolecenska aktivita a zpisob, jakym je ar-
gumentace analyzovana, zavisi na druhu verbalni interakce, ktera se mezi ticastni-
ky v tomto komunika¢nim procesu odehrava. Van Eemeren a Grootendorst (2004,
s. 53) predkladaji model argumentacni diskuze zaloZeny na pragma-dialektické
teorii argumentace, kterd na argumentaci pohliZi jako na komplexni fecovy akt
vyskytujici se jako soucast aktivit prirozeného jazyka a zamérujici se ,na zpisob,
jakym je jazyk pouzivany nebo by mél byt pouzivan v argumentacni praxi k dosa-
zeni komunikacnich a interakénich cili“ Model argumentacni diskuze je zaloZen
na piedpokladu, Ze rozdil v ndzorech je vyreSen pouze tehdy, kdyz se protistrany
dohodnou, zda jsou spornd stanoviska prijatelna ¢i nikoli, coZ znamenj, Ze jedna
strana musi byt presvédcCena prostiednictvim argumenti druhé strany. V argu-
mentacnich diskuzich nebo debatach se obé strany zapojené do rozdilnych nazori
pokouseji vyresit rozdil v ndzorech tim, Ze dosdhnou dohody o prijatelnosti nebo
neprijatelnosti prislusnych stanovisek prostiednictvim vedeni regulované vymeény
nazord.

Van Eemeren a Grootendorst (1984, 2004) vychazeji ze Searleovy (1975) taxono-
mie reCovych aktd a uvadéji, které typy reCovych aktli mohou prispét k vyreSeni
rozdill v ndzorech v riznych fazich argumentacni diskuse (viz Tabulka 1). Aserti-
va (reprezentativa) nemusi slouzit pouze k vyjadifeni projednavaného stanoviska,
ale tvori také soucast argumentace, ktera je predkladdna k obhajobé stanoviska,
nebo je lze pouzit ke stanoveni vysledku diskuse. Direktiva mohou slouzit k tomu,
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aby strana, ktera predlozila své stanovisko, toto stanovisko obhajovala, aby po-
skytla argumenty na podporu stanoviska, nebo aby pozadala o poskytnuti definice
¢i vysvétleni. Direktiva ve formé piikazi a nafizeni, pokud jsou minény doslov-
né, predstavuji v kritické diskusi tabu. Van Eemeren a Grootendorst (2004, s. 64)
vysvétluji, Ze ,strana, ktera zaujala stanovisko, nemiiZe byt vyzvana, aby udélala
néco jiného, nez aby pro toto stanovisko poskytla argumenty - napiiklad vyzva
k hadce neni v kritické diskuzi povolena“. Komisiva mohou hrat v kritické diskusi
rizné role, napt. prijeti ¢i nepfrijeti stanoviska, ptijeti vyzvy k obhajobé stanoviska,
rozhodnuti zahdjit diskusi, souhlas s prevzetim role protagonisty ¢i antagonisty,
souhlas s pravidly diskuze, ptijeti nebo neptijeti argumentace a ptipadné rozhod-
nuti zahajit novou diskuzi. [ kdyZ expresiva nehraji v kritické diskuzi ptimou roli,
protoZe pouhé vyjadreni emoci nepiedstavuje pro mluvciho zZadny zavazek, ktery
by primo souvisel s feSenim nazorové odlisSnosti, mohou v pribéhu argumentacni
diskuze silné ovlivnit dalsi vyvoj udalosti. Jak vyplyva z Tabulky 1, Van Eemeren
a Grootendorst (1984, s. 109) zavadéji termin ,vyuzitelnd deklarativa“ (usage dec-
laratives) jako podtyp deklarativ, ktery neni spojen s konkrétnim institucionalnim
kontextem. Tyto Fecové akty se mohou vyskytnout v jakékoli fazi argumentacni
diskuse a jejich ucelem je zajistit vzajemné porozuméni ostatnich recovych aktl
Ucastnika rozmluvy prostirednictvim vysvétlovani, uptfesiovani a uvadéni prikladd.

Komunikaéni strategie pouzivané pro intenzifikaci nebo oslabeni vypovédni sily
jsou intenzifikace a modalizace. Ulohou intenzifikatord (boosters) a modalizatorti
(hedges) v argumentacnich diskusich je udrZeni stability mezi konfliktnimi cili.
Jejich pouziti nam miiZze napovédét néco o sile, kterou mluvci pouziva, aby pro-
sadil své tvrzeni, a o jeho odhadu konkrétni situace. Prostfednictvim modaliza-
tord mluvéi naznacuje, Ze jeho tvrzeni je zaloZeno na prijatelném zdlvodiniova-
ni, spiSe nez na konkrétnich znalostech, a poskytuje posluchacim mozZnost jeho
tvrzeni zpochybnit. Intenzifikatory umoznuji mluvéimu zdiraznit vyznam sdéleni
a pomahaji mu prosadit jim vnimanou pravdu tak, Ze ji strategicky prezentuje
jako konsensualné danou (srov. Holmes, 1984, Myers 1989, Hyland 1998a). Podle
Hylanda (1998a, s. 354) ,jak modalizatory, tak intenzifikatory umoznuji vyvazeni
objektivnich informaci, subjektivniho hodnoceni a mezilidského vyjednavani‘, coz
muze byt ,dilezitym faktorem pfti prijeti konkrétniho tvrzeni“. Van Eemeren, Hout-
losser a Snoeck Henkemans (2007, s. 29) pouzivaji pro intenzifikatory alternativni
termin ,indikatory postoje k vyroku“ (propositional attitude indicators) a pro mo-
dalizatory ,vyrazy modifikujici vypovédni silu“ (force modifying expressions) a kla-
sifikuji je jako ,indikatory stanovisek” (indicators of standpoints). Dale vysvétluji, Ze
kdyZ mluv¢i pouziva indikator postoje k vyroku (napt. I really believe that, I think
that, I'm sure that), dava nejen najevo, Ze nécemu véri, ale také predpoklada, ze
posluchac tyto dodatecné informace potiebuje, aby pochopil, Ze tvrzeni zahrnuje
jeho (subjektivni) predstavu. Podobné mluvci, ktery pouziva vyraz modifikujici
vypovédni silu (napf. in my view, it is quite certain that, of course) nejen signalizuje,

Studie 63



zZe chce posluchace o nécem ujistit, ale také predpoklada, Ze bez tohoto signalu by
posluchac jeho zamér nepochopil.

Tab. 1: Distribuce fecovych akti v argumentacni diskuzi

Faze Druh fecového aktu a jeho role v argumentacni diskuzi
1 Konfrontace
Asertivum Vyjadreni stanoviska
Komisivum Prijeti ¢i neprijeti stanoviska
Zachovani nepfijeti stanoviska
(Direktivum Vyzadani vyuZitelného deklarativa)
(Vyuzitelné deklarativum Definice, specifikace, vysvétlovani, objasfiovani, zdlrazriovani atd.)
I Zahajeni
Direktivum Vlyzva k obhdjeni stanoviska
Komisivum Prijeti vyzvy obhajit stanovisko

Dohoda o misté a pravidlech jednani
Rozhodnuti zahajit diskuzi

(Direktivum VyZzadani vyuZitelného deklarativa)

(VyuZitelné deklarativum Definice, specifikace, vysvétlovani, objasfiovani, zddrazriovani atd.)

1 Argumentace

Direktivum VyZadani argumentd

Asertivum Prosazovani argument(
Komisivum Prijeti ¢i nepfijeti argument(
(Direktivum VyZzadani vyuZitelného deklarativa)

(VyuZitelné deklarativum Definice, specifikace, vysvétlovani, objasfiovani, zdUrazriovéani atd.)

v Ukonéeni
Komisivum Pfijeti ¢i nepfijeti stanoviska
Asertivum Zachovani ¢i odstoupeni od stanoviska

Stanoveni vysledku diskuze

(Asertivum VyZzadani vyuZitelného deklarativa)

(Vyuzitelné deklarativum | Definice, specifikace, vysvétlovani, objasriovani, zdGrazriovani atd.)

Pozn. Upraveno podle Van Eemeren a Grootendorst (2004, s. 68) a Van Eemeren,
Houtlosser a Snoeck Henkemans (2007, s. 16)

3 Strukturované debaty v predmétu Anglic¢tina pro informac¢ni
technologie

Strukturované debaty jsou soucasti sylabu predmétu Anglictina pro IT vyucované-
ho na Ustavu jazyki Fakulty elektrotechniky a komunikaé¢nich technologii Vysoké-
ho uceni technického v Brné. Studenti jsou vZdy rozdéleni do dvou tyma (afirma-
tivni a negativni), pricemz kazdy se sklada ze dvou nebo tii studenti (souperici
tymy musi mit stejny pocet clenii) a diskutuji konkrétni tezi souvisejici s oborem
jejich studia. Pred debatou se hodi mince a tym, ktery vyhraje, si mize vybrat,
kterou stranu teze chce obhajovat. Studenti maji dva tydny na to, aby se pripravili
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na debatu, ktera zahrnuje definovani jejich roli v kazdém tymu, provedeni reserse
literatury, shromazdovani diikazi a prikladd, kritické hodnoceni riznych zdroja
a vytvoreni argumentacniho ramce.

Afirmativni tym vzdy zahajuje debatu a musi obhajovat myslenku, kterou teze
prredstavuje. Ulohou negativniho tymu je oponovat myslence prezentované v tezi
a vyvratit obhajobu afirmativniho tymu. Hlavni faze debaty jsou nasledujici: 1)
uvodni projev afirmativniho tymu (clenové tymu maji za kol si predem vybrat
jednoho hlavniho re¢nika nebo dva fecniky, ktefi se mohou stridat); 2) krizovy
vyslech, béhem néhoz se negativni tym snazi vyvratit nebo zpochybnit argumen-
taci afirmativniho tymu a afirmativni tym obhajuje, prohlubuje a dopliuje své ar-
gumenty; 3) tvodni projev negativniho tymu, béhem néhoz diskutujici prezentuji,
prestavuji a dopliiuji své protiargumenty; 4) krizovy vyslech, ve kterém se afir-
mativni tym snazi vyvratit nebo zpochybnit argumentaci negativniho tymu a ne-
gativni tym své argumenty obhajuje, prohlubuje a dopliiuje; 5) zavérecny projev
afirmativniho tymu formou shrnuti jednim ¢lenem tymu a 6) zavérecny projev
negativniho tymu formou shrnuti jednim ¢lenem tymu.

vy

Béhem faze krizového vyslechu mtze kterykoli diskutujici klast otazky a/nebo
na né odpovidat. V zavérecné fazi jeden re¢nik z kazdého tymu upozoriiuje na
klicové stiety debaty, analyzuje je z pohledu svého tymu a snazi se presvédcit
posluchace, Ze jeho tym sviij navrh obhéjil. Cas vyhrazeny pro projev afirmativni-
ho/negativniho tymu je tfi minuty, jedna faze kriZového vyslechu trva pét minut
a kazdy tym ma jednu minutu na shrnuti debaty.

4 Metodologie vyzkumu

Debatovani se zti¢astnilo 34 studentii (16 Cechd, 18 Slovaki) prvniho ro¢niku ba-
kalarského studia na Fakulté informacnich technologii Vysokého uceni technické-
ho v Brné. Uroveti angli¢tiny studenti je B2 podle Spole¢ného evropského referenc-
niho rdmce pro jazyky. Debaty byly nahravany v Microsoft Teams béhem letniho
semestru 2021, tedy v dobé, kdy byly vSechny univerzitni kurzy vyucovany online
kvili pandemii Covid-19. Vyhodou nahravani studentskych debat online je vysoka
zvukova kvalita nahravek, protoze nahravani debat ve tridé je Casto nepriznivé
ovlivnéno hlukem a Sumy v pozadi. Studenti jsou navic ve svém kazdodennim
Zivoté zvykli komunikovat tvari v tvar online pfes Skype, FB Messenger, WhatsApp
Messenger nebo Google Duo, takze jednaji prirozenéji nez s videokamerou ve tfi-
dé, ktera se zda byt ponékud rusiva, protoze studenti si intenzivnéji uvédomuji jeji
pritomnosti.

Studenti se zucastnili online debat ochotné a jejich zarazeni do vyuky predmétu
Anglictina pro IT, jak vyplyva z celouniverzitniho hodnoceni vyuky Vysokého uceni
technického v Brné, hodnotili velmi pozitivné s tim, Ze jim debatovani umoznilo
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spolupracovat se spoluzaky, rozvijet feCovou dovednost mluveni, obhajovat vlastni
nazory a byly ,osvézujici“ ve srovnani s online vyukou predmétti, ve kterych pre-
vazoval vyklad samotnych vyucujicich a studenti neméli prilezitost komunikovat
mezi sebou. Béhem pribéhu online debatovani nedochazelo k Zadnym technic-
kym ani komunika¢nim problémlm. Jednim z divodd byla patrné i skutecnost,
Ze se jednalo o studenty IT. Vzhledem k tomu, Ze studenti byli pfedem seznameni
se strukturou a pravidly debatovani, zasahy vyucujici do priibéhu debat nebyly
nutné s vyjimkou signalizace oznamujici ukonceni konkrétnich fazi debaty, jejichz
Casovani si studenti casto sami velmi peclivé hlidali a dodrzovali. Kromé vyucu-
jici dostavali studenti zpétnou vazbu tykajici se kvality debatovani i od ostatnich
studentd, ktefi se dané debaty neucastnili a méli za tkol vyplnit online hlasovaci
listek, ve kterém hodnotili logiku argumentd, plynulost a presnost jazyka debatu-
jicich, volili nejlepsiho mluvciho a vitézny tym kazdé debaty.

Studenti diskutovali o nasledujicich tématech (tezich) souvisejicich s jejich studij-
nim programem zameéfenym na IT:

1. Lidska prace by méla byt nahrazena umélou inteligenci;
2. Dark Net by mél byt regulovan jako zbytek internetu;
3. Uzaviena platforma (i0S) je lepsi nez otevicena platforma (Android);

4. Firefox je lepsi neZ Google Chrome.

Kazdé z vySe uvedenych tezi byla diskutovana dvakrat dvéma rznymi tymy, takze
korpus studentského jazyka sestava celkem z osmi debat. Prepisy vSech debat byly
nahrany a analyzovany v korpusovém softwaru pro analyzu textu Sketch Engine.
Cely korpus online debat studenti IT tedy obsahuje 8 piepsanych debat, 20 052
tokenl sestavajicich z 17 016 slov, a v procesu transkripce jsem identifikovala
ptiblizné 1 110 vét.

K identifikaci a analyze fecovych aktti a modifikaci vypovédni sily byly pouzity
dva metodologické pristupy: korpusova analyza a manudlni analyza. Korpusova
analyza transkribovanych textl byla pouzita predevsim pro identifikaci a analy-
zu intenzifikiatort a modalizatort. V nékterych pripadech ovSem existovaly riizné
vyznamy intenzifikator a modalizatort (napt- just, like, I think, of course, you know,
kind of), které bylo nutné vyhodnotit manualné. Manualni analyza byla primarné
pouzita pro identifikaci FeCovych aktli, protoZe nékteré z identifikovanych forem
nalezenych pomoci Sketch Engine mohou predstavovat vice neZ jeden reCovy akt.

Aby bylo mozné identifikovat rtizné druhy fecovych akti v korpusu studentského
jazyka, bylo nutné stanovit taxonomii jako organizacni princip. Tento pristup byl
zaloZen predevsim na teorii feCovych aktli Searlea v kombinaci s nékterymi prvky
z Bachovy a Harnishovy taxonomie a prizplsobeny kontextu online debat zalo-
Zenych na Van Eemerenové a Grootendorstové modelu argumentac¢nich diskusi.
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Analyza se soustiedila na Ctyfi kategorie fecovych akti: reprezentativa i asertiva
(vCetné vyuzitelnych deklarativ), direktiva, komisiva a expresiva.

5 Vysledky analyzy a diskuze
5.1 Realizace iecovych akti studenty IT ve strukturovanych debatach

V této kapitole budou fecové akty realizované studenty IT analyzovany vzhledem
k jejich zakladnim jazykovym charakteristikdm. Celkem jsem analyzovala a klasi-
fikovala 1 105 reCovych aktl, jejichz statisticky prehled ve vSech osmi debatach
je uveden v Tabulce 2.

Tab. 2: Cetnost riznych fecovych akti v debatdch

Recovy akt Absolutni ¢etnost | Relativni ¢etnost
Reprezentativa 872 78,91 %
Direktiva 165 14,93 %
Komisiva 10 0,91 %
Expresiva 58 5,25 %
Celkem 1105 100,00 %

Z Tabulky 2 vyplyva, Ze nejcastéjSimi recovymi akty byla reprezentativa (78,91 %),
coz je ziejmé, protozZe studenti se s riiznou intenzitou vyjadrovali k prijatelnosti
teze, tedy teze, ktera prosazuje urcitou hodnotu nebo to, Ze by mélo byt dodrzeno
urcité jednani. Reprezentativa se vyskytovala predevsim ve fazich debat, kdy oba
tymy (asertivni i negativni) prednesly své tvodni projevy, ve kterych jednotlivi
Clenové obhajovali a argumentovali prijeti daného usneseni, a zavérecné reci vzta-
hujici se k prijeti vysledku debaty. Argument je chapan jako operacni strategie
navrzena obhdjci jedné strany teze za ucelem koordinace jejich zdtvodnéni a di-
kazii a prezentace jejich postoje s maximalni efektivitou (podrobnéji viz Freeley &
Steinberg, 2009). Prototyp reprezentativ je vyrok, jehoz pravdivost mluvci garan-
tuje. Mnoho reprezentativ vSak vyjadruje v SirSim smyslu tsudek o prijatelnosti
vyroku spiSe nez jeho pravdivost, napt. nazor mluvéiho na udalost nebo stav véci,
které jsou konkrétnim vyrokem vyjadieny (Van Eemeren & Grootendorst, 2004,
s. 63).

Pfi obhajobé jedné strany debatni teze - negativni ¢i afirmativni - se studenti za-
vazali, Ze budou ve vSech fazich debaty zastavat pouze jeden uhel pohledu, proto
pouzivali reprezentativa k realizaci riiznych komunikacnich funkci, jako je tvrzeni,
usuzovani, souhlas, nesouhlas, potvrzovani, vysvétlovani, referovani, konstatovani
a predpokladani. Nejcastéjsi komunikacni funkci bylo tvrzeni (41,86 %), kde rtizné
intenzifikatory slouzily v debaté jako indikatory postoje k vyroku (viz I believe
a actually v Prikladu 1). Prostfednictvim intenzifikdtoru postoje zaméreného na
mluvciho I believe mluvci nejen jasné davali najevo, Ze véri informacim, které po-

Studie 67



skytuji, ale také predpokladali, Ze jejich oponenti potiebuji tyto dodatecné infor-
mace, aby pochopili, Ze tvrzeni zahrnuje jejich subjektivni predstavu (viz také Van
Eemeren a kol,, 2007). Asertivni intenzifikdtor actually signalizoval jistotu a pte-
svédceni mluvciho.

1) Because I believe that Google Chrome actually offers the better synchronization
across devices.

Druhou nejcastéjsi komunikac¢ni funkci reprezentativ bylo zdtivodiovani (13,19 %).
Nejbéznéjsimi spojovacimi vyrazy byly because, because of a as (Priklad 2).

2) They're just better developed because they’re made specifically for this product.

Komunikacni funkce potvrzovani (9,98 %) byla vyuzivana predev$im v pasazich
s Castym stiidanim replik, kde studenti potvrzovali, Ze se v online prostredi Micro-
soft Teams slysi nebo vidi (Priklad 3), jsou pripraveni zacit naslouchat a klast
otazky, nebo uvedli, Ze rozumi vyznamu toho, co bylo sdéleno. BéZné vyrazy, které
pro tento ucel pouZivali, byly okay, yes, yeah, yep, uh-huh, exactly a right.

3) S1A: Can everyone hear me?
S1N: itshape Yes we can.
S2A: Yes yes.
S1A: Okay great. And can everyone see me as well?
S2N: Yes we can.
S1A: Great. So let us begin ...

(Poznamka: S1A - afirmativni mluvéi 1, S2A - afirmativni mluvci 2, SIN - nega-
tivni mluvci 1, S2N - negativni mluvci).

Ctvrtou nejéast&jsi komunikac¢ni funkci reprezentativ bylo referovani (5,73 %). Ve
svych vodnich a zavérecnych projevech studenti odkazovali na rizné studie a fak-
ta (Priklad 4) a citovali (Priklad 5), aby zvysili svoji divéryhodnost a pisobili
presvédcivé. Ve fazich krizového vyslechu studenti také parafrazovali to, co rekli
ostatni dcastnici debaty, aby podpoftili své argumenty a tvrzeni, vyvratili stanovis-
ka svych oponentii (Priklad 6) nebo nesouhlasili (Priklad 7).

4) The main concern shouldn’t be the compatibility but the security of the browser
in which according to many tests ... er ... Mozilla Firefox wins over Google Chrome
always ...

5) As Mark Hughes a former United States senator once said the balance between
freedom and security is a delicate one.
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6) As you've already said Al automation will surely save a lot of money for entrepre-
neurs but it will deprive normal people of a lot of money.

7) I heard you said ... said ... say that Google Chrome doesn’t have a good security
but that is not true.

Direktiva (14,93 %) byl vétSinou pouzivana ve fazich kiiZovych vyslechi debat.
Dotazovani se na nazory (43,03 %) prevazovalo jako komunikacni funkce direktiv
(Priklady 8 a 9). Druhym nejcastéjsim Fecovym aktem ze skupiny direktiv byly
zadosti (26,67 %). Obvykle se vyskytovaly ve formé nepiimych reCovych aktd (Pri-
klady 10 a 11), jejichz ucelem bylo vyjadrit zdvorilost.

8) ...or what do you think Adam?

9) But... er... what about VPN and other alternatives?

10) So let me start.

11) Well ... er ...  would like to go back to the first question.

Expresiva (5,25 %) studenti vétSinou pouzivali ve formé podékovani (48,28 %),
zejména v zavérecnych projevech, kdy fec¢nici dékovali vSem tcastnikiim za jejich
zapojeni a pozornost; formou omluvy (12,07 %), kdyZ se fec¢nici omlouvali za své
nedorozuméni (Ptiklad 12) nebo preruseni re¢i druhého mluvciho (Priklad 13);
formou komplimentu (12,07 %), kdyZ jeden mluv¢i vyjadril souhlas s argumenty
druhého mluvciho (Priklad 14) a pozdravu (8,62 %) zpravidla v Givodni a zavérec-
né fazi debaty.

12) I didn’t understand sorry.
13) Oh sorry Marek go on.
14) Well that is a great point.

Co se tyce komisiv (0,91 %), studenti je obvykle vyuZivali ve svych uvodnich a za-
vérecnych projevech, kdyZ slibovali nebo se zavazovali, ¢emu konkrétné se budou
ve svém projevu vénovat (Priklady 15 a 16).

15) We will do our best to lay out the bright sides of this topic.

16) My name is Tomas and I'm going to tell you why I think that closed platform is
better than open platform.
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5.2 Modifikace vypovédni sily studenty IT ve strukturovanych debatach

Jak jiz bylo receno, k analyze modifikace vypovédni sily byly pouzity dva me-
todologické pristupy: korpusova analyza a manudlni analyza. Tabulka 3 ukazuje

vivs

Tab. 3: Cetnost nejcastéjsich intenzifikdtort a modalizdtorii v debatdch

imtenzificitor | (O | Varmusa v | Modalitor | o | e %
will (not) 89 0.4438 would (not) 102 0.5087
just 61 0.3042 like 81 0.4039
really 55 0.2743 well 66 0.3291
I/we think 46 0.22956 should (not) 54 0.2693
believe 31 0.1546 I/we think 53 0.2643
actually 23 0.1147 just 24 0.1197
very 21 0.1047 could (not) 20 0.09974
true 16 0.07979 I mean 19 0.09475
so 15 0.07481 probably 19 0.09475
always 10 0.04987 might (not) 15 0.07481
I/we/they know 10 0.04987 you know 14 0.06982
pretty 10 0.04987 may (not) 13 0.06483
definitely 9 0.04488 maybe 13 0.06483
sure 9 0.04488 possible 13 0.06483

Z Tabulky 3 vyplyva, Ze will (not) byl nejcastéji se vyskytujici intenzifikator v kor-
pusu (89 vyskytl z celkového poctu 599), coz odpovida jeho nejcastéjSimu vysky-
tu v konverzaci ve formé modalniho slovesa v Longmanové mluveném a psaném
korpusu anglického jazyka (Longman Spoken and Written English Corpus, viz Bib-
er a kol,, 1999, s. 488). Studenti pouzivali will (not) zejména v ivodnich projevech
debat, aby definovali své cile (Priklad 15) a s jistotou uvedli a tematizovali hlavni
problémy souvisejici s konkrétni tezi debaty, jak mtizeme vidét v ivodnim projevu
negativniho tymu (Priklad 17), kde dochazi ke kombinaci will s intenzifikatory
definitely, eventually a always, cozZ prispiva k presvédcivosti jejich projevu.

17) So artificial intelligence is already replacing jobs and definitely will be replacing
more in the near future. [...] Al will eventually completely replace low-skilled and
manual jobs. [...] There will always be occupations that cannot be replaced by Al such
as nurses therapists artists politicians. [...] So that means there will be people who will
work and they would get money or some other advantages. [...] This will force people
to re-examine their motivations to study and work ...

Intenzifikatory zamétené na mluvciho I believe, I/we know (Priklad 18) a I/we think
zdlraznovaly subjektivni postoje studentt a cinily jejich projev asertivnéjsim.
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18) As I believe, we all know that the more eyes that view code the quicker you can
catch errors and make the necessary changes to uphold quality source coding.

Ujisténi prostifednictvim actually, surely a definitely (Ptiklady 1, 6 a 17) patii
k vysoce asertivnim intenzifikatorim zamérenym na mluvci, které odrazely jistotu
a presvédceni studentd. Podobné intenzifikatory really, pretty, very, always a so
(Priklady 19, 20, 21 a 22) zesilovaly vyznam stupiiovatelnych ptidavnych jmen,
prislovci, sloves a kvantifikatort (Hinkel, 2002; Hyland, 2005). Studenti je v de-
batach pouzivali, aby upoutali pozornost svych posluchac¢t a zdiraznili relevanci
svych argumentd pro oponenty.

19) Well you don’t really need DNS if you want to connect to a server ...
20) I think this is a pretty big detriment to your arguments.

21) PlayStation Nintendo and Xbox have had a history of success, and they have always
been very popular among the customers.

22) Therisk isn’t so high.

Studenti pouzivali intenzifikdtory k intenzifikaci vypovédni sily svych navrhi
a aby prokazali, Ze jsou zavazani svym tvrzenim, a tak potvrdili své presvédceni
a omezili prostor pro vyjednavani, ktery méli jejich oponenti k dispozici. PouZivani
intenzifikatord je také v souladu s pozitivni zdvorilosti, protoZe umoziuje vyjadrit
respekt mluvcich jednoho tymu k stanoviskiim jejich oponentt a jejich odbornym
znalostem v ramci diskurzni komunity studentt IT.

Diskurzivni ukazatel just patii ke kontextové citlivym ukazatelim, které mohou
mit v riznych kontextech funkci intenzifikitoru ¢i modalizatoru (viz Holmes,
1986, 1990; Urbanova, 2003). Just byl jednim z nejcastéjSich diskurzivnich uka-
zatelli, které se v debatach vyskytovaly. Navzdory tvrzeni Browna a Levinsona
(1987) a Wierzbické (1991), Ze pouze oslabuje vypovédni silu, Aijmer (2002)
a Beeching (2016) tvrdi, Ze just mize vypovédni silu bud' oslabit, nebo intenzi-
fikovat. Erman (1997, citovdno podle Beeching, 2016) poznamenava, Ze zejména
mladi lidé ¢asto uZivaji just, aby intenzifikovali vypovédni silu. Aijmer (2002) po-
ukazuje na to, Ze just se jako intenzifikator vyskytuje v kombinaci s modalizato-
ry (viz might v Prikladu 17 a a bit v Prikladu 18), stupnovatelnymi pridavnymi
jmény a v zapornych vétach, kdyz chce mluvéi zpochybnit néci argument, zatimco
just jako modalizator se Casto vyskytuje v Zddostech a odrazi negativni zdvorilost
(Priklad 19).

17) ... because you might just get scams and not get anything at all.

18) It is just a bit easier to track down the users who are participating in these activi-
ties ...
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19) ... and let me just say something that might not have been said so that everybody’s
in the loop.

Dalsi kontextové citlivy ukazatel, ktery studenti v debatach pouzivali, byl I think.
Ptiklad 20 ilustruje I think jako ,zdmérny“ (deliberative) intenzifikdtor v poca-
tecni pozici s vyrovnanym prizvukem, jehoz cilem je, aby dodal vdhu prohlase-
ni mluvciho a vyjadril jeho jistotu. I think jako ,vahavy“ (tentative) modalizator
se v Korpusu vyskytoval Castéji. Priklad 21 uvadi vyskyt ukazatele I think jako
modalizatoru v konecné pozici s vyslovnosti s klesajici intonaci, ktera naznacuje
nejistotu a vahavost (viz Holmes, 1986) a negativni zdvorilost, kterda ma primarné
afektivni vyznam.

20) So I think that the Dark Web should be either regulated or as visible as a regular
web.

21) It automatically offers you to translate this page I think.

Priklad 22 ilustruje shluk modalizatord kinda a you know. Studenti pouzivali uka-
zatele, kterymi vyjadrovali nespecifikovanou referenci nebo vagnost, jako je kinda,
kind of a something like that nebostuff like that v ¢astech debat, kdyZ se domniva-
li, Ze neni nutné poskytovat podrobné informace a explicitné odkazovat na mi-
mojazykovou skutecnost. You know jako kontextové citlivy modalizator, vyjadiuje
jak nejistotu orientovanou na adresata, ktera se tyka ,nejistoty mluvéiho ohledné
postojii nebo pravdépodobné reakce adresata v interakci, tak nejistotu oriento-
vanou na zpravu, tzn. nejistotu ohledné ,jazykového kdédovani zpravy“ (Holmes,
1990, s. 189). You know v Prikladu 22 funguje jako ukazatel pro vyhledavani slov
- mluvci se snazi najit zpisob, jak se vyjadrit, ale zaroven apeluje na béznou
znalost funkci Google Chrome. You know jako modalizator vyjadiuje presvédcent
a sebevédomi mluvciho tykajici se jeho relevantnich znalosti a zkuSenosti véetné
ocekavané reakce adresata. Priklad 23 ilustruje intenzifikaci vypovédni sily pro-
strednictvim you know s cilem ujistit oponentni tym o platnosti daného tvrzeni.

22) Thatis kinda you know ... I think that browser should have nowadays I think.

23) You know monetary barriers for entry to the App Store are not only for the deve-
lopers to make more profit which is why both applications are available on iOS first by
the way.

Negativni zdvorilostni strategie vyuZivané prostrednictvim modalnich sloves
would, could, might a should reflektuji potfebu studentii se pii diskuzi o kontro-
verznich a do urcité miry citlivych tématech z oblasti jejich studia vyhnout aktu
ohrozujicimu tvar (Piiklady 24 a 25). Podobné je ucelem like (Piiklad 26) zmirnit
potencidlné kriticky a dirazny postoj, ktery by mluvéi mohl vnimat.

24) It should be illegal to encrypt internet traffic so that it can be monitored.
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25) It might seem utopian and amazing, but we should look at both advantages and
disadvantages and make objective ... objective decisions.

26) That’s my point like that you can download pretty much anything.

Pouzivani would, could, possible and probably (Ptiklad 27) demonstruje potfebu
studentd signalizovat nedostatek relevantnich informaci pfi jejich usudcich. Tyto
vyrazy také ukazuji pochybnosti studenti a respekt k postojim oponentl a na-
znacuji, Ze informace jsou prezentovany spiSe jako nazor nez jako oficidlné uznany
fakt.

27) But in order to monitor the internet as we said before it would probably have to
be ... er... not encrypted.

Za zminku stoji i studenty casto pouzivany modalizator I mean (Priklad 28), je-
hoZ Gcelem je uvést nové téma ¢i zaujmout novy thel pohledu na diskutovanou
problematiku.

28) I mean if the majority of workers are to be replaced by machines surely the machi-
nes will have great power

Z vyse popsané analyzy mizZeme vidét, Ze zatimco modalizatory mély v debatach
funkci referen¢niho prostfedku (vyjadiujictho nejistotu, pochybnosti, domnénku,
nedostatek kompetence k usudku) a afektivniho prostfedku (vyjadrujiciho zdvo-
rilost), intenzifikatory umoznily soupeficim tymim najit spolecnou fe¢ a zdlraz-
nit piislusnost v jejich diskurzni komunité studentd IT (viz téz Urbanova, 1996,
2003).

Zavér

Ustni komunikace v malych skupinéch ¢ tymech pievlada na v$ech drovnich pra-
covnich aktivit v IT sektoru (naprf. Crosling & Ward, 2002; Darling & Dannels,
2003). Uéast v debatach vede studenty k tomu, aby se sousttedili na smysluplnou
komunikaci a soucasné pouzivali odpovidajici jazykové prostiedky. Kromé toho
jim také poskytuje prilezitost pouzivat cilovy jazyk k dosazeni komunikacnich cild
prostrednictvim modifikace vypovédni sily. Vzhledem k tomu, Ze realizace reco-
vych aktt, je dileZitou soucasti pragmatické kompetence studenti OA] (Goh &
Burns, 2012; Taguchi, 2019), lze analyzované debaty povazovat za projevy prag-
matické kompetence studentd IT nezbytné pro Gspésnou komunikaci.

Navzdory radé studii, které tvrdi, Ze pragmaticka kompetence studentl anglické-
ho jazyka jako ciziho jazyka je nedostatecna (napt. Bardovi-Harlig, 1996; Kasper,
1996; Jiang, 2006) a mluvena produkce a interakce jsou obtizZné zejména pro vyso-
koskolské studenty technickych studijnich programt (napi. Laroche, 2003; Myles,
2009; Sarudin, Zubairi & Ali, 2009; Hossain, 2013; Jindathai, 2015; Al-Roud, 2016;
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Magauina, Tulegenova, & Hahmadieva), vysledky analyzy reCovych akti studen-
th IT v debatach odhalily, Ze studenti byli schopni komunikovat a sdélovat své
myslenky prostiednictvim Siroké skaly fecovych aktd. Jejich castd kombinace pre-
expanze (napf. zdGvodniovani, vysvétlovani, exemplifikovani) a post-expanze (za-
dosti, dotazovani se na nazory) reflektuje jejich vys$i droven jazykové znalosti
(srov. Pekarek Doehler & Pochon-Berger, 2011; Al-Gahtani & Roever, 2015; Lee,
2017). Intenzifikace vypoveédni sily fungovala jako prostredek pozitivni zdvorilosti
a ukazala, Ze studenti IT nachazeli spolecnou fe¢ a zdlraziovali prislusnost ke
své diskurzni komunité. Intenzifikatory tak umoznily studentlim vyjednavat o dui-
lezitosti jejich informaci a strategicky prezentovat jimi vnimanou pravdu jako néco
konsensualné daného. Tvrzeni, nesouhlas a vyvraceni béhem debaty predstavovaly
akty ohrozujici tvar, které studenti zmirnovali pouzivanim rdznych typt modifi-
katorl. Zejména ve fazich kiizového vyslechu méli studenti tendenci zmirnovat
asertivitu nékterych recovych akt, diky ¢emuz byla jejich diskuse interaktivnéjsi.

Tato empiricka studie mlze byt povazovana za prispévek k vyzkumu OAJ studen-
th na vysokych Skolach. Jeji vysledky ukazuji, Ze komunikac¢ni funkce patii mezi
hlavni aspekty vyuky OAJ, které by rozhodné nemély byt opomijeny a Ze vyzkum
mluveného jazyka studentli mize ucitelim OA] poskytnout zajimavé a cenné po-
znatky. Nahravky debat je mozné vyuzit i dale ve vyuce, ve které mohou studenti
analyzovat riizné aspekty mluveného jazyka, poptripadé provadét srovnani s deba-
tami rodilych mluvéich.

I kdyzZ ucebnice a ucebni materialy OAJ obvykle obsahuji sekce s jazykovymi pro-
stredky k vyjadreni rtiznych komunikacnich funkci ¢i FeCovych aktii, analyza reali-
zace FeCovych aktl student OAJ ve strukturovanych debatach umoziiuje ucitelim
identifikovat Casté i méné casté reCové akty a diskurzni ukazatele, a na zakladé
vysledkll vyzkumu prizplsobit uc¢ebni materidly. Z toho dtvodu bych po opako-
vané realizaci a analyze debat doporucila navrhnout ¢i upravit, uebni materialy
0A] zamérené na vyjadiovani komunikac¢nich funkci a modifikaci vypovédni sily
vztahujici se ke konkrétnimu oboru studia. Navic mohou studenti prostiednictvim
zapojeni se do fady rdznych tecovych aktivit (debaty, hrani roli, simulace atd.)
rozvijet a zlepSovat svoji pragmatickou kompetenci.
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Student reactions to online learning and online
teaching tools used in a Business English course
during the Covid-19 pandemic

Visnja Kabalin Boreni¢, Boglarka Kiss Kulenovi¢, Dalia Susa Vugec

Abstract: In this paper, we are presenting the results of a quantitative survey on online learn-
ing carried out in the academic year 2021/22 among 185 first-year students at the Faculty of
Economics and Business, University of XXXX. The classes were taught synchronously, with an
emphasis on in-class student participation and regular submission of assignments. The online
tools were part of the Google Classroom LMS.

The survey concerned students’ reactions to online learning in a Business English class over
the course of 20 weeks. It consisted of two parts: one administered at the point of entry into the
program, the other at the end of online teaching, when Covid-19 restrictions were lifted. The
survey contained questions regarding 4 main areas: general information about students, gen-
eral preferences about online learning, motivation and self-discipline questions, and opinions
about online tools and activities.

Analysing the differences between the two polls, we were able to identify changes in students’
preferences and attitudes after the 20 weeks of online classes. The article reflects on these
changes and their implications for motivation, students’ adjustment to online classes, student-
student relationships versus student-instructor relationships and students’ expectations to-
wards professors in online classes. The article also discusses students’ reactions to specific
online activities used at the university.

Although it is obvious that students greatly preferred in-person classes, and online activities
failed to boost their motivation and self-discipline, the conclusions drawn from the two surveys
can point towards a better understanding of the suitability of online teaching for younger
university students.

Key words: Covid-19, engagement, LMS, motivation, online tasks, online teaching, quantitative
survey

1 Introduction

The first idea for this research came to us in March of 2021. This was the second
year of the coronavirus pandemic and from the start of the pandemic (March
2020) the classes were taught exclusively online and synchronously at the Fac-
ulty of Economics and Business (FEB), University of XXXX. We were working with
students that we had never met in person before. Online tools seemed to be suc-
cessful in recreating most of the situations that could occur in in-person classes,
but we were not exactly sure if our classes were as efficient as we had wanted
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them to be and we could not estimate students’ reactions to teaching methods
through the computer screen.

2 Literature review

Online teaching has been a rising phenomenon since before the Covid-19 pan-
demic and world-wide lockdowns simply accelerated the trend. Generally speak-
ing, research carried out before 2020 dealt with several topics related to online
teaching and learning. Zawacki-Richter et al. (2009) in their article reviewing
research on distance education between 2000 and 2008 classified the studies
into “three broad meta-levels of distance education research”: macro, meso and
micro levels. altogether 15 distinct research areas (Zawacki-Richter et al., 2009).
For the purpose of this article, we will only focus on the micro level research,
which concerns teachers’ interactions with students and classroom management -
these topics being the most relevant for our own research. According to Zawacki-
Richter et al. (2009) micro level studies dealt with three main areas (1) instruc-
tional design including pedagogical approaches, (2) interaction and communica-
tion in learning communities including the development of online communities,
and (3) characteristics of adult learners including their socio-economic back-
grounds, learning styles and dispositions (Zawacki-Richter et al, 2009). Research
output on online teaching between 2009 and 2018 further increased. According to
a systematic review of 619 articles in 12 journals in this time period by Martin et
al. (2020), the main topics of research explored engagement and learner charac-
teristics. Less frequently studied topics included evaluation and quality assurance,
course technologies, learner outcome and course assessment among others.

The topics of engagement and learner characteristics and learner outcomes are of
special importance for our research.

2.1 Engagement

O’Shea et al. (2015) discuss online students’ engagement in their learning process
and environment and provide insights into how these students could be better
supported as effective learning can only occur if students are engaged in their
coursework. O’Shea and colleagues find that universities need to create a learning
experience for online students where they feel important and relevant as opposed
to “second class citizens” to traditional students.

Amador and Mederer’s (2013) article discusses two types of strategies to engage
students in the online classroom - jigsaw groups and problem-based learning.
While these strategies are commonly used in face-to-face teaching, Amador and
Mederer found that they can be effectively used in online learning to facilitate
higher quality student-to-student interaction and to create social bonds among
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online learners. The article concludes with highlighting the importance of cre-
ating a vibrant, intellectual learning community in online classes, as opposed to
the trend of achieving cost-savings through increasing the size of online groups.
This is due to the fact that large groups with little student-to-student interaction
create an alienating and isolated learning environment, which, ultimately, fails to
motivate students.

2.2 Learner characteristics and learner outcomes

Studies aiming to identify learner characteristics which make students more likely
to benefit from online learning, have found that younger students who do not
work or work less than 20 hours a week tend to prefer traditional courses. They
“enjoyed face-to-face interaction with other students and their professor and were
more motivated in those courses than were students over the age of 30” (Stewart
et al,, 2010).

Some authors focus on the effectiveness of online courses compared to traditional
courses. Nguyen's (2015) review focuses on the effectiveness of online learning
compared to traditional learning and the factors that influence the effectiveness of
online courses. Overall, it seems that there is no great difference between tradi-
tional and online courses when it comes to effectiveness. In some areas traditional
courses tend to do better, in others the online format is more successful. “There
are better learning outcomes in the traditional format for activities that have to
be done simultaneously and better outcomes in the mediated distance format for
activities that can be done at various times” (Nguyen, 2015, 312). Furthermore,
mature students tend to do better in online courses compared to undergraduate
students. Nguyen concludes his research by suggesting that the way forward in
the development of education would be a blended approach, where traditional
teaching could be combined with individualised online content “to determine the
most efficient and effective learning pathways for different learners in particular
courses” (Nguyen, 2015, 315).

2.3 Post-pandemic research

The pandemic forced a transition to online learning globally, and this kickstarted
a new wave of research into online teaching. A study conducted by Kadiresan et
al. (2021) found that student participation and the role of instructors (providing
feedback, interactions between students and the teacher, showing enthusiasm for
their material) were the two main factors for student motivation and engagement.
Agbejule et al. (2021) found that most students preferred face-to-face instruction,
and that these students identified “the feeling of being involved as the main mo-
tivation for online learning” (p. 17).
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The forced and sudden transition to online teaching and its effects on both staff
and students also attracted a lot of attention. Johnson et al. (2020) reports that
when institutions transitioned to emergency online teaching both administrators
and faculty invested time and effort into learning how to teach online, adding that
even those who had previous online teaching experience started using new tools
and methods. Assignment types and assessment criteria were changed due to the
new mode of delivery.

The impact of lockdowns and online learning on students’ and faculty’s mental
health is also the topic of numerous studies. Research carried out in the US and in
India, for example, found that the pandemic resulted in psychological problems in-
cluding anxiety, stress, and depression in most students (Chaturvedi K, et al. 2021;
Wang X. et al. 2020). Students in the US reported increased levels of stress due
to concerns about their academic performance in the online setting, uncertainty
caused by the pandemic, health concerns, financial concerns and social isolation
(Wang X. et al. 2020).

A comprehensive national survey into students’ reactions to the pandemic in Croa-
tia reveals a pervading sense of social isolation and a significant perceived wors-
ening of mental health (52%), in particular the feeling of anxiety, concentration
problems and depression. First-year students, moreover, quoted lack of in-person
contact with colleagues (48%), online classes (39%) and lack of motivation caused
by uncertainty (39%) as the biggest challenges. (Agency for Science and Higher
Education, 2021)

3 Method

The study consisted of two phases and it concerned students’ reactions to online
learning in two consecutive Business English courses over 20 weeks. One ques-
tionnaire (Entry poll) was administered at the point of entry into the program (5
October 2021), when students first started their Business English 1 course. The
other (Exit poll) was administered when the same students were taking Business
English 2 and our institution was at the point of switching back to in-person
classes (1 April 2022).

3.1 Instruments

The anonymous polls were conducted through Google Forms. The language of the
polls was English and all questions were closed: multiple choice, check boxes and
statements referring to beliefs, attitudes, or behaviour items evaluated on a Likert
scale (1-6). We chose to use an even Likert scale as our topics were not con-
troversial and we wanted our respondents to express their opinion clearly and
unambiguously, which is possible if there is no neutral mid-point on the Likert
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scale. The individual questions will be discussed in more detail in the findings
section of the paper.

3.1.1 Entry poll

The entry poll comprised 13 questions, divided into two sections, and collected
information on students’ general preferences about online learning, motivation
and self-discipline questions and their opinions on online tools and activities that
they had been exposed to in their respective high schools. Since the entry poll
was administered at the beginning of the first semester of the first year of study,
we also included a question about students’ expectations for online learning at
university level.

3.1.2 Exitpoll

The exit poll comprised 25 questions grouped into four sections. The first section
collected general information about students (gender, grade for Business English
1 and self-assessed level of general English according to CEFR). The next group of
questions concerned students’ experiences with online learning. The third section
contained five statements regarding responsibility for learning, invested effort and
self-discipline and the students were asked to evaluate them on a Likert scale
ranging from 1 (don’t agree at all) to 6 (totally agree). The final section concerned
ten online tools and activities which students had to rate on a Likert scale ranging
from 1 (not beneficial at all) to 6 (very useful).

3.2 Participants

Phase one of our research included 185 first-year students of business whereas
153 students took part in phase two. All of them were native speakers of Croatian.
We used a convenience sample from a population of approximately 1, 500 first-
year students who enrolled in Business Studies at FEB in 2021/22. Since each
new generation is routinely divided into equal, alphabetically ordered groups of
approximately 100 students, the authors simply invited the students assigned to
their teaching groups to anonymously complete the entry poll posted in their
respective Google Classrooms.

Among the participants who completed the exit poll (N=153) there were 58 males
and 95 females. As expected, the majority (N = 117 or 77%) stated they were at
B2 level or higher according to the Common European Framework of Reference
(C2 = 8.5%, C1 = 20.9%, B2 = 47.1%, B1 = 20.3%, and A2 = 3.3%). These self-
assessed general proficiency data closely resembled the results of proficiency test-
ing in a comparable sample of FEB students where 78% of students were found
to be at B2 level or higher (Sladoljev-Agejev, T. & Kabalin Boreni¢, V., 2018). The
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participants’ Business English grades received at the end of the first semester
were as follows: 10 excellent (grade 5), 34 very good (grade 4), 47 good (grade
3), 17 satisfactory (grade 2) and 45 had not taken or passed the exam when
the exit poll was conducted. In the case of this particular sample the correlation
between the Business English 1 grade and students’ self-assessed general English
proficiency was positive and moderate (r = 0.436), suggesting that good general
English knowledge does not warrant a high Business English 1 grade.

As regards the participants’ high school experiences concerning online teaching
and learning, the entry poll revealed that the majority were familiar with a limited
number of tools. When it comes to participants’ expectations for online classes at
university, the majority were moderately optimistic or confident. Most of them
(41.8%) expected that it would be similar to their experiences in high school,
sometimes OK and sometimes not very good. As many as 33% were confident and
expected that their previous experience with online classes would help them do
better at university. Some respondents enjoyed online classes in high school and
expected to enjoy them at university as well (10.8%), whereas a certain number
of students (8.1%) found online classes in high school to be ineffective and boring
and expected that online classes at university would be no different.

4 Data analysis

The collected data was statistically analysed by employing several methods of
descriptive and inferential statistics for both the entry and exit survey results.
Alongside MS Excel, data analysis was performed using an open-source statistical
software JASP. First, all the responses were coded, followed by the descriptive
statistics analysis which included mode, median, mean and standard deviation
statistics. Aiming to test the normality of the distributions and the assumption
of the homogeneity of variance, the Shapiro-Wilk and Levene’s tests were used.
According to the conducted tests, both the assumption of normality of the data
distribution and the assumption of the homogeneity of variance were not tenable.
Therefore, Mann-Whitney U test was used for further analysis of the collected data
in order to test the statistical significance of the noted differences in the means of
the entry vs. exit survey. Additionally, Pearson’s Correlations were used to create
correlation matrix between all observed variables for the data collected in the exit
survey.

5 Findings

The participants were polled on their experiences with and reactions to online
learning in both phases of our research, which makes it possible to compare the
answers.
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5.1 A comparison of data collected at entry and exit point
5.1.1 Experiences with online learning

Although our students generally preferred in-person classes to online classes
both at entry point (84.3%) and after twenty weeks of online classes at univer-
sity (73.2%), we noted a statistically significant increase in preference for online
classes (Tab. 1).

Tab. 1: Statistically significant differences in student reactions to online learning at entry and exit points

N Mode Median Mean SD
. Entry 185 2.000 2.000 1.843**|  0.365
Prefer off-line classes -
Exit 153 2.000 2.000 1.732**| 0.444
. Entry 185 1.000 1.000 0.524* 0.501
No travel = benefit -
Exit 153 1.000 1.000 0.830* 0.377
. Entry 185 0.000 0.000 0.368**| 0.483
No crowds = benefit -
Exit 153 0.000 0.000 0.484**|  0.501
o X . Entry 185 1.000 1.000 0.914**| 0.282
Miss interaction with students -
Exit 153 1.000 1.000 0.824**| 0.382
L Entry 185 0.000 0.000 0.016* 0.127
Do not miss in-person classes -
Exit 153 0.000 0.000 0.092* 0.289
o . Entry 185 3.000 3.000 3.200%*| 1.591
Online is more efficient -
Exit 153 3.000 4.000 3.614**| 1.615

*statistically significant at 1% level
**statistically significant at 5% level

The perceived benefits of online classes were explored using a multiple answer
question which provided the choices listed in Tab. 2.

Tab. 2: Benefits of online classes ordered by frequency of selection at entry and exit points.

Possible answers (select 1-3) ;’:;K ?D/Oo ;I :::kp(f,)/ll)
| can manage my own time better. 1(68.1%) 2 (69.3%)
| didn’t/don’t have to travel to school/faculty. 2(51.9%) | 1(83%)
| can be in my own room; more peaceful thanin a crowd. | 3(37.3%) 3 (48.4%)
It was easier to get better grades. 4(22.7%) | 4(20,3%)
| don’t like anything about online learning. 5(10.8%) 5 (6.5%)

Both in phase one and phase two of our research, students mostly appreciated
the fact that online classes allowed for better time management, and that they
did not have to travel to school. Interestingly, only about a fifth of respondents in
both research phases thought that the online mode made it easier to get better
grades. All in all, the ranking of benefits at entry and exit point did not differ
much (Tab. 2), but we noted a statistically significant increase in the number of
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participants who appreciated not wasting time and money on travel, and of those
who valued the solitude and privacy of their room (Tab. 1).

We tried to establish what the participants missed about in-person classes using
a multiple answer question with the choices listed in Tab. 3.

Tab. 3: What students missed about in-person classes (ordered by frequency of selection) at entry and exit
points.

Entry poll Exit poll
Rank (%) Rank (%)

Interaction with other students. 1(91.4%) | 1(82.4%)
| could make a more personal connection with professors. | 2 (60.5%) | 2 (63.4%)

Possible answers (select 1-3)

| can concentrate much better in in-person classes. 3(57.3%) | 3(61.4%)
It was easier to get better grades. 4(10.3%) | 4(13.1%)
I didn’t miss in-person classes at all. 5(1.6%) 5(9.2%)
Professors explain the material much better in person.* (48.1%)

*Has not been included in the Exit poll and, consequently, does not enter into comparison.

The ranking of the benefits of in-person classes did not change from phase one
to phase two of our study. Both at entering university and after twenty weeks of
online classes, the majority of participants missed personal interaction both with
other students (entry: 91.4%; exit; 82.4%) and with teachers (entry: 60.5%; exit:
63.4%). However, the number of respondents who missed personal interaction
with other students decreased significantly. Moreover, we found a significant in-
crease in the number of respondents who did not miss in-person classes at all
(Tab. 1). Finally, there is something to be said about the perceived benefits of
personal interaction with teachers in physical classrooms. Although the difference
was not significant, a higher percentage of respondents missed a more personal
connection with professors at exit phase. Next, almost a half of the respondents
in phase one stated that professors explained the material better in person. (This
particular benefit of in-person classes was not included in phase two for obvious
reasons.)

As regards the ability to concentrate in online classes, about three quarters of
our respondents indicated that it was hard for them to concentrate. Moreover, the
percentage slightly increased in the second phase (entry: 74.1%; exit: 77.8%), but
the difference was not statistically significant.

To explore the reasons for problems with concentration we used a multiple-choice
question with five answers. Both in phase one and phase two, the respondents
most frequently stated that they get distracted both by technology (their phone
and online content on their computer) and by persons or activities (family mem-
bers and/or noises) in their physical surroundings (entry: 34.1%; exit: 39.9%). In
both phases of our research, the respondents were more frequently distracted by
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technology (entry: 22.2%; exit: 25.5%) than by persons or events in their physi-
cal environment (entry: 8.6%; exit: 5.2%). Finally, a considerable, but decreasing
percentage of students stated that the problem with concentration did not derive
from any distractors, but that they simply found online classes boring (entry:
18.4%; exit: 15%).

In order to establish whether our respondents considered online learning as more
or less efficient than traditional classes, we asked them to evaluate a statement
(“Doing online assignments and projects takes less time and energy than doing
things in person.”) on a 6-point rating scale where 3 should be interpreted as
somewhat disagree and 4 as somewhat agree. Our respondents expressed only
very slight agreement with the proposition both at the entry and exit phases but
the level of agreement increased significantly in the exit phase (Tab. 1).

5.0.1 Self-perceived effect of online learning on students’ self-regulation and
motivational characteristics

Concerning our respondents’ self-assessed levels of responsibility, invested effort
and self-discipline at the beginning of online classes at university and after twenty
weeks, a descriptive analysis revealed a negative trend (Tab. 4).

Tab. 4: Change in students’ self-assessed levels of responsibility, invested effort and self-discipline at entry and

exit points.
N Mode Median Mean SD

) Entry 185 3.000 3.000 3.232%* 1.397

| have become more responsible. -
Exit 153 1.000 3.000 2.791* 1.550
I work harder and make better Entry 185 3.000 3.000 2.995**| 1.337
progress. Exit 153 2.000 2.000 2.667**%| 1357
Teacher should assign more Entry 185 2.000 2.000 2.405 1.213
responsibility to us. Exit 153 3.000 2.000 2.510 1.278
| have become more Entry 185 4.000 3.000 3.308* 1.417
self-disciplined. Exit 153 2.000 3.000 2.850% | 1.512

*statistically significant at 1% level
**statistically significant at 5% level

Specifically, we recorded a statistically significant decrease in agreement with
three statements reflecting the respondents’ reactions to the online learning en-
vironment: “I have become more responsible for my learning since we switched
to online classes.”; “I work harder and make better progress in online classes.”;
and “Online classes helped me to become more self-disciplined.” While the levels
of agreement with the three statements ranged between mild disagreement and
negligible agreement (2.995 and 3.308) in the entry phase, the scores obtained
in the exit phase demonstrated significantly lower levels of responsibility, effort
and self-discipline. Finally, the question designed to establish the respondents’
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preferences when it comes to learner autonomy and initiative revealed that our
respondents preferred to be led. In both research phases they disagreed with the
proposition that “Teachers should devote less time to teaching online and assign
more responsibilities and tasks to students.”

5.1 Usefulness of specific online activities and tasks

The data collected only in the exit phase of our research also provided insight into
students’ perception of usefulness of specific online activities and tasks.

5.1.1 Rating of online activities and tasks according to perceived usefulness

Over twenty weeks of online classes at university we used numerous online tools
and activities, ten of which were included in our exit poll to determine how useful
our students found them. Students could rate these tools on a Likert scale ranging
from 1 (not beneficial at all) to 6 (very useful). The results of the descriptive
analysis (ordered to reflect the ranking from the most appreciated to the least
appreciated activity) are presented in Tab. 5.

The analysis revealed that our students found most useful working online on tasks
in a Google doc while the teacher observed their progress and provided comments
and corrections, whether in writing to the respective student or speaking for the
benefit of the whole class (M 4.804 + SD 1.252). Most of the respondents found
this activity to be very useful (Mode 6). Google Meet polls (M 4.706 £+ SD 1.307)
came very close in the respondents’ estimate of usefulness (Mode 6). Two more
activities were considered, on average, as rather useful: Edpuzzle tasks (M 4.458
+ SD 1.509; Mode 6) and attendance quizzes (M 4.275 + 1.387) assigned using
Google Forms. As many as five other online tools and activities (Google Meet chat,
team presentations and meetings, asynchronous teamwork in Google Docs, home-
work/revision quizzes and synchronous teamwork in Google Docs) were almost
equally appreciated by the respondents, with means ranging between 3.869 and
3.810. Finally, the respondents rated meeting with smaller groups of colleagues
using Breakout rooms as not very useful (Mode 3). A more detailed presentation
of these findings, however, is outside of the scope of this article.

5.1.2 Correlation analysis

The correlation analysis included items reflecting respondents’ self-assessed levels
of responsibility, invested effort and self-discipline, as well as students’ ratings of
the usefulness of 10 online tools and activities. The most interesting and statisti-
cally significant correlations are presented below.
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Tab. 5: Ranking of ten online activities and tasks according to perceived usefulness.

Online activity N Mode | Median | Mean SD

Individual Google Docs — teacher comments live 153 | 6.000 5.000 4.840 | 1.252
Google Meet polls 153 | 6.000 5.000 4706 | 1.307
Edpuzzle videos 153 | 6.000 5.000 4.458 | 1.509
Attendance quizzes 153 4.000 4.000 4.275 1.387
Chat 153 5.000 4.000 3.869 1.098
Team presentations and meetings 153 3.000 4.000 3.843 1.518
Asynchronous teamwork in Google Docs 153 | 4.000 4.000 3.830 | 1.490
Homework/revision quizzes 153 | 4.000 4.000 3.817 1.048
Synchronous teamwork in Google Docs 153 | 4.000 4.000 3.810 | 1.546
Breakout rooms 153 3.000 3.000 3.288 1.621

The analysis revealed strong positive and statistically significant correlations be-
tween becoming more responsible, more self-disciplined and working harder,
achieving better progress. There was a moderate positive and significant cor-
relation between the perceive efficiency of online learning and working harder,
achieving better progress. The opinion that doing online assignments is more
time- and effort-efficient had a weak positive and significant correlation with the
perceived increase in self-discipline and the belief that teachers should transfer
more responsibility to students (Tab. 6).

Tab. 6: Correlations between self-regulation and motivation items.

I’'m more I work I’'m more | I'm more self-
responsible | harder efficient disciplined
| work harder, | progress Pearson’s r 0.714 -
p-value < .001 -
I’'m more efficient Pearson’s r 0.204 0.349 —
p-value 0.011 <.001 —
I'm more self-disciplined Pearson’s r 0.626 0.658 0.278 -
p-value <.001 <.001 <.001 —
Teacher should assign more Pearson’s r 0.147 0.205 0.271 0.224
p-value 0.069 0.011 < .001 0.005

There were no significant correlations between the self-regulation and motivation
items and the perceived usefulness of any of the online activities and tasks. Fi-
nally, the results of the correlation analysis demonstrated numerous significant
and positive relationships between various activities, suggesting that students
who find one type of online activity useful tend also to appreciate other online
activities (Tab. 7).
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Tab. 7: Correlations between the perceived usefulness scores for different types of online activities and taks.

Breakout Chat Ind | Sync | Async Edpuzzle | Present. | Polls Atte_nd
rooms GDoc | team | team quiz
Chat Pearson’s r| 0.261 -
p-value 0.001 -
Individual GDoc Pearson’sr| 0.236 |0.565| —
p-value 0.003 |<.001| —
Sync team GD Pearson’sr| 0.371 |0.353|0.358| —
p-value <.001 |<.001|<.001| —
Async team GD Pearson’s r| 0.429 0.28 |10.388 |0.603 | —
p-value <.001 |<.001({<.001|<.001| —
Edpuzzle Pearson’s r| 0.156 |0.469 |0.396 | 0.322 | 0.418 -
p-value 0.055 |<.001|<.001|<.001|<.001 —
Present. Meeting |Pearson’sr| 0.395 |0.216|0.226 | 0.298 | 0.477 | 0.391 —
p-value <.001 |0.007 | 0.005 |<.001|<.001| <.001 —
Polls Pearson’sr| 0.146 | 0.55 | 0.407 | 0.288 | 0.258 | 0.536 0.325 —
p-value 0.072 |<.001|<.001|<.001|0.001 | <.001 | <.001 —
Attend. quizzes Pearson’s r| 0.146 |0.352|0.304 | 0.248 | 0.284 | 0.534 0.402 |0.567 | —
p-value 0.072 |<.001|<.001|0.002 |<.001| <.001 | <.001 |<.001| —
Hw & rev. quizzes |Pearson’sr| 0.295 |0.408|0.399 (0.291 |0.384 | 0.561 0.47 ]0.503 | 0.623
p-value <.001 |<.001|<.001|<.001|<.001| <.001 | <.001 |<.001|<.001

6 Discussion

The two polls that were carried out among a group of 200 first-year students of
business resulted in 185 responses for the first poll and 153 for the second poll.
The results point to a number of relevant findings and observations about online
learning and online activities.

Our first main finding is that our first-year students prefer in-person teaching and
that was not surprising. A similar preference for in-person teaching was identified
by Agbejule et al. (2021) in students attending three Finnish universities which
also abruptly transferred to online teaching due to the Covid-19 pandemic.

Our second main finding is, however, that our students have generally started
to adjust to online learning. They typically appreciated the fact that they had
a chance to self-manage their time, especially as they no longer had to travel
to attend classes. We also noted a slight but statistically significant rise in the
perceived efficiency of online learning. Although students mostly missed personal
connections with other students and professors, interactions with other students
became significantly less important in the exit poll. A preference for being able to
stay away from crowded places was significantly more pronounced at the end of
the time period. We also noted a significant increase in the number of students
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who did not miss in-person classes at all, especially among male students. Finally,
the correlations analysis suggests that students who reported increased levels of
effort and self-discipline, also reported finding online classes more efficient and
a willingness to rely less on the instructor.

There are a number of reasons that can explain this. Firstly, students’ experience
with online learning in high school may have been of varying standards since
online teaching was introduced abruptly and without adequate and systematic
support. The fact that by this time the authors had had a chance to become
adept at conducting classes online and that Business English classes were ex-
clusively held through a single LMS allowed for consistency and transparency
of the learning process. Google Classroom, the LMS of choice in our Business
English classes, also provided ample opportunities for students-teacher interac-
tions both synchronously (in classes taught in real-time through Google Meet) and
asynchronously (commenting on tasks and posts in Google Classroom, emailing
teachers, etc.). Several studies have found that student motivation, cognition and
engagement rise in online courses when there is opportunity for real-time inter-
action with instructors and classmates (Baker, 2010; Kadiresan et al.,, 2021; Lin
et al, 2017).

Secondly, by the academic year 2021-22 students simply became more experi-
enced with online education. The same trend is described in Steward et al. (2010).
That study found that students who gain experience in learning online in one
course or programme, will become more successful in consecutive online courses.
This finding is consistent with Muilenburg & Berge’s (2005) finding that people
who had taken just one online course feel much more confident about online
learning and perceive much fewer barriers to online learning than others who had
no prior experience with online learning.

Thirdly, the preference for attending online and avoiding crowded places may have
had two root causes: fear of contracting Covid-19 and anxiety over transferring
to a new environment (from high school to university). Some of our out-of-town
students also appreciated the financial benefits of remote learning.

Next, students’ lowered interest in connecting socially with other students can be
explained by the fact that first-year students had not yet had a chance to build
personal connections with their classmates. This finding, however, contradicts the
observation made in O’Shea et al. (2015) where the survey respondents regretted
not being able to connect socially with their peers and named these connections
in learning to be “a 'need’ or essential to their learning experience” (O’Shea et al,,
2015, p. 14). Amador and Mederer’s (2013) finding that large online classes do
not allow for meaningful social connections between students, however, supports
our observation.
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Our third main finding is that students’ expectations increased towards professors
as conductors and guardians of their learning process. Namely, we noted a statis-
tically significant drop in students’ self-discipline and perceived responsibility for
their progress.

Given that students seemed to be slowly becoming more adjusted to the online
environment we were hoping to find that the freedom and flexibility provided by
online learning would result in a rise in students’ self-discipline, willingness to
take responsibility and invest effort. Our expectations were not met. The finding,
however, is in line with Baker’s (2010) observation that instructor presence - “the
virtual 'visibility’ of the instructor as perceived by the learner” (p. 5) - is a signif-
icant individual predictor of student affective learning, motivation and cognition.
Therefore our hopes that the flexibility and freedom afforded by online learning
would be a strong motivating factor for our students might have been misplaced.

Another explanation for this negative trend may be inferred from our experience
in the academic year 2020-2021. Then we abruptly switched to online teaching
amid the Covid-19 crisis and after a devastating earthquake in Zagreb. Unlike the
current sample, those students had had 20 weeks of teaching in person before
the crises. They communicated more actively with professors and among them-
selves as well. They also seemed more eager and committed to overcoming the
challenges they faced. Possibly this was due to the fact that we all believed online
classes were only a temporary measure. The generation of 2021-2022 must have
been feeling much more insecure about their future and this possibly made them
temporarily apathetic and less likely to take initiative. An additional reason might
be students’ isolation from classmates, which disrupted traditional lines of infor-
mation that form organically in groups. These lines of information in traditional
classes can supplement information from the teacher, thus making traditional stu-
dents less reliant on the teacher for direction.

Our fourth main finding is that two areas did not significantly change. Firstly,
problems with concentration in online classes due to environmental factors per-
sisted. Secondly, establishing relationships with teachers stayed equally impor-
tant in the two phases of the research. A possible explanation could be that stu-
dents find student-teacher relationships more important for the learning process
than student-student relationships. One of the reasons for this might have to do
with the importance of instructor immediacy (Baker, 2010), i.e., “nonverbal and
verbal behaviors, which reduce the psychological and/or physical distance be-
tween teachers and students” (Christophel & Gorham, 1995, p. 292). Furthermore,
Nguyen (2015) observed that undergraduate students tend to respond better to
in-person teaching while mature students do better in online courses. Our stu-
dents were not only undergraduates, but they were first-year students just start-
ing out their undergraduate studies.
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The fifth group of findings concerns the perceived usefulness of different online
tools and activities. The average usefulness rates revealed that students appreciate
instant and individualised feedback the most. They graded the most positively
individual Google Doc tasks which were assigned during synchronous classes and
were done while the teacher provided constructive comments and feedback. The
importance of instructors’ positive and constructive feedback in motivating stu-
dents in online settings and helping them progress is commonly acknowledged in
the literature (Baker, 2010; Johnson, 2017; Kadiresan et al., 2021). The second
most popular group of tasks was characterised by the shared feature of instant
or very quick, but not individualised feedback: Google Meet polls, Edpuzzle tasks
and attendance quizzes. In this sense they reinforce the perception of instructor
presence (Baker, 2010). The third group of tasks might have been perceived as
more challenging. Chat requires autonomous activity over a long period of time.
Team presentations and meetings involve group coordination and long-term con-
sistent effort. Additionally, some students may feel that their individual effort is
diminished or insufficiently appreciated as part of a group. Asynchronous and
synchronous teamwork in Google Doc suffer from the same problems related to
group work. Homework quizzes provide an opportunity to revise larger chunks of
the material but are quite demanding in both time and effort.

Finally, Breakout rooms are an interesting case and are worth discussing in more
detail. Activities involving Breakout rooms were the least appreciated by a large
margin. In theory, this type of activity should provide a perfect opportunity for
implementing problem-based learning in online groups. According to Amador and
Mederer (2013), problem-based learning could facilitate higher quality student-
to-student interaction, create social bonds among online learners and, ultimately,
motivate them. Unfortunately, our students did not respond well to this tool.
They reported feeling anxious and uncomfortable about having to communicate
on a video call with other students who they did not know. As a result, very little
communication occurred in these unsupervised mini-meetings. Our finding con-
tradicts anecdotal evidence from instructors from other countries, whose groups
greatly enjoyed Breakout rooms. This contradiction could be explained by the fact
that our groups were exceptionally large (up to 100 students) and students had
no realistic expectation of repeatedly meeting the same people in Breakout rooms,
which made forming relationships impossible. This observation is confirmed by
Amador and Mederer’s (2013) finding that in large online classes where there is
not a chance of creating meaningful student-to-student interactions, the learning
environment becomes alienating and isolated.

7 Conclusion

We present the results of a quantitative survey on online learning carried out
among 185 first-year students at the Faculty of Economics and Business, Univer-
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sity of XXXX. The classes were taught in a synchronous manner, with an emphasis
on in-class student participation and regular submission of homework assign-
ments. The survey concerned students’ reactions to online learning in a Business
English class over the course of 20 weeks. Although in-person learning remained
students’ preferred learning method, we can conclude that the time period spent
in online classes resulted in students becoming more adjusted to online learning.
They seem to have learned to appreciate the benefits of consistent and interactive
usage of an LMS, the time-saving effects of online classes and the opportunity to
stay away from crowds and unknown environments. Interestingly, while students
had a diminished interest in forming relationships with other students in online
classes, they continued to place a high value on connecting with instructors. This
finding is in line with instructor presence as a proven significant predictor of
student affective learning, motivation and cognition (Baker, 2010). Closely linked
to this observation is a heightened expectation of students towards instructors as
guardians and overseers of their learning process. This went hand-in-hand with
a fall in students’ self-discipline and perceived responsibility for their progress.
When it comes to online activities, our findings showed that, on top of an in-
creased level of supervision, students appreciate instant and individualised feed-
back the most. Furthermore, they appreciate less complex tasks and autonomy
over teamwork.

Our findings emphasise the importance of student engagement achieved through
using interactive activities, feedback, real-time communication and transparent
and structured application of learning management systems. Although in the con-
text of the Covid-19 pandemic, transferring to online classes was a rational solu-
tion, it is now clear that online classes cannot replace in-person teaching, at least
when it comes to younger adults in large groups. This does not and should not
exclude the possibility of beneficially integrating online activities into in-person
classes.
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Motivy uchaze¢t pro vybér FMV VSE v Praze
a jazykové preference studujicich bakalarskych
programu

Motives of applicants for choosing FIR VSE in Prague and
language preferences of students studying in the bachelor’s
programs there

Katerina Dvorakova, Petra Jerabkova, Lenka Kalouskova, Dominika
Kovarova

Abstrakt: Studie prezentuje vystupy kvalitativniho a kvantitativniho vyzkumu, jehoZz predmé-
tem byly vedle motivace uchazecl o studium na Fakulté mezinarodnich vztahd (FMV) Vysoké
$koly ekonomické v Praze (VSE) i jazykové preference studujicich v bakalai'skych programech
FMV. Sbér dat probéhl formou anonymniho dotaznikového Setieni. V prvni ¢asti vyzkumu byla
prostirednictvim oteviené otdzky zjiStovana motivace studujicich prvniho ro¢niku pro volbu
FMV VSE. Cilem druhé &asti bylo zjisténi vstupni tirovné znalosti druhého jazyka a preferenci
a pozadavki tykajicich se vyuky druhého a dal$ich cizich jazykdi na VSE. Za timto ti¢elem byl
jako vyzkumny ndstroj zvolen polostrukturovany dotaznik. Zkvalitativni ¢asti vyzkumu jedno-
znacné vyplyva, Ze si uchazedi voli FMV VSE predevsim diky kvalitni a $iroké nabidce vyuky
cizich jazykq, pravé studium dvou cizich jazykt je nejcastéji uvadénym motivem. Vyzkum uka-
zal, Ze by se podstatna ¢ast respondentti (11 % urcité a 39 % pravdépodobné) pro studium
na FMV VSE nerozhodla, pokud by zde vyuka druhého ciziho jazyka nebyla povinnou sou&asti
kurikula. Jako druhy nejcastéjsi diivod je uvadén zajem o konkrétni obor a Siroké uplatnéni
na trhu préce. Kvantitativni Sefeni napriklad ukazalo, Ze respondenti odhaduji svoji vstupni
jazykovou troveil druhého jazyka jako nizsi, nez pozaduje RVP na stfednich $kolach. Analyza
dat pak ukazala i velky zajem studujicich o treti a Ctvrty cizi jazyk. Zatimco nejzadanéjsim
druhym povinnym jazykem je s velkym odstupem némcina, jako tfeti nepovinny jazyk dle
statistik dominuje Spanélstina a jako ¢tvrty italStina.

Klicova slova: dotaznikové Setfeni, motivy pro vybér univerzity, odborny cizi jazyk, jazykové
preference, FMV VSE

Abstract: This article presents the results of qualitative and quantitative research, the subject
of which was, in addition to the motivation of applicants to study at the Faculty of International
Relations (FIR) of the University of Economics and Business (VSE), the language preferences
of students studying in the Bachelor programmes of this faculty. The data collection took the
form of an anonymous questionnaire survey. In the first part of the research, the motivation of
first-year students for choosing the FIR VSE was investigated through an open-ended question.
The aim of the second part was to find out the entry level of second language proficiency and
preferences and requirements regarding the teaching of second and other foreign languages
at the VSE. For this purpose, a semi-structured questionnaire was chosen as the research
tool. The qualitative part of the research clearly shows that applicants choose the FIR VSE
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mainly due to the high quality and wide range of foreign language teaching, with the study
of two foreign languages being the most frequently cited motive. The research showed that
a significant number of respondents (11% definitely and 39% probably) would not choose to
study at the FIR VSE if the teaching of a second foreign language was not a compulsory part of
the curriculum. The second most frequent reason given is interest in a particular field of study
and a broad application on the labour market. The quantitative survey showed, for example,
that respondents estimated their entry level of the second language as lower than required
by the Framework Educational Programme (RVP) in secondary schools. The data analysis also
showed a strong interest of learners in a third and fourth foreign language. While German is
by a wide margin the most desirable second compulsory language, according to the statistics,
Spanish dominates as the third non-compulsory language and Italian as the fourth.

Key words: survey, motives for choosing the university, language preferences, foreign lan-
guage for specific purposes, FIR VSE (University of Economics and Business)

Uvod

Vysoké $koly funguji v Ceské republice jiz od devadesatych let ve vysoce konku-
ren¢nim prostredi, kdy s postupujicim Boloniskym procesem museji Celit i kon-
kurenci mezinarodni. K prudkému naristu poctu absolventti vysokych $kol doslo
v Ceské republice mezi roky 2002 a 2018, dle statistik vzrostl jejich pocet 2,8krat!.
Za timto dramatickym nartistem stoji na jedné strané masivni rozvoj bakalarskych
obort, ze kterych vétsi ¢ast (vice nez 60 %) absolventli pokracuje do magister-
ského stupné studia (srov.tamtéz), na druhé strané je pricinou i rychly rozvoj
soukromého vysokého Skolstvi.

Uchazeci si nevybiraji jiZz jen mezi obory studia, ale i mezi konkuren¢nimi tuzem-
skymi a zahrani¢nimi $kolami, které tyto obory nabizeji. Casta je také praxe volit si
navazujici magistersky obor na jiné skole, nez kde studujici absolvoval bakalaisky
program. Vysoké Skoly museji v takto konkuren¢nim prostiedi obstat. Dlouha tra-
dice a kvalitni vyuka jiZ nejsou zarukou, Ze se nabidka Skoly neztrati mezi jinymi.
Vysoké skoly proto velmi investuji do marketingu. Aby oslovily co moZna nejvétsi
mnozstvi co nejkvalitnéjsich uchazecd, zdlraznuji prednosti nabizeného studia na
webovych strankach a prezentuji se na veletrzich vzdélavani.

Fakulta mezinarodnich vztaht Vysoké $koly ekonomické v Praze? uchazediim sli-
buje kariéru v manaZerskych pozicich ve firmach i institucich, k ¢emuz maji
dle slov fakulty dopomoci obecné makro i mikroekonomicky zamérené predméty

1 Zelenka, M. a kol. (2019). Souhrnnd zprdva o Seti‘eni absolvent 2018. Dostupné
z https://www.msmt.cz/file/51597/ [cit. 1. 2. 2022]

2 Dale jen FMV VSE.
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a dalsi specialni profilace obort, dale pak fakulta zdlraznuje vyuku cizich jazykl
na vysoké trovni3:

Na FMV je kromé predmeétii z oblasti ekonomie, financi, marketingu, podnikdni nebo managementu kladen
diiraz i na vyuku jazykii - absolventi maji znalosti dvou cizich jazykii na tirovni C1 a béhem studia maji
moznost naucit se dalsi jazyky, coZ vede i k pozndvdni cizich kultur. Fakulta tak pripravuje své absolventy
na mezindrodni prostredi, ve kterém najde uplatnéni vétsina z nich.

Jako motivy, které maji uchaze¢e o studium k volb& FMV VSE primét, jsou na
webové strance v nasledujicim potadi vyjmenovany: 1) kvalitni a mezindrodné
uznatelné vzdélani, 2) jazykové dovednosti ve dvou svétovych jazycich na vyborné
urovni, 3) mozZnost studia v zahranici, 4) mozZnost zahranic¢ni staze, 5) uspésna ka-
riéra, 6) moznost studovat na fakulté, kterd ziskala akreditaci ,EFMD Accredited”
pro dva programy na 5 let, 7) moznost vybrat si z nabidky vedlejSich specializaci,
8) inspirativni mezindrodni studentskd komunita a moznost zapojit se do aktivit
studentskych organizaci a 9) studium v Praze, srdci Evropy.

Lze vsak predpokladat, Ze cileny marketing Skoly neni pro uchazece jedinym zdro-
jem informaci pfi vybéru dané skoly ¢i pfimo fakulty. Domnivdme se, Ze kromé
efektivniho marketingu je pro vysokou Skolu naprosto zdsadnim tukolem najit svoji
konkuren¢ni vyhodu, podpofrit ji a budovat pro ni i vhodné odborné zazemi s mo-
tivovanymi pedagogy. V nasem vyzkumu si proto klademe otazku, jaké motivy
uchazede skute¢né vedly k rozhodnuti pro studium na FMV VSE, a to nejprve
v ramci kvalitativniho vyzkumu, ktery se obraci na studujici prvniho ro¢niku FMV
VSE na pocatku jejich studia. Vzhledem k vysledkiim kvalitativniho vyzkumu, ale
i vzhledem k dlirazu samotné fakulty na vyuku cizich jazyki, se poté v navazujicim
kvantitativnim vyzkumu podrobnéji zabyvame preferencemi studujicich v oblasti
studia cizich jazyk(i na FMV VSE. Zvlastni pozornost vénujeme vyuce druhého* ci-
ziho jazyka (vedle prvniho jazyka anglictiny), nebot pravé vyuka druhého odborné
zaméreného ciziho jazyka do vysoké turovné, konkrétné bud’ francouzstiny, ném-
¢iny, rustiny nebo $panélitiny, je specifikem FMV VSE. V obou &astech vyzkumu
se obracime na studujici bakalarského studia, protoZe v magisterském stupni jiz
neni jazykova priprava soucasti povinného kurikula.

Ramcovy vzdélavaci program® pro gymnazia stanovuje trovei dosazenych kompe-
tenci u prvniho cizfho jazyka na droveni B2, u druhého pak B1 podle Spole¢ného
evropského referen¢niho ramce pro jazyky. Uroveii znalosti druhého ciziho jazy-
ka je vSak u uchazecd velmi rozdilna a dle nasi zkusSenosti studujici pozadované

3 Bakalatské studium. Pro¢ studovat na FMV. Dostupné z https://fmv.vse.cz/bakalarske-studium/
[cit. 1. 2. 2022]

4y predkladané studii je pouzivan vyraz ,druhy” jazyk pro jazyk vedle anglictiny, ze kterého studujici
skladali prijimaci zkousku a v ramci studia ziskavaji uroven az C1.
5 Déle jen RVP.
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urovné B1 ve druhém cizim jazyce Casto viibec nedosahuji. Nastupuji tedy do vy-
sokoskolského studia s trovni niz$i.® V druhé ¢asti vyzkumu proto té% zjistujeme,
jak sami studujici svoji uroven znalosti na pocatku studia odhaduji, jak dlouho se
cizi jazyk pred nastupem na vysokou Skolu ucili a jak hodnoti hodinovou dotaci
vyuky cizich jazykii na FMV VSE. V rdmci druhé ¢asti vyzkumu rovné? zjistujeme,
jaka je mezi respondenty poptavka po uceni tretiho a pripadné i ¢tvrtého ciziho
jazyka a jaké zde maji preference.

1 Kvalitativni ¢ast vyzkumu

V prvni ¢asti vyzkumu byla zjiStovana motivace studujicich prvniho roéniku FMV
VSE pro volbu konkrétni vysoké $koly véetné fakulty. Respondentéim byla na za-
catku zimniho semestru 2021/2022 pisemné zadana oteviena otazka: Proc jste se
rozhodl/a pro studium na FMV VSE vPraze?

Bylo osloveno celkem 407 respondentti v kurzech druhého ciziho jazyka pro prvni
ro¢nik (celkem 64 % z celkového poctu studujicich). Diky pfimému zplsobu za-
dani se podarilo zajistit stoprocentni navratnost. Volba vyzkumného vzorku byla
urcena piredpokladem, Ze studujici prvniho ro¢niku maji svoji motivaci pro volbu
konkrétni vysoké Skoly jesté Cerstvé v paméti.

Oteviend otdzka jakoZto vyzkumny nastroj umozZiiuje svobodné vyjadieni bez nut-
nosti podridit se pevnym kategoriim formalizovaného dotazniku. Respondenti ne-
byli omezeni poctem motivli ani ¢asem na vyplnéni. Jednotlivé motivy byly nasled-
né kédovany a kvantifikovany. Priznacné formulace odpovédi uvddime oznacené
kurzivou.

Py

1.1 Vysledky kvalitativni ¢asti vyzkumu aneb cizi jazyky v hlavni roli

Nejvétsi skupina udavanych motivi (graf 1) se tykala studia cizich jazyki (513),
at’ jiz byl tento motiv zmitiovan jako dulezita soucast kurikula ¢i jakoZto pro-
stiredek k dosaZeni dil¢iho nebo hlavniho cile respondenta. Prvnim nejcastéjsim
motivem bylo védomi faktu, Ze se cizi jazyky na FMV vyucuji na vysoké tlrovni
a spolu s odbornym zamérenim nebo ne tak akademicky, jak je tomu u filologickych
obord na jinych univerzitach (210 respondenti). Dale jsou cizi jazyky vyucované
na FMV vnimdany jako prostfedek k dosaZeni studia ¢i profesni praxe v zahranici
(126). Mezi motivy vybéru FMV byl uvadén také fakt, Ze fakulta nabizi i jiné jazyky
nez pouze povinnou anglictinu (71), jak je tomu na jinych vysokych Skolach. Dalsi
motiv se tykal cizich jazykl jako prostiedku k ziskani uplatnéni v mezinarodnim
prostiedi (44). Celkem 36 respondentl vyslovné jako motiv uvedlo moZnost ucit

6 Jak ukazuje nase dlouhodoba prace s u¢ebnimi materialy akreditovanymi v souladu s odpovidajici
urovni dle SERR] v konfrontaci s redlnymi znalostmi studentd.
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se i tieti cizi jazyk a 25 respondentd uvedlo jako motiv volby své vlastni nadani
pro studium cizich jazykd, pricemz FMV nabizi jeho rozvoj. Pouze jednou byla
jakozZto jeden z motivii zminéna finan¢ni podpora mezinarodnich jazykovych cer-
tifikatd, kterou Skola nabizi.

Dalsi velkou skupinu motivii bychom mohli charakterizovat jako zajem o kon-
krétni obor a/nebo zajem o studium na skole, ktera ma dobrou povést a je
zarukou Sirokého uplatnéni na trhu prace (341). Nejcastéji byl zminovan za-
jem o konkrétni obor (142) jako napriklad: ,Chtéla jsem studovat diplomacii.” Jako
druhy nejcastéjsi motiv této skupiny bylo uvadéno Siroké spektrum uplatnéni, které
Skola slibuje, ¢i vysokd pravdépodobnost, Ze ziskdm misto (101). Dale byly uvadény
motivy, které by se daly shrnout jako dobré jméno Skoly, kdy se uchazeci oriento-
vali dle recenzi i osobnich doporuceni (95), pouze tfi respondenti zcelkovych 407
pricetli jisty vyznam mezinarodni akreditaci Skoly.

Nejmensi skupinu motivii miZeme charakterizovat jako motivy osobni (146), kdy
pfi rozhodnuti hrala roli atraktivita, geograficka a finan¢ni dostupnost Prahy (63).
Celkem 57 respondenti oslovila snadnost prijimaci zkousky ¢i prijeti bez ni, 14
respondentli zaujala pridruzenad nabidka skoly jako sportovni vyziti ¢i studentské
spolky a 12 respondentli uvedlo jako motiv rodinné divody, naptiklad nutnost
péce o rodinu, ktera tu zije.

osobni motivy
14,6 %

motivy
spojené se
studiem jazykd
51,3%

z4jem o obor /
Siroké
uplatnéni /
prestiz skoly
34,1%

Graf 1: Skupiny motiv( pro vybér FMV VSE

1.2 Diskuse

Z kvalitativni ¢asti vyzkumu jednozna¢né vyplyva, Ze si studenti voli FMV VSE
predevsim diky kvalitni a Siroké nabidce vyuky cizich jazyka v jejich odborné vari-
anté, coz lze hodnotit jako nejvétsi konkurenéni vyhodu FMV VSE. Relativné ¢asto
se také spolecné objevovaly motivy cizijazyky v kombinaci s konkrétnim odbornym
zamérenim: pro tyto studenty je evidentné pritazlivd pravé moznost propojit stu-
dium konkrétniho oboru s prohloubenym studiem ciziho jazyka. Velkou prednosti
FMV VSE se jevi i jeji Gspé$nost ve vyménnych studentskych programech a or-
ganizovani profesnich praxi v zahranici, pricemz je tato skute¢nost mezi uchazeci
relativné zndma. Uchazeci ocekavaji i Sirsi uplatnéni v mezindrodnim prostredi.
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Podminkou tspéchu v téchto pracovnich nabidkach je vsak opét dostatecna cizo-
jazy¢na kompetence absolventt.

Prekvapivé malou roli pti rozhodovani uchazec¢d hraje mezindrodni standardiza-
ce kurikula, jako je podpora mezinarodnich jazykovych certifikatli a mezinarodni
akreditace Skoly. PrestoZe Skola témto tématlim vénuje znacnou pozornost i fi-
nan¢ni prostredky, u uchazect dle nasich zjisténi nenachazeji odpovidajici ohlas.
0 mnoho vétsi vyznam ma napiiklad atraktivita a dostupnost Prahy, a dokonce
i nabidka sportovniho vyziti. Celkové sedmina respondenttii si zvolila FMV VSE
z divodu snadnosti pfijimacich zkouSek ¢i moznosti byt prijat pouze na zakladé
studijnich vysledkl ze stfedni $koly. Toto zjisténi naznacuje, Ze pro $kolu je z hle-
diska osloveni uchazecli zasadnéjsi podpora vyuky cizich jazykd neZ napiiklad
mezinarodni standardizace ¢i tlevy u prijimacich zkouSek.

Jistou mez vyzkumu mize predstavovat, Ze respondenti neuvedli divody, které
pro né v okamziku dotazovani jizZ nehraly roli, jako napriklad, Ze se nedostali na
Skolu své prvni volby. Ze zkuSenosti s vypovéd'mi studujicich, s nimiZ ptrichazime
béhem nasi pedagogické praxe do styku, vime, Ze takovi existuji, jedna se vsak
pouze o nepatrny pocet, ktery by vysledek nemél vyznamné zkreslit. V Narod-
nim Setfeni{ Absolvent 20187, v ném?¥ mimo jiné 21 166 absolventli reflektovalo
své diivody volby vysoké Skoly, byla tomuto motivu priféena nejmensi dileZitost
(4,65, kdy 5 je zcela nediileZité) z dané nabidky, coz nasi domnénku potvrzuje.
Zajimavé je, Ze z pevné dané nabidky respondenti tohoto Setfeni udali jako nejdi-
lezitéjsi motiv Studium pomiiZe rozvijet moji vzdélanost, znalosti a schopnosti s dule-
libivy motiv rozvoje vzdélanosti nezminili ani jednou. Usuzujeme tak na relativné
spolehlivou upfimnost nasich respondentli a odvozujeme od ni i vysokou vypo-
védni hodnotu nasSeho Setreni. Relevantnost vysledku je podpofena pravé volbou
vyzkumného nastroje. Respondenti nevolili z pripravenych odpovédi, nebyli tedy
predem konfrontovani s zadnymi kategoriemi, které by je mohly inspirovat a vy-
sledek zkreslit.

2 Kvantitativni Setieni

Na kvalitativni ¢ast vyzkumu, ktera ukazala dileZitost vyuky cizich jazykt pro vol-
bu studia na FMV VSE, navazalo kvantitativni $etfeni, jehoZ cilem bylo podrobnéji
prozkoumat skutecnosti tykajici se vyuky zejména druhého a dalSich cizich jazykt
a preference studujicich v této oblasti. Vyzkumnym nastrojem byl polostruktu-
rovany dotaznik s 22 otazkami, které se kromé poloZzek slouzicich k identifikaci
respondentli zabyvaly volbou druhého, tetiho a ¢tvrtého ciziho jazyka, spokoje-

7 Zelenka, M. a kol. (2019). Souhrnnd zprdva o Seti‘eni absolvent 2018. Dostupné
z https://www.msmt.cz/file/51597/ [cit. 1. 2. 2022]
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nosti s rozsahem jazykové vyuky, odhadovanou vstupni trovni znalosti prvniho
a druhého ciziho jazyka a délkou jeho uceni pted ptichodem na FMV VSE.

Bylo osloveno 1489 studujicich tii ro¢nikd bakalafského studia FMV vSech studij-
nich obort vyucovanych v ¢eském jazyce, a sice Mezinarodni obchod, Mezinarodni
studia a diplomacie a Cestovni ruch. Na dotaznik odpovédélo 851 respondentd,
coz odpovida navratnosti 57 %. Mezi respondenty bylo zastoupeno nejvice studu-
jicich prvniho ro¢niku (41 %). Nejvice respondenti studovalo Mezinarodni obchod
(62 %).8

2.1 Drubhy cizi jazyk z pohledu studujicich

Z kvalitativni ¢asti vyzkumu vyplynulo, Ze vyuka cizich jazyki na vysoké urovni
hraje naprosto zasadni roli pti rozhodovani uchazect pro vysokoskolské studium
na FMV VSE. V kvantitativnim vyzkumu zji§tujeme mimo jiné, jakou roli v tomto
rozhodovani ma konkrétné druhy cizi jazyk, jehoz vyuka do tirovné C1 je povinnou
soucasti kurikula®. Respondentim byla poloZena otazka, zda by se rozhodli pro
studium na FMV VSE, i kdyby nebyl povinnou souéasti studia druhy cizi jazyk (graf
2).

rozhodné rozhodné
ano ne
18 % 11%
spiSe ano spiSe ne
32% 39%

Graf 2: Volba studia na FMV VSE bez dalsiho ciziho jazyka jakoZto povinné soucdsti kurikula

SP 112 RU 54

FR 142 NJ 543

Graf 3: Respondenti ankety dle druhého jazyka

8 Tento obor tradi¢ng studuje nejvice studentd FMV.

9 Anglictina se jakoZto prvni cizi jazyk vyucuje rovnéz do trovné C1.
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Z celkem 851 dotdzanych by se 332 (39 %) respondentti pro FMV spiSe neroz-
hodlo, 93 (11 %) by toto studium nevolilo urcité. 156 (18 %) by se ke studiu
rozhodné prihlasilo a 270 (32 %) by se spiSe prihlasilo. Polovina respondentt dala
negativni a spiSe negativni odpovéd. ,Rozhodné ano“ udalo o sedm procentnich
bodi vice respondentii nez ,rozhodné ne‘, je mozné vyvodit, Ze bez druhého ciziho
jazyka by fakulta prisla o znacnou cast uchazecl, v dichotomii ,ano x ne“ jde
o polovinu studentf.

Druhy cizi jazyk si studujici voli ze ¢yt svétovych jazyki: NJ, S], FJ a R] (graf
3). Nejvice respondentti vyzkumu (543) si jako druhy jazyk volilo némcinu, 142
francouzstinu, 112 SpanélStinu a 54 rustinu.

Ramcovy vzdélavaci program u stiedoskolskych absolventii!® poZaduje u prvniho
ciziho jazyka tiroveri B2 a u druhého ciziho jazyka B1. Na FMV VSE je cilem, aby
studenti dosahli po Sesti semestrech studia odborné zaméreného jazyka trovné
C1, a to u obou studovanych jazyki. Ve vyuce druhého ciziho jazyka vSak vni-
mame velké nedostatky na pocatku studia, kdy studujici deklarované drovné B1
nedosahuji, a z nich pramenici potize zvladat naroky kurikula druhého jazyka na
VS, které s touto tirovni poéita. Zajimalo nas proto, jak respondenti sami odhaduji
vlastni dosazenou uroven znalosti prvniho i druhého ciziho jazyka pfi nastupu na
FMV VSE (tabulka 1).

Tab. 1: Odhadovand troveri znalosti ciziho jazyka na pocdtku studia (Numerické hodnoty v tabulce jsou
zaokrouhleny na jedno desetinné misto.)

Odhadovana Prvni Druhy Druhy Druhy Druhy P

- " . X . - - Priimér viech
uroven jazyk jazyk jazyk jazyk jazyk druhvich iazvkii
znalosti anglictina | némdcina | francouzstina | SpanélStina | rustina yeh jazy
Al - 39% 2,9% 3,6 % 0,0 % 2,6 %

A2 - 30,9 % 282 % 28,6 % 25,9 % 28,4 %

B1 11,9% 45,7 % 50,7 % 50,0 % 38,9% 46,3 %

B2 53,9 % 14,7 % 9,9 % 13,4 % 18,5 % 14,1 %

C1 30,7 % 4,2 % 8,5% 4,5% 14,8 % 8,0%

Cc2 35% 0,6 % 0,0 % 0,0 % 1,9% 0,6 %

Celkem 88 % respondenti odhadlo svoji troven znalosti v anglickém jazyce mini-
malné jako Uroven B2: konkrétné 54 % B2, 31 % C1 a témér 3,5 procenta dokonce
jako C2. Pouze 12 % respondentl uvedlo jako vstupni Uroven anglictiny B1, tedy
uroven nizsi, nez uklada RVP. Pfiblizné tfetina respondentt (34 %) odhadla svoji
uroven anglictiny jako vyssi, nez pozaduje RVP, jedna se ptfitom o vysoky stupei
znalosti C1 a C2.

10 Rdamcovy vzdéldvaci program pro gymndzia. Rdmcové vzdéldvaci programy pro sti‘edni odborné vzdéld-
vdni, Dostupné z: https://www.msmt.cz/vzdelavani/stredni-vzdelavani/ramcove-vzdelavaci-programy
[cit. 1. 2. 2022]
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Vstupni droven u druhého ciziho jazyka odhadla necela tfetina studujicich (31 %)
jako nizsi, nez je pozadavek RVP, naopak pouze necela Ctvrtina (23 %) dotazanych
uvedla u druhého jazyka dosazenou droven vyssi, tj. B2 a vice. Vysoky stupen
znalosti C1 a C2 u druhého ciziho jazyka dosahuje v souladu s vysledky ankety
necelych 9 % respondentt.

Nejpocetnéjsi skupinou v ramci studia druhého ciziho jazyka byli respondenti,
ktefi svoji znalost odhadli jako B1 - 46 %. Kombinaci Grovné B2 v anglictiné
a zaroven B1 v druhém jazyce, jak to vyzaduje RVP, u sebe odhadlo pouze 29,5 %
Spanélstinari, 28 % némcinari, 27,5 % francouzstinari a 22 % rustinara.

Dal$i analyza odpovédi ukazala, Ze udavana dosaZena jazykova droven neni primo
umeérna poctu let, ktery respondent uceni ciziho jazyka dle svych slov vénoval.
Mezi respondenty byli studujici vSech jazyk, kteri po 5-6, respektive 7-8 letech
vyuky hodnotili svoji jazykovou kompetenci tirovni Al (6 studujicich z 851), za-
timco jinf b€hem dvou let studia dle svého odhadu dosahli irovné B1 (22 studu-
jicich z 851). Za zajimavy lze povaZovat rozptyl v pripadé studentl rustiny, nebot
se zde s vysokou pravdépodobnosti setkavaji dvé odlisné skupiny studentl - ti,
kteri se ucili rustinu v ¢eském sekundarnim skolstvi, a studenti ze zemi byvalého
sovétského bloku, ktefi maji s rustinou kazdodenni kontakt, byt tento jazyk neni
jejich jazykem mateiskym.

Studium druhého ciziho jazyka je na FMV VSE rozloZeno do $esti semestri, pre-
depsana jsou tfi nepovinna jazykova cviceni zakoncena zapoctem a tfi povinna
zakoncena zkouskou. Vyuka v péti z téchto Sesti kurzi probiha 1 x 90 minut tydné
a pri uspésném absolvovani studujici ziska tfi ECTS kredity. Vyjimkou je druhy
semestr studia, kdy je studijnim planem ptredepsan pro druhé cizi jazyky povinny
Sestikreditovy zkouskovy kurz s ¢asovou dotaci 2 x 90 minut tydné. Intenci tohoto
navyseni bylo dohnat rozdil vstupni urovné u druhych cizich jazykt (dle RVP B1)
oproti anglicting€, nebot FMV vyZzaduje ve studijnich planech dosazeni urovné C1
v obou studovanych jazycich.

Respondenti byli proto v nasem vyzkumu tazani, zda povaZzuji aktudlni hodino-
vou dotaci vyuky druhého ciziho jazyka (graf 4) i hodinovou dotaci anglictiny za
dostatecnou. Z prizkumu vyplyva, Ze pouze 16 % studujicich povazuje hodinovou
dotaci druhého ciziho jazyka za rozhodné dostatecnou, 44 % za spiSe dostatecnou,
31 % za spiSe nedostatetnou a 9 % za rozhodné nedostatecnou. Celkové 60 %
respondentl je tedy se souCasnym stavem relativné spokojeno, zatimco 40 % by
uvitalo vice vyukovych hodin.

Propojime-li vysledek této polozky s polozkou, v niZ respondenti odhadovali svoji
vstupni Uroven znalosti druhého jazyka, ukaze se zajimava skuteCnost. Mezi re-
spondenty, ktefi svoji aroven odhadli jako A1, hodnotilo 69 % dotazanych dotaci
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jako zcela ¢i relativné dostatecnou, u A2 to bylo 61 %, u B2 59,5 % a u respon-
dentt, ktefi svoji droven znalosti odhadli jako C1, jiZ jen 54 %.

rozhodné dostatecnd rozhodné nedostateénd
16 % 9%

spise nedostatec¢na
31%

spiSe dostatecna
44 %

Graf 4: Hodnoceni hodinové dotace pro vyuku druhého ciziho jazyka z pohledu soucasnych studujicich

PrestoZe je hodinova dotace anglického jazyka o 13 x 90 minut nizs$i nez u vy-
uky druhého jazyka, vykazovali respondenti v dotaznikovém Setfeni s rozsahem
vyuky anglického jazyka vétS{ miru spokojenosti. Hodinovou dotaci hodnoti jako
spiSe dostate¢nou a dostatecnou dvé tretiny dotdzanych. Konkrétné je s poctem
vyucovacich hodin 47 % respondentl spiSe spokojeno, 18 % rozhodné spokojeno,
necelych 28 % je spiSe nespokojeno a pouze necelych 8 % by rozhodné vitalo vyssi
dotaci.

Zatimco anglictina je v roli prvniho ciziho jazyka aktudlné jednim ze dvou povinné
volitelnych maturitnich predmétli, maturitni zkouska z druhého ciziho jazyka je na
vSech typech stfednich $kol nepovinna. [ proto se vyzkum zaméril na zjisténi sku-
teCnosti, kolik respondentli maturitni zkousku z druhého jazyka skladalo. Vysledek
Setfeni ukazal, Ze vice nez polovina respondenti sloZila maturitni zkousku z dru-
hého ciziho jazyka, a to celych 52 %. Nejvétsi podil maturantii mezi responden-
ty vykazovala Spanélstina (63 %), nasledovana francouzstinou (56 %), némcinou
(50 %) a rustinou (37 %).

O sloZeni mezinarodniho certifikatu z prislusného jazyka uvazuje 60 % respon-
dentd. Nejmotivovanéjsi skupinou jsou studujici francouzského jazyka, kdy se pro
sloZeni certifikatu vyslovily vice nez dvé tretiny respondentii (68 %). Pfiblizné
65 % dotdzanych ma zajem o certifikat ze Spanélstiny, 58 % z némciny a nejmensi
podil respondentt (43 %) uvazuje o mezinarodnim certifikatu z ruského jazyka.

2.2 Treti cizi jazyk z pohledu studujicich

V ramci FMV neni studium tietiho ciziho jazyka povinné. Jde o dobrovolnou akti-
vitu studujicich, ktef{ si voli treti jazyk v ramci svych volitelnych predméti z této

Vs v

nabidky: Cinstina, francouzstina, italStina, némcina, portugalsStina, rustina, Spanél-
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Stina, Svédstina. Vyzkumné Setieni ukazalo, Ze se 312 (37 %) respondentd jiZ stu-
diu tretiho jazyka vénuje. Respondenti, ktefi se prozatim pro zadny z nabizenych
jazykl nerozhodli (539, tj. 63 %), vSak o jeho studiu majoritné (80 %) uvazuji -
rozhodné ano (173 respondentli) a spiSe ano (250 respondentii). Pouze minimum
studentd tieti jazyk nestuduje, ani jeho studium neplanuje (rozhodné ne - 20
respondentll). Ukazuje se tedy, Ze na fakulté existuje o treti jazyk velky zajem
a studenti této moznosti realné vyuzivaji. Zaroven vysledky ankety dokladaji velky
potencial v této oblasti. AZ dvojnasobny pocet studentd studium ttretiho jazyka
planuje a ma dokonce jasnou piedstavu o jeho vybéru.

Jednoznacné nejvice preferovanym jazykem mezi studenty, at jiz treti jazyk stu-
duji, nebo o néj vyjadrili v anketé zajem, je SpanélStina; zdjem o ni aZ trojnasobné
(tabulka 2, graf 5) prevySuje zdjem o ostatni jazyky. Za SpanélStinou nasleduji
dva romanské jazyKky (francouzstina a italStina), dale ¢insStina, rustina, némcina,
$védstina a portugalstina, pricemz se preference respondentd, ktefi jiz tieti jazyk
studuji, shoduji s preferencemi pfipadnych zajemcl u tfi nejzadanéjsich tretich
jazykl. Za zajimavy lze vSak povaZovat i potencidlni zajem o dal$i cizi jazyky,
u nichZ by rovnéz existoval prostor pro vypsani vice kurzii v pripadé dostatecného
mnozstvi kreditli, které by studujici mohli pro tyto jazyky vyuzit.

Tab. 2: Treti jazyk

Jiz studovany 3. jazyk Zajem o 3. jazyk Celkem
Spanélstina 156 196 352
italStina 47 68 115
francouzstina 41 70 111
¢instina 15 47 62
rustina 24 21 45
némdcina 17 26 43
Svédstina 7 24 31
portugalstina 5 11 16
nestuduji a nezjistény zajem 19
nestuduji a rozhodné studovat nechtéji 20
nestuduji a spiSe nechtéji studovat, neuvedli konkrétni jazyk 37
CELKEM 851

Celkem 89 % studentq, ktef{ se jiz treti jazyk uci nebo o tom uvazuji, jsou zaca-
tecnici. Pouze 9 % respondentti voli ¢i by volilo mirné pokrocilou droven a 1 %
uroven pokrocilou.

2.3 Ctvrty cizi jazyk z pohledu studujicich

Ctvrty jazyk se jiz u¢i pouze 6 % respondentii (48), aviak existuje vyznamny za-
jem o jeho studium: 52 respondenti by se ho rozhodné ucit chtélo a 222 respon-
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dentli udalo ,spiSe ano“ Nabizi se srovnani s volbou tretiho jazyka. Lze konsta-
tovat, Ze pocet respondentt, ktef jiz ¢tvrty jazyk studuji, je podstatné nizsi nez
v pripadé trettho jazyka, nicméné data z ankety (tabulka 3) ukazuji na nezane-
dbatelny zajem ze strany respondentl si ¢tvrty jazyk v budoucnu zapsat. Opét se
potvrzuje zajem o romanské jazyky, ale zaznamenali jsme i vyrazny zajem o Cin-

Stinu (graf 6).

Na otdzku, od jaké drovné studuji, nebo by chtéli zacit studovat ¢tvrty jazyk, od-
povédélo 566 respondentd ankety. Naprosta vétSina z nich (545) udala uroven
ynaprosty zacatecnik®, coz neni u ¢tvrtého jazyka prekvapivé.

Tab. 3: Ctvrty jazyk

Jiz studovany 4. jazyk | Zajem o 4. jazyk | Celkem
italStina 10 93 103
francouzstina 10 88 98
Spanélstina 7 84 91
Cinstina 2 62 64
némdcina 4 52 56
Svédstina 6 41 47
portugalstina 3 17 20
bez odpovédi 56
nestuduji a rozhodné nechtéji 147
nestuduji / se zdjmem, ale neuvedli konkrétni jazyk 169
CELKEM 851
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italdtina I 103
francouzitina NI 98
Spanélstina 91
¢instina 64
néméina I 56
Svéditina I g7
portugalstina NI 20

2.4 Preference ve volbé tretiho a ¢tvrtého jazyka

Déle nas zajimalo, zda existuje souvislost mezi volbou druhého a dalsiho ciziho ja-
zyka, zda tedy naptiklad studenti némciny jako druhého jazyka inklinuji ke studiu
$védstiny, jakozto dalsiho a jediného nabizeného germanského jazyka, nebo voli
z nabidky romanskych jazykt ¢i dalSich nabizenych jazykd.

Respondenti s druhym cizim jazykem némcina (543), ktef{ se jiz treti cizi jazyk
uc¢i nebo o ném uvazuji, by v 89 % volili jako tfeti jazyk néktery z romanskych,
8 % c¢instinu, 3 % Svédstinu a 2 % rustinu. Velmi podobné je tomu u preferenci
ctvrtého ciziho jazyka, kde jazyky romanské tvori vétSinu (80 %), nasledovany
¢instinou (11 %) a Svédstinou (9 %).

Respondenti s druhym cizim jazykem francouzstina (142) by pii volbé tretiho
ciziho jazyka preferovali v 73 % dalsi jazyk z nabidky romanskych jazyk, nasle-
duji jazyky germanské (14 %), ¢instina (10 %) a rustina (3 %). Podobna je situace
i v pripadé volby Ctvrtého jazyka, kde prevlada volba dalSiho romanského jazyka
(51 %) pred némcinou a $védstinou (35 %), rovnéz pred cinstinou (13 %).

Respondenti, ktefi maji jako druhy jazyk Spanélstinu (112), by pii volbé tietiho
jazyka také dali prednost dalsimu jazyku romanskému (60 %). Dale by volili ném-
¢inu ¢i $védstinu (31 %), ¢instinu (7 %) a rustinu (2 %). Pri volbé ctvrtého ciziho
jazyka studenti Spanélstiny preferuji némcinu a Svédstinu (60 %), dalsi romansky
jazyk (28 %) a Cinstinu (12 %).

Respondenti s druhym cizim jazykem rustina (54) pti vybéru ttetiho ciziho jazyka
upfednostriuji jazyk romansky (67 %) a némcinu ¢i Svédstinu (20 %), 12 % z nich
by volilo ¢instinu. Volba ctvrtého jazyka vykazuje stejnou tendenci - romanské
jazyKky (65 %), germanské jazyKky (29 %) a ¢instina (6 %).
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Lze konstatovat, Ze studenti némciny a rustiny by si radi rozsirovali obzory o ja-
zyk zjiné jazykové rodiny, zatimco studenti Spanélstiny a francouzstiny by byli ve
volbé konzervativnéjsi, vétSinové voli dalsi romansky jazyk. Vybér tretiho a ctvr-
tého jazyka je vSak limitovan nabidkou, ktera zahrnuje kromé némciny jen jediny
dalsi germansky jazyk - SvédStinu a jediny slovansky jazyk - rustinu. Angli¢tinu
se vSichni studujici u¢i povinné.

Na otazku, o jaky cizi jazyk by respondenti stavajici nabidku cizich jazykt doplnili,
respondenti uvadeéli nejcastéji: japonstinu (74), arabstinu (43), korejstinu (41),
norstinu (26) a holandstinu (18).

2.5 Vysledky dle matei'ského jazyka respondentt

Nejvice respondentd uvedlo jako matetsky jazyk cestinu (652 z celkovych 851).
Cestinu spole¢né s dal$im jazykem jakoZto matei'skym uvedlo 14 respondentd.
Déle byli velmi pocetné zastoupeni rusky ¢i ukrajinsky hovotici (pripadné oboji
zaroven) respondenti - 88, nasledovani slovensky hovoricimi (76) a dal$imi, malo
pocetnymi skupinami materskych jazykl (vietnamstina, madarstina a jiné). Vyraz-
né odliSnosti mezi nejcastéjsimi jazykovymi skupinami ale nebyly zjistény, zastup-
ci vSech z nich studuji jako dalsi (druhy) cizi jazyk nejcastéji némcinu, druhy cizi
jazyk studovali nejcastéji 5-6 let a deklaruji vstupni troven B1. Vyjimku u téchto
dvou poslednich kritérii tvori skupina rusky/ukrajinsky hovoticich studentt, ktefi
druhy cizi jazyk studovali nejcastéji pouze 0-2 roky, jako vstupni troven deklaruji
nejcastéji A2 a B1 a jsou také nejvice nespokojeni s ¢asovou dotaci vyuky druhého
ciziho jazyka (46 % oproti 36-38 % u jinych skupin).

2.6 Diskuse

Za ptrednost naseho kvantitativniho Settfeni lze povazovat velky vzorek responden-
tl a uspokojivou navratnost. Slabinou je neproporcionalné vyssi zapojeni studu-
jicich prvnich rocnikli, vyzkum tedy reflektuje zejména jejich nazory, vzhledem
ke zjistovanym skuteCnostem (odhadovana vstupni uroven, maturita, dtlezitost
druhého jazyka pro ptihlaSeni ke studiu ...) to neni nutné na Skodu, naopak stu-
dujici prvniho ro¢niku maji tyto skutecnosti v ¢erstvé paméti. Oproti tomu jejich
posouzeni Casové dotace pro studium cizich jazyk by na zacatku studia mohlo
byt zkreslené. Vysledky mezi jednotlivymi ro¢niky ale nejsou vyznamné odlisné
(hodinovou dotaci povazuje za rozhodné nebo spise nedostatecnou 44 % studenti
prvnich ro¢nikd, 38 % studentti druhych ro¢nikd a 39 % studentt trretich ro¢niki).

Vyzkum ukéazal, Ze by se podstatna ¢ast respondentd (11 % urcité a 39 % prav-
dépodobné) pro studium na FMV VSE nerozhodla, pokud by zde vyuka druhého
ciziho jazyka nebyla povinnou soucasti kurikula. Tento zavér koresponduje i s vy-
sledky kvalitativniho vyzkumu. Zatazeni druhého ciziho jazyka do studijniho planu
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a rozvoj jazykovych kompetenci do urovné C1 lze povazovat za podstatnou kon-
kuren¢ni vyhodu v osloveni budoucich uchazeci.

Respondenti odhaduji ve 31 % svoji vstupni uroven znalosti dalSiho ciziho jazyka
jako nizsi, nez jak ji pozaduje RVP. Lze namitat, Ze se jedna o vlastni neodborny
odhad studujicich, zavér vSak koresponduje i s nasimi zkusenostmi z vyuky. Svoji
uroven znalosti anglictiny respondenti v 34 % odhadli jako lepsi, nez jaky je cil
RVP. To odpovida skutecnosti celospolecenského diirazu na uceni anglictiny, ktera
je prioritou nejen pro Skoly, ale naptiklad i pro rodice.

Diivodem velkych rozdil v odhadované vstupni drovni u dalsiho ciziho jazyka
muze byt odliSna jazykova prlprava na riznych typech skol i individualni mo-
tivace jednotlivych studujicich. Jakym zplsobem se do kvality jazykové vyuky na
stfednich Skolach promitla distan¢ni vyuka v dobé pandemie, nebylo predmétem
vyzkumu.

Ackoli respondenti hodnotili v 31 % svoji droven znalosti druhého ciziho jazyka
jako nedostatec¢nou, nekoreluje tato skutecnost s poZzadavkem na vyssi hodinovou
dotaci. Naopak se ukazalo, Ze ¢im htie respondenti odhadovali svoji Uroven zna-
losti, tim vice povazovali soucasnou hodinovou dotaci za dostatecnou. To patrné
souvisi s tim, Ze tito respondenti nechtéji travit jesté vice ¢asu s predmétem, ktery
je pro né obtiZny. Samoziejmé hraje roli i pochopitelnd mensi ochota vynakladat
ze strany studujicich vyssi dsili, neZ je nezbytné nutné. Pro prvni domnénku vsak
svédci rostouci pozadavek na vyssi dotaci s vys$si odhadnutou drovni znalosti. Dalo
by se tedy Fici, Ze ¢im vyssi je vstupni odhadovana tirovei jazyka, tim jsou respon-
denti také motivovanéjsi své znalosti dale prohlubovat.

Respondenti volili oproti celorepublikovému primeéru, kdy maturitni zkousku
z druhého jazyka volilo 2 245 (3 %) z celkem 74 121'! maturujicich, vyznamné
Castéji druhy cizi jazyk jako maturitni predmét (52 %). To si lze vysvétlit zajmem
respondentii o studium na FMV VSE a jejich védomim, Ze z tohoto piedmétu bu-
dou konat i prijimaci zkousku.

Zatimco kvalitativni vyzkum ukazal, Ze moZnost sklddat na FMV VSE mezinarodni
jazykové certifikaty nehraje pfi vybéru studijniho oboru vyznamnou roli, béhem
studia o jejich sloZeni velka ¢ast respondentli uvazovala. Divodem mize byt i fi-
nan¢ni prispévek, kterym FMV svym studujicim ¢ast nakladii na zpoplatnéné jazy-
kové certifikaty hradi. Jako motivace pro volbu studia na konkrétni vysoké Skole
tato skutecnost vsak nefunguje.

11 Maturitni zkouska 2013-2021 - jarni zkuSebni obdobi. Signdlni vysledky didaktickych testii po-
vinné zkousky spolecné cdsti MZ. Centrum pro zjistovdni vysledkii vzdéldvdni. Cermat, cerven 2021.
https://data.cermat.cz/files/files/2021/MZ/MZ13-21_DIDAKTICKE_TESTY _signalni_vysledky_final.pdf

110 Studie



Jako druhy povinny cizi jazyk je s velkym odstupem nejzadanéjsi némcina, coz
patrné souvisi nejen s tradici vyuky némciny na strednich Skolach, ale i s ori-
entaci Ceské republiky na obchod s Némeckem. Jako tieti (nepovinny) cizi jazyk
dominuje Spanélstina, dlouhodobé to odpovida sledovanym tendencim, tedy poctu
vypisovanych kurzd S$panélstiny na FMV. Jako ctvrty opét nepovinny cizi jazyk
respondenti preferuji italStinu. Respondenti, ktefi se jako druhy jazyk uci néktery
z jazykl romanskych, voli jako tfeti nejcastéji jiny romansky jazyk, respondenti
s druhym jazykem némcinou tihnou téz k romanskym jazyktm, to pravdépodobné
souvisi i se skutec¢nosti, Ze je v nabidce jen jediny dal$i germansky jazyk - Svédsti-
na, avsak i s velkym poctem Spanélsky hovoricich mluv¢ich ve svété. V tivahu také
pripadd vnimani obtiZnosti jazyka z pohledu zacatecnika (slovanského ptivodu),
napf- Spanélstina je tradicné vnimana jako jednodussi oproti francouzstiné.

3 Zavér

V ramci kvalitativniho vyzkumu zaméfeného na motivy vybéru FMV VSE studenti
prvniho ro¢niku bakalarského studia zminovali nejcastéji motivy spojené se studi-
em cizich jazykd, at uz v souvislosti s Sirokym vybérem kurzi cizich jazykd, ktery
se neomezuje pouze na anglictinu, ¢i v souvislosti s mozZnosti pozdéjsiho studia
i praxe v zahranici, s lepSim uplatnénim na trhu prace diky znalosti vice cizich
jazykl do vysoké urovné i v souvislosti s praktickym zamérenim na odborny jazyk
(oproti napriklad filologickym obortim).

Cetnost motivl tykajicich se zajmu o dany obor, prestize $koly a $irokého uplat-
néni na trhu prace (bez navaznosti na znalost ciziho jazyka), stejné jako dalSich
motivii osobniho razu, byla v porovnani s touto prvni nejvétsi skupinou podstatné
nizsi. Zanedbatelnou roli hraje mezinarodni akreditace skoly, které fakulta piikla-
da velkou vdhu a kterd je také jednim z bodi, které fakulta ve svém marketingu
vyzdvihuje (viz vySe).

Vyznam priklddany studujicimi FMV VSE studiu cizich jazykd potvrdila i kvan-
titativni studie, provadéna u studujicich vSech tfi ro¢nikd bakalarského studia,
kdy se polovina respondentii vyjadrila, Ze by se ke studiu na FMV bez druhého
ciziho jazyka jakoZto povinné soucasti kurikula nerozhodla (rozhodné ne ¢i spise
ne). Ukazuje se tak, Ze studium druhého ciziho jazyka predstavuje v pripadé FMV
vyznamny motivacni faktor pfi vybéru vysoké skoly a konkrétni fakulty.

Kvantitativni vyzkum zaroven prinesl dalsi zajimavé vysledky: 31 % respondenti
povaZzuje svoji vstupni uroven znalosti druhého jazyka za nedostatecnou a 40 %
respondentii povaZzuje ¢asovou dotaci stanovenou FMV VSE pro vyuku druhého
ciziho jazyka v bakalarském studiu za (rozhodné ¢i spiSe) nedostate¢nou, pricemz
vSichni studenti maji na konci bakalarského studia dosdhnout stejné cilové tirovné
jako v anglictiné, a sice C1.
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Je tfeba zdlraznit, Ze RVP u prvniho ciziho jazyka pocitad s vystupni drovni B2.
V nasem vyzkumu jsme vSak dospéli ke zjisténi, Ze znacna cast respondentd se
domnivd, Ze na fakultu ptichazi jiz s trovni anglického jazyka, k niZ se maji béhem
studia teprve dopracovat (31 % respondentli odhadlo vstupni uroven anglictiny
jako C1) a témér 4 % respondentl dokonce s urovni lepsi (C2). U druhého ciziho

jazyka pak je nutné naproti tomu pocitat u znacné ¢asti respondenti s daleko nizsi
urovni znalosti, nez jak je deklarovana RVP (B1 pro druhy cizi jazyk).

Druhy cizi jazyk ma na FMV VSE vys$$i dotaci o 13 x 90 min, dle naseho nazoru to
vSak na srovnani drovné a vyrovnani konstatovaného deficitu nestaci. Planované
plo$né navyseni dotace pro vyuku cizich jazykl se pak vzhledem k vysledkim
naseho vyzkumu u anglického jazyka jevi jako nadbytecné. Ma vsak velké opod-
statnéni u druhych cizich jazyki. Odpovida to i rozdilu ve zjisténé spokojenosti
s hodinovou dotaci u anglic¢tiny a dalsiho ciziho jazyka. Bylo by vhodné vzhledem
ke konstatovanému deficitu uvazovat i o zavedeni vyuky druhého cizitho v ramci
magisterského studia, kde jsou cizi jazyky zahrnuty pouze do volitelnych predmé-
th, s jedinou vyjimkou vedlejsi specializace Komercni jazyky. Je pravdépodobné,
7e by se tim zvysil i zdjem o magisterské obory FMV VSE.

0 nabidku vyuky tietiho a ¢tvrtého ciziho jazyka je na FMV VSE relativné velky
zadjem, ktery by mohl za pfiznivych podminek (pravdépodobné v podobé dosta-
tecného mnozstvi kreditd) jesté nardst. Vice nez tfetina respondentt jiz studuje
treti jazyk a ze zbylych respondentt velkd vétSina o studiu uvazuje. U ctvrtého
jazyka o studiu uvazuje (rozhodné ano/spiSe ano) témér tietina respondentd.

Vyuka cizich jazykl tvori vyznamnou soucast vysokoSkolského studia. Nejen vy-
borna znalost druhého jazyka, ale i alespoini zakladni ¢i stfedné pokrocila znalost
tretiho, ptipadné i ¢tvrtého ciziho jazyka predstavuje konkurenc¢ni vyhodu absol-
ventll na domacim i zahrani¢nim trhu prace. Vysoka droven vyuky cizich jazyka
a zarazeni druhého ciziho jazyka do povinného kurikula vSak predstavuje i vy-
znamnou konkuren¢ni vyhodu Fakulty mezinarodnich vztahG VSE v Praze, a to
v kontextu ¢im dal rozmanitéjsi nabidky vysokoskolskych obort a velkého konku-
rencniho boje ¢eskych vysokych 8kol i na poli jednoho oboru. Tuto tezi potvrdily
vysledky jak kvalitativniho, tak kvantitativniho Setieni. O tuto konkuren¢ni vyhodu

je vsak treba pecCovat a podporit ji jak moralné, tak materialné.
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Using positive psychology to manage tensions in
international classrooms at tertiary education levels

loana Kocurova-Giurgiu, Emil Velinov

Abstract: Different models from positive psychology have been successfully employed to boost
student engagement and increase learning capacity. With conflict, either at individual level as
well as group or national level becoming more a norm than an exception in various contexts,
this paper aims to explore and illustrate how positive psychology can be used to keep mixed
groups of students - Czechs, Russians, Ukrainians, Belarusians, Germans, Kazaks, Slovaks -
interested, engaged, focused and feeling safe in volatile and unpredictable times.

The model discussed is being applied in language classrooms at the Skoda Auto University in
the Czech Republic to foster engagement but particularly to keep spirits high in these troubling
times. The paper aims to illustrate how Seligman’s PERMA model prevailed in maintaining
a sense of normality in the classroom.

Focused on enhancing positive emotional responses, PERMA is also an improved predictor of
psychological distress. This means that proactively working on the components of PERMA not
only increases aspects of wellbeing, but also decreases psychological distress which is crucial
notonly in fostering learning but mostly in establishing a relationship in the classroom that will
allow mixed groups of students to work together toward common projects and share accom-
plishments, regardless of detrimental factors as stress, fear, disengagement or even prejudice.
The study will show that a simple shift from the leaner to the educator, creating a sense of
safety and acceptance for the student and a personal positive approach are key elements to
dissolving conflictual situations and foster engagement, inclusion and a love of learning,.

This paper explores how all these aspects translate into the classroom. While the case studies
are chosen from language and competencies courses, the lessons learned can be reproduced
for other types of courses regardless of the topic.

Key words: positive psychology, education, practice, classroom management

1 Introduction: the PERMA Framework

PERMA stands for Positivity, Engagement, Relationships, Meaning and Accom-
plishment, has been used quite extensively in the last years to promote learning
and wellbeing both inside and outside the classroom, particularly with underpriv-
ileged groups. Developed by Dr. Martin Seligman (2014), it aims to help people
“flourish” while promoting thriving through positive psychology. Unlike traditional
psychology which looks at what is wrong with people, positive psychology looks
at what is right with them. Regarding the conflict in the classroom and its man-
agement, it is rather safe to say that in applying positive psychology, the tutor or
students will not look for someone to blame but rather look at how someone’s
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positive traits can be used and applied to further manage and avoid conflict. In
other words, rather than pointing out what started the conflict and punishing the
person, we are trying to reengage with them and allow them a safe space to see
how they can remedy the situation without causing further damage. Moreover,
we are also aiming to create a space for further learning. The theory has many
limitations to the point that some researchers in fact argue that PERMA does not
meet the criteria for a well-established theory (van Zyl and Ten Klooster 2022).
Nonetheless, it is the experience of the authors of this paper that despite its lim-
itations, PERMA is an excellent tool to manage conflict, prevent it and promote
a safe space in the classroom. Unlike existing literature that focuses on what the
students can do to enhance PERMA, this paper aims to illustrate what teachers
can do to promote well-being. Morgan and Simmons (2021) have run a full study
as a response to the online education environment during the COVID pandemic.
In the study they focused on 8 week - 1 hour sessions of activities aiming at
gratitude and “counting blessings”, resilience, stress management and hope. Most
exercises and activities required the students to reflect on themselves and their
environment, as it usually happens with PERMA activities. A popular task is writ-
ing a thank you letter in which the participant focuses on the good aspects in their
relationships with others or themselves. In all these situations, lecturers, profes-
sors or trainers are perceived as powerful because they are leading and ensuring
the students complete the tasks. This may also have negative implications if learn-
ers are reluctant to disclose personal feelings or information. (Morgan, Simmons
2021)

In the following lines we will look at what is PERMA and how it can be applied
in the classroom both for learning as well as for conflictual situations without
putting the student in the limelight. We will also illustrate a few key moments in
our teaching and how applying PERMA helped us and our students reset and reen-
gage in the course as well as reconnect with their peers and the course trainer.
This paper aims to further illustrate how positive psychology can be a fruitful path
in learning, both in foreign language acquisition or CLIL, as well as in maintaining
a safe space in the classroom in troubled times. It adds to existing research on
how PERMA is applied while taking a different approach. Unlike traditional uses
of PERMA in which the focus is on the learner and how they can be prompted
through various activities to heighten their character strengths, in this paper we
are using critical incidents to illustrate how the teacher can employ PERMA prin-
ciples to create a safe space for learners to thrive both academically as well as
emotionally.
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2 Literature review
2.1 Whatis PERMA?

This theory is based on positive psychology and it relies on five major pillars to
help humans, in the words of Dr. Seligman, flourish (2014). The dimensions which
are later divided into character strengths are: positive emotions, engagement, re-
lationships, meaning and accomplishments.

Schools and education generally have two purposes: a traditional one which fo-
cuses on producing learning and an additional one that aims to improve wellbeing
as reflected in PERMA. “Learning is, in some ways, subsumed by the A in PERMA.
But very importantly the P, the positive emotion, the engagement, how good your
relationships are with the teacher, and the meaning all amplify the A” (Seligman
2014: KIPP)

This difference between the theory of happiness and the theory of wellbeing is
really topical. The theory of happiness states that we make decisions is to estimate
how much happiness (life satisfaction) will be achieved and then take the path
that maximizes future happiness: maximizing happiness is the final common path
of individual choice. This is a crucial aspect that is central to PERMA in terms
of how teachers will approach classroom management, conflict management and
ultimately learning and teaching.

2.2 Character strengths

Unlike traditional psychology which focuses on finding what is wrong and fixing
it, in positive psychology we are looking after what is good in the individual and
how that can make them stronger. The distinction is that in the former we aim to
repair the damage while in the latter the goal is to prevent it. This is an essen-
tial important aspect for wellbeing and it can be easily extrapolated to education
and classroom management. “People who have the opportunity to focus on their
strengths every day are 6 times as likely to be engaged in their jobs and more
than 3 times as likely to report having an excellent quality of life in general.” (Polly
2016)

According to Linley (2010) a strength is a pre-existing capacity for a particular
way of behaving, thinking or feeling that is authentic and energizing to the user,
and enables optimal functioning, development and performance.

Park and Peterson (2006) found moderate convergence between self- and teacher-
reported character strengths and claimed that certain strengths may be more
readily observable in the classroom than others. This is particular to phase-based
strengths that are displayed only when the situation demands it (as bravery, for
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instance). Conversely, tonic strengths can be displayed in any situation - as per
Peterson and Seligman (2004), kindness would be an example of that.

Although they may vary in how frequently they are displayed, character strengths
lay in obvious behavior, and, as a result, they should also contribute to positive
behavior in the classroom.

Social intelligence, as another strength proved to help manage conflict and re-
lationships with colleagues relating as such to the social aspects of the positive
classroom. Among these aspects we can mention cooperation and being a team
player. Interpersonal strengths, as empirically proven by Shoshani and Slone
(2013), are related with high social functioning at school, and as rated by teachers,
might represent positive classroom behavior.

2.3 PERMA in the classroom

Peterson (2006: 25) suggests that positive psychology is “not a spectator sport”,
and that this scientific field has signed up to create interventions to help and de-
velop personal growth. In terms of what is happening in the classroom, emotion-
centered activities may empower positive transformation and growth among stu-
dents through the acquisition of essential life skills, therefore fostering a benefi-
cial impact on the individual and their surroundings through emotion contagion
(Hatfield et al. 1994).

As mentioned in most studies on the topic, creating a safe space emotionally and
nurturing safety overall in learners should be achieved not just at an individual
level but also at an institutional one. Gabrys$-Barker (2016) explored the poten-
tial of applying positive psychology activities as an institutional component, to
enhance the emotional climate in the classroom, particularly in the language class-
room. Their conclusion was that teachers who can understand and use positive
psychology knowledge and techniques to adjust their teaching are positively influ-
encing their and their students’ well-being. Awareness of the indicators of a posi-
tive classroom atmosphere and understanding that both the teacher and students
are contributing to it were defining factors in achieving a state of flourishing.

Some tips recommended by the authors highlight a form of mutual responsibil-
ity for creating a positive learning environment as well as fruitful relationships
between trainers and learners. Another aspect focuses on supporting the emo-
tional needs of the students and engaging them in activities that foster experience
sharing, such as collaborative assignments or simple small talk. All these would
contribute to consolidating safe spaces where the students feel positively about
learning but furthermore, it would allow for a “brave space” (Arao and Clemens
2013) where learning is done despite the potential conflict that might arise as
a result of student interaction and expression of opinions or values.
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Holly and Steiner (2005) have concluded that “the vast majority of students con-
sider the creation of a safe space to be a very or extremely important and that
the majority of students perceive that they learn in such a classroom.” (p. 64)

Fostering a sense of belonging that is strong is crucial because it is associated
in a positive manner with drive and academic success (Freeman et al. 2017) To
do so, it is vital that the trainer or teacher is able to navigate conflict in the
classroom as smoothly as possible and turn such moments into teachable ones
as they are paramount in dealing with challenging behaviors in the classroom.
According to research, students will pick on clues from teachers on how to react
in tense moments. As such, ignoring challenging behaviors can further marginalize
students, and destroy chances to promote mutual understanding, and disperse
stereotypes (Sue et al. 2009; Bergom et al. 2011). It is also recommended to
“funnel ( ...) emotions into useful dialogue” (Ambrose et al. 2010: 184), especially
if conflict is escalating. One way to approach this is by encouraging students to
take a different perspective or giving them a window to acknowledge and take
ownership of their reactions, thoughts or feelings. Another beneficial tool is the
use of micro-affirmations and turning them into actions. According to Powel | et
al. (2013) these may include: active listening, affirming students’ emotions, and
recognizing and validating their experiences.

As shown later in the critical incidents we have chosen, some of these aspects
have been successfully employed by the teachers in the classroom to both manage
conflict, create a safe space as well as an opportunity for learning.

3 Methodology

The methodology used to illustrate our hypothesis regarding a need for creating
a safe space using positive psychology to help students thrive in the classroom
relies on the use of critical incidents. For the purposes of efficiency and relevance,
only two relevant examples are illustrated here. The technique used is the critical
incident technique (CIT) which focuses mainly on the consequences of an incident,
may they be either positive or negative (Stauss 1995).

Critical events in a classroom situation provide opportunities for rich analysis of
classroom practices (Woods, 2012). In education, Woods (1993) writes that crit-
ical incidents (CIs) accelerate learning and understanding, that they are crucial
to life-change, as well as defining the reality and identity for the experiencer.
Documenting and analyzing such events has also become a set component part of
reflexive practice. Because Cls are a commonly used tool in research on teaching
as well as social sciences, to describe and make sense of significant moments in
professional practice, for the purposes of both research and professional develop-
ment (Woods, 1993), this paper uses the same technique. Nonetheless, in this way,
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Cls are generally approached retrospectively. When they recall these instances,
participants, in our case - teachers, identify particular situations deeply impactful
on mind as well as their professional actions (Woods, 1993).

Edvardson (1995) claims that data collection can be done in three ways: focus
groups (interviews), personal interviews, or via observatory or direct participa-
tion. In the case of this paper, the technique used was direct participatory obser-
vation described later in narratives done by the party involved in the incident.

4 Study - Illustration of PERMA on the teacher’s side in
conflictual situations

4.1 Critical incident 1: Case illustration on conflict and inclusion

This critical incident is particularly relevant mainly because it happened within
a few weeks from the beginning of the Russian invasion of Ukraine, amongst
claims that Belarus will support Russia. The central figure of this incident is
a Belarussian citizen who studies in Slovakia but participated in one-semester
exchange through Erasmus+ at our institution. They took part in a CLIL course
on soft skills and communication called Business Communication Competences.
Among other topics, the course introduces the idea of communication styles and
differences between personalities and genders. This particular aspect was the trig-
ger of the conflictual situation as the student disagreed on the fact that we should
cater to each other’s communication styles, particularly if there was a male/female
conjunction. It is worth mentioning that this incident happened around the first
3 weeks of the semester and the initial encounter with the student was by all
accounts a pleasant one on both the sides of the trainer as well as the learner.

While in the classroom, the lessons in this course are interactive. A lot of the
students have already had their mandatory internships by this time, so it is a com-
mon practice to use their experience and knowledge to illustrate communication
situations in business or share ways to overcome challenges as such based on
their real practice or exchange of ideas with their peers under the guidance of the
teacher. In one such instance in which communication differences were discussed,
the issue of style was brought up as an obstacle in communication between gen-
ders. One point was that women should communicate more directly with men.
This was clearly a triggering point for the student who blatantly disagreed almost
to the point of being rude. Furthermore, their attitude sparked a heated conversa-
tion about gender issues which was completely off-topic for the course at hand, as
well as the lesson itself. Nonetheless, the strong dynamic of the conversation was
a good opportunity to observe if there were other underlying issues. Moreover, it
allowed for intense language development as many issues needed to be expressed
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in English, the instruction language of the course. As such, the course trainer
decided to let the conversation take its course.

Two other students, one Slovak, the other Kazak, took over the discussion with the
student trying to explain the scientific value of their claims. At the same time, the
latter aggressively and dismissively refused to listen or even consider their points
of view. The fact that examples of “male toxicity” as portrayed by Russian and
Belarusian leaders were used to highlight communication differences was not par-
ticularly helpful. At this point, the student is clearly overwhelmed by the adverse
reaction they got to their ideas but instinctively remains steady in their conviction.
Effective communication in a foreign language as well as emotion management
had become increasingly difficult for the person.

The teacher tried to bring the discussion back to the topic and calm the par-
ticipants. However, under the unfavorable atmosphere, the student questioned
the teacher’s qualifications and ability to teach based on where the teacher had
studied. It was a blatant display of xenophobia and ethnical disregard on their
side, even more so as it was done in front of the entire class. Needless to say,
the conflict was nowhere near being under control and at this point it included
a figure of authority in terms of classroom management.

This was a moment of choice. The teacher could dismiss the student for being
rude, unprofessional, racist or xenophobic and leave the whole situation as a bit-
ter experience at the risk of creating further frustration. In reality, many of the
students who were in class and discussed the incident later, mentioned that the
teacher’s perceived lack of authority might have allowed the student to express
such strong opinions in the first place. The lecturer allowed this aspect because
the student exercised one of the twenty-four character strengths - bravery despite
the rather inappropriate delivery.

As the conflictual situation escalated the course teacher approached the situa-
tion from a positive perspective, focusing on the freedom of speech and healthy
exchange of opinions in academia. As a result, they acknowledged the student’s
frustration vis-a-vis what they perceived to be a put down for women in a patri-
archal society, as well as validated the points the student made regarding mutual
respect and equality regardless of gender, and that we should treat one another
as equal human beings. Through this, the aim was to call in the student’s strength
of character focused on kindness. Throughout the conversation, the student was
helped to find the words to more specifically express their thoughts.

The teacher also chose to respectfully explain that some of the student’s com-
ments might reveal the fact that she might be dwelling in bigotry. This was a light-
bulb moment for the student who instantly started to calm down. It was also
a key point in the conflict for the teacher, as it allowed for a learning moment.
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Encouraging the class, the teacher asked students to contribute with scientific
articles to prove or disprove theories on gender differences in communication to
allow for a more balanced overview of the issue. Through this aspect, the focus
shifted to fostering curiosity and developing a love of learning. Furthermore, it
gave the students more opportunities to enquire information in a foreign language
and practice both receptive and productive skills.

Within a week from the incident, the course had a mini database of peer reviewed
research which had been read, curated and summarized and shared by and with
the students. This was a moment in which other students along with the lecturer,
exercised another character strength, wisdom, by accepting that a different idea
from their own may weigh more in making the right decisions or getting a critical
image of certain contexts.

4.2 (Critical incident 2: Case illustration on diversity perceptions

In 2018, the co-author of this paper, was teaching Diversity Management to full-
time bachelor students in Latvia when they faced a significant challenge in terms
of students’ perceptions from former Soviet countries on Diversity Management.
The entire course was delivered in the English language but many of the students
taking the course were from former Soviet Union countries, where the framework
of LGBTIQ+ and same-sex marriages are taboo and not nested at all in the cul-
tures and legislative frameworks within these countries. The students have been
taught or informed about these diversity and inclusion issues in the past, but
the topic is completely forbidden to be brought to debate in public. Therefore,
the professor faced immense challenges in bringing the issues to the students’
attention and particularly in increasing their awareness of these aspects. Bringing
such controversial topics to live and moreover creating a space for tolerance and
inclusion in the minds of youngsters who have been actively sheltered from the
issues required more than plane lecturing in the classroom. It primarily required
a sense of trust and rapport with the professor. Being on a time crunch, finding
a solution to build that safe space as quickly as possible was paramount. Keeping
an open attitude and a positive vibe in the classroom was highly important. At this
point it became clear to the professor that the fastest way to close the cultural
and communicative gap was to switch languages. This is particularly a happy case
as the lecturer was able to speak Russian so deciding to change the language of
instruction to highlight key information and additional explanation to approach
students at a more individual level seemed a no-brainer.

Readjusting terminology and explanations to these bachelor study students in or-
der to be understood correctly and in compliance with their cultural framework
turned out to be the way to tap into their willingness to learn and engage. The
professor used real examples from personal and professional life, focusing on
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positive and personal language support, so they could build rapport and a strong
teaching-learning relationship with the students, which would yield efficient and
effective results in the classroom. The change in the classroom atmosphere was
perceptible as the students gradually started to think differently from the main-
stream and they grasped the key critical concepts of diversity and the language
that comes with it.

5 Findings

PERMA, applied in the described situations, made students feel heard, enhancing
the relationship with their peers, engaging them for the rest of the course as they
consistently delivered quality work throughout the semester.

A conflictual situation that might have escalated further and alienated a national
from a country that was already in the crosshairs, through a positive approach
on the side of the teacher, has de facto turned into a circumstance that yielded
curiosity, a desire to learn more and collaborate to find enough information to
achieve that goal. Finally, it led to a student’s feedback after the course: “A subject
that is not difficult, but brought me a lot of knowledge in a normal/business en-
vironment; very positive assessment - this subject was very interesting and very
rewarding” (savs.cz, 2022)

In terms of how PERMA worked in these cases, the focus was mainly on positive
emotion and meaning which drove engagement and relationships. This goes to
show that simply by being present and willing to make small adjustments while
keeping the main goal in mind - in our case as teachers, coaching and guiding -
we can shift the academic paradigm to a more wellbeing focused one that does
foster academic skills and interests in the real sense of the word. In this manner,
we help our learners build courage, zest, honesty, resilience, and a willingness
to learn. Above all, as repeatedly mentioned by the participants in both courses,
the sense of a safe space where their voices are acknowledged without discredit,
created a will to learn and a drive to foster similar environments in other areas of
their personal and professional lives. We achieved this by shifting the focus from
having the students reflect on situations that foster PERMA, to quickly adapting
to unplanned situations. As educators, we noticed that when approaching prob-
lematic events with a positive attitude and an a will to yield character strengths
in the students, we invite the learners to join us in finding a solution, and be part
of the learning process, as well as cultivate and strengthen wellbeing aspects in
themselves.
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6 Discussion and limitations

There are studies arguing the validity of PERMA and positive psychology, saying
that positive psychological assessment measures produce inconsistent factorial
structures, a varying level of intentional consistency, are culturally biased and pro-
duce a questionable level of predictive validity (van Zyl and Ten Klooster 2022).
While this may be true, the current collection of critical incidents we have se-
lected, tends to show otherwise.

However, the study opened further paths for more concrete research and it is
our recommendation to pursue them with a more specific framework that would
keep in mind biases, intentional behavior and consistency. It might be beneficial to
rerun interviews with the same subjects over a couple of years to compare if the
recollection of the facts and their emotional response stayed the same. Another
idea might be to run such studies in and outside conflictual situations in the
classroom and see how perception might change in terms of how efficient PERMA
principles might be.

The authors also suggest that studying the relationship of character strengths in
relation to other outcomes in the classroom, such as positive relationships with
teachers and with peers, should rely on more empirical data (cf. Quinlan et al.
2015). School positive effect could act as liaison between particular character
strengths such as social intelligence or tenacity, positive school functioning, and
academic success. (Weber et al. 2014) The most pertinent mechanisms of each
of the character strengths associated with education, could be determined if fur-
ther research would be conducted with the dimensions of positive experiences
together with the relationships in the classroom, at the core of the study.

7 Conclusions

The critical incidents presented have clearly shown the importance of creating
a safe space emotionally and psychologically, as well as the benefits of this for
learning and personal development. Moreover, using PERMA to approach these as-
pects provides quite a clear framework that allows for on-point interventions and
can be easily applied without much training required on the side of the teacher
as a lot of the aspects are within one’s personality as well as professional skills.

The current paper aimed to illustrate that by teachers using PERMA and positive
psychology, conflict in the classroom cannot only be avoided, but moreover, it can
be used as a learning opportunity. It can also provide the students with chances
to exercise their character strengths and develop new ones. These aspects are the
cornerstone of flourishing and well-being. By understanding the PERMA principles
and creating a space for conversation and learning, teachers can foster inclusive
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and diverse contexts that yield tolerance, acceptance and understanding. In the
current educational environment such facets are not just buzzwords, but real in-
terests of the newer generations. They are crucial in how learning, socializing,
and integration is done. Miller and Murray (2005) agree that when students are
“supported by positive institutional experiences that strengthen their self-esteem
and self-efficacy, these students overcome the negative effects attributed to at-risk
factors.”
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Corpus-based Linguistic Analysis of Business English
Report Writing Papers by L2 English Language
Speakers

Michaella Duruttya

Abstract: The author compiled a machine analyzable corpus from the Business English tests
of writing from the academic years 2020/2021 and 2021/2022. The referred texts were up-
loaded into Sketch Engine, an online tool used for the analysis of authentic texts with large
amounts of words (text corpora) to identify patterns, keywords, and terms in language often
used by L2 speakers of the English language. This text-processing tool can demonstrate how
a particular language works by presenting typical combinations, synonyms, phrases, examples
of use, and context, it can extract keywords and terms, and it can look up translations, among
other of its features.

The investigation focused on analyzing the most frequently used words and phrases by stu-
dents in the first to the second years of business and economics studies by examining the
selected words’ collocational and grammatical behavior. The investigated texts were written
by students who were all non-native English speakers. The results of this analysis compared
their output with similar examples found in a larger reference corpus, thus seeking similarities
and differences, ultimately leading to ways of improving the students’ production and writing
style of business English texts.

Key words: corpus linguistics, business English, business reports, sketch engine, keywords,
terms, n-grams

Introduction

Language users never choose words randomly, and language is essentially non-
random. When we look at linguistic phenomena in corpora, where there is enough
data, we can discover relationships between two or more phenomena, which are
nonrandom, and therefore we do not find arbitrary associations. Language is not
random because we speak or write with a clear purpose. (Kilgariff, Language is
never ever random, 2005)

This study seeks to analyze non-native students’ English for economics and busi-
ness writing styles; the findings of the study are based on the analysis of a report
writing examination written by students at the Prague University of Economics
and Business. The students attend a business English seminar every week where
they learn suitable communicative skills, vocabulary, and topic-related grammar
focused on terms connected to business and trade. The written tests in question
here consist of a report writing task, wherein the students are presented with
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a selection of charts in which they are asked to interpret, describe the data, and
suggest the subsequent courses of action.

Sketch Engine is the tool used to compile the corpus of written examination out-
puts.

The following table shows the ten most frequently used words in the Business
Reports corpus.

Tab. 1: The most frequently used words

Item Frequency
1. | the 12,576
2. | in 6,129
3. | of 5,797
4. | be 5,744
5. | to 5,292
6. and 3,704
7. | a 2,667
8. year 2,066
9. from 1,741
10. number 1,675

The wordlist shown in Table 1 is a frequency list generated by the corpus query
tool, presenting nouns, verbs, adjectives, and other parts of speech. It is also pos-
sible to obtain information about frequency, frequency per million, and average
reduced frequency (a modified frequency that prevents the result to be influenced
by a certain part of the corpus, e.g, one or more documents containing higher
concentrations of a certain token).

The general wordlist can give us an overview of the most frequently used words;
however, looking at Table 1, it is clear the most frequently occurring items are
understandably articles, prepositions, conjunctions, etc., which are quite common
in any type of text or corpus, thus not characterizing the corpus itself. To obtain
a clearer picture of the character of the texts wherein the typical words are used,
it is more practical to narrow the wordlist down to gain insight into the frequently
used individual parts of speech.

The most frequently occurring nouns in the focus corpus

After narrowing the wordlist down with the primary focus on the occurrence of
nouns, the following result is shown as demonstrated in the next Table 2 display-
ing the ten most frequently used nouns.

Best practice / Innovation 129



Tab. 2: The most frequently used nouns

Item Frequency | Relative frequency
1. | year 2066 11941.98945
2. | number 1673 9670.35254
3. | sale 1520 8785.97481
4. | month 1341 7751.31067
5. | rate 1221 7057.68108
6. | people 1073 6202.20459
7. | unemployment 1022 5907.41201
8. | book 995 5751.34535
9. | tourist 994 5745.56511
10. report 728 4208.01951

The frequency (or absolute frequency) refers to the number of occurrences or hits
of a particular item and presents an absolute figure.

The relative frequency, or frequency per million, is the number of occurrences of
an item per million tokens, i.e., the smallest unit that a corpus consists of, which
are words and nonwords. Due to the fact that we are investigating a “Business
Reports” corpus consisting of texts written by students of economy and business,
it is reasonable to focus on vocabulary linked to the related topic.

Selected business vocabulary words from the above-mentioned frequency lists in
an expanded context:

These sales are illustrated in the line graph above on a monthly basis.

...the book sales rate fluctuated from January to October.

In addition, probably due to Christmas, we reached a peak at sales in Decem-
ber.

Our sales manager requested this report to get an overview and analysis of the
sales situation.

The most frequently occurring verbs in the focus corpus

After narrowing the wordlist down with the primary focus on the occurrence of
verbs, the following result is shown as demonstrated in the next table 3 displaying
the ten most frequently used verbs.

Selected business vocabulary words from the above-mentioned frequency lists in
an expanded context:
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Tab. 3: The most frequently used verbs

Item Frequency | Relative frequency
1. | be 5744 33201.73639
2. | have 864 4994.13305
3. | reach 783 4525.93308
4. | see 611 3531.73066
5. | start 550 3179.13562
6. | increase 512 2959.48625
7. | show 495 2861.22206
8. | rise 419 2421.92332
9. | sell 358 2069.32828
10. | decrease 306 1768.75546

e After this moderate fall, the number of sold books increased sharply during
May and June and continued to rise steadily.

o After that, the trend was volatile and has been declining again since 2014.
¢ Overall, book sales were fluctuating during the year.

e The purpose of this report is to analyze the changes of sales in different parts
of the year.

The most frequently occurring adjectives in the focus corpus

After narrowing the wordlist down with the primary focus on the occurrence
of adjectives, the following result is shown as demonstrated in the next Table 4
displaying the ten most frequently used adjectives.

Tab. 4: The most frequently used adjectives

Item Frequency | Relative frequency
1. more 454 2624.23195
2. high 408 2358.34061
3. young 372 2150.25173
4. low 342 1976.84433
5. good 222 1283.21474
6. foreign 218 1260.09376
7. first 217 1254.31351
8. other 217 1254.31351
9. next 210 1213.85178
10. | significant 198 1144.48882

Selected frequently used adjectives from the corpus in context:

« It shows some significant inconsistency in our companies’ monthly sales
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e There was a steady upward trend in the sales rate from April to August

¢ The average number of people coming to the Czech Republic remains consis-
tent until February

e The sharp increase also continued between April and May
The most frequently occurring adverbs in the focus corpus

After narrowing the wordlist down with the primary focus on the occurrence of
adverbs, the following result is shown as demonstrated in the next Table 5 dis-
playing the ten most frequently used adverbs.

Tab. 5: The most frequently used adverbs

Item Frequency | Relative frequency
1. | again 312 1803.43693
2. | however 275 1589.56781
3. | also 268 1549.10608
4. | slightly 237 1369.91844
5. | more 213 1231.19252
6. | almost 185 1069.34562
7. | so 184 1063.56537
8. | significantly 175 1011.54315
9. | only 174 1005.76291
10. | again 312 1803.43693

Some notable frequently occurring adverbs in the corpus as shown in context:

¢ The rate continued to fall slightly, dropping to around 10% in 2016.

After this growth, sales fell dramatically
¢ Youth unemployment rate from 15 to 25 years of age is relatively high.

¢ In summer, before the school year starts, the situation gets better.

The most frequently occurring n-grams in the focus corpus

Another area of interest worth investigating is the exploration of the most fre-
quently used n-grams within the corpus. N-grams are continuous sequences of
items from a given sample of text or speech. N-grams can be used in probability,
communication theory, and statistical natural language processing. N-grams can
be also called multi-word expressions or lexical bundles, and they are composed
of tokens. Investigating these can shed more light on how certain lexical bundles
are preferentially used by the candidates whose written works are being explored.
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After narrowing the wordlist down and filtering out the occurrence of n-grams,
the following result is shown as demonstrated in the Table 6 displaying the thirty
(to provide a wider overview) most frequently used n-grams.

Tab. 6: The most frequently used n-grams

Item Frequency
1. | the number of 623
2. | of the year 455
3. | the Czech Republic 449
4. | the unemployment rate 348
5. | theend of 339
6. | inthe Czech 319
7. | therewasa 306
8. | inthe Czech Republic 285
9. | wecansee 271
10. | the beginning of 266
11. | of this report 238
12. | thisreportis 220
13. report is to 216
14. | of this reportis 210
15. | thisreportis to 202
16. | sales of books 182
17. number of asylum 174
18. | inthe EU 143
19. | endof the 142
20. | number of tourists 140
21. beginning of the 138
22. | of people from 136
23. | of asylum seekers 136
24. | the end of the 135
25. | vyears of age 134
26. the beginning of the 131
27. | The purpose of 129
28. aim of this 126
29. | aim of this report 123
30. purpose of this 121

However, upon looking at the presented results in Table 6, it is clearly visible that
some n-grams are parts of larger lexical bundles, e.g., “aim of this” and “aim of this
report”; thus, it is advisable to nest the n-grams which are sub-n-grams of another
longer n-gram which will be grouped together with the longer n-gram. This leads
to further narrowing down the corpus into grouped n-grams, the results of which
are shown below (in italics)
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Tab. 7: The most frequently used nested n-grams

Item Frequency
the number of 623
of the year 455
e the Czech Republic 449
e in the Czech Republic 285
e in the Czech 319
the unemployment rate 348
e the end of 339
e the end of the 135
e end of the 142
there was a 306
we can see 271
the beginning of 266
e of this report 238
e this report is 220
e report is to 216
e of this report is 210
sales of books 182
number of asylum 174
in the EU 143
number of tourists 140
beginning of the 138
of people from 136
of asylum seekers 136
years of age 134

One can contrast the Business Reports corpus with a reference corpus. The busi-
ness subcorpus of the English Web 2020 (enTenTen20), hereinafter referred to
as the “reference corpus”, was chosen as the best appropriate reference corpus
(among the recommended similar corpora) following the recommendation and
careful consideration as well as comparison with various monolingual English
corpora.

The task is to identify what (if anything) is unique. The key data identified are the
following:

Keywords - individual words (any token can be included). The focus corpus uses
keywords more often than the reference corpus does, and vice versa. Any token
that appears more frequently in the focus corpus can be considered a keyword.
the reference corpus follows. As a result of the similarity in the frequency of other
parts of speech across all texts, the final product will actually consist mostly of
nouns and adjectives.
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Terms - key multi-word expressions in a format typical of terminology in the
language of the corpus.

In the focus corpus, as opposed to the reference corpus, terms are multi-word
statements that also adhere to the language’s normal terminology pattern. Lem-
mas are used to present the word extraction results.

Term extraction, also known as terminology extraction, is a way of automatically
analyzing text to find phrases that describe a text’s theme or content or that are
typical and/or unique to that text type. The term is usually a noun phrase. An
English term, for instance, can be made up of nouns, adjectives, and prepositions.

N-grams - key multi-word expressions (any sequence of tokens). Only those items
are included that occur more frequently in the chosen corpus than in the refer-
ence corpus. The findings show what distinguishes the chosen corpus from the
reference corpus.

The reference corpus is selected for keywords, which are used to compare the
focus corpus with. The largest corpus in the language is selected and recom-
mended by default to represent the general language. Terminology extraction ex-
tracts words that are typical of the topic of the document or corpus, i.e., they
appear in the corpus more frequently than they would in general language. A large
non-specialized corpus in the language is used to represent general language to
acquire a clearer picture of the typical uses of selected lexical items. (Computing,
2022)

Terminology extraction

Without a doubt, the terminology is crucial to many various industries, including
localization, standardization, technical documentation, and translation. Numerous
subject areas, including various legal and industrial sectors, as well as business,
use a lot of language that is specific to those fields. The nomenclature used by
many document authors may also be their own. It takes a lot of time to conduct
the necessary research to produce any particular translation.

Although the extraction technologies make extraction easier, a human terminolo-
gist or translator must still validate the list of candidate terms that results. There-
fore, rather than being totally automatic, the word extraction process is computer-
aided.

Identifying term candidates in a text might be referred to as term extraction. It
can either be a single language or several languages (usually bilingual). While
multilingual term extraction examines existing source texts and their translations
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in an effort to uncover possible terms and their counterparts, monolingual term
extraction aims to study a text or corpus in order to identify candidate terms.

The process of extracting terms typically consists of four steps: compiling a cor-
pus, extracting term candidates, validating the term candidates, and creating ter-
minological records automatically or semi-automatically.

The setup of the employed software, the word lists that will be imported, and the
creation of the extraction rules are all steps that must be completed by humans
in the preparation of term extraction projects.

Linguistic term extraction

Language-based term extraction techniques often look for word combinations
that fit specific morphological or syntactical patterns, such as “adjective + noun”
or “noun + noun.” The corpus’s material is annotated for these purposes using
parsers, part-of-speech taggers, and morphological analyzers. Different methods
of pattern matching are used to filter term candidates. Because term creation
processes vary from language to language, it is clear that the linguistic method
is very language-dependent. As a result, linguistic word extraction technologies
are typically made to function with just one language (or a small group of related
languages). They cannot be simply modified to work with additional languages. As
a result, they are not a good fit for integration with translation memory systems,
which are often language-independent.

Statistical term extraction

The main goal of statistical term extraction techniques is to find recurring lexical
item sequences. The user can frequently choose the frequency threshold, which
denotes the minimum number of times a word or group of words must appear
in order to be taken into account as candidate terms. The statistical approach’s
linguistic independence is one of its main advantages.

Terminology extraction from the focus corpus of business reports

Extracting terminology, as stated above, can identify single words and multi-word
units which are typical of a corpus, and it defines its content or topic. Firstly, we
will look at the keywords in the focus corpus of business reports.

The chart in Figure 1 demonstrates a clustered column chart to compare values
of frequency in the focus corpus.

Upon examination of the keyword frequency, the most prominent keywords can
give us an idea about the topic of the typical language of the corpus. An even
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Fig. 1: list of keywords from the focus corpus of business reports

better tool is to use the multi-word terms to demonstrate the most frequently
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Fig. 2: List of multi-word terms in the focus corpus

The chart in Figure 2 gives us an overview of the most frequently used multi-
word terms. Upon examination of the frequently used terms, one can deduce the

examined texts deal mostly with sales of books, asylum seekers, tourists, and un-

employment rates in the Czech Republic.

Upon examination of the list of n-grams, the investigator can get an even more

detailed idea of the typical language and topic used in the focus corpus as follows:
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Fig. 3: List of n-grams in the focus corpus

As already mentioned, the n-grams present those items of the corpus that occur
more frequently in the chosen corpus than in the reference corpus. The findings
show what distinguishes the selected focus corpus from the reference corpus. Tak-
ing into consideration that the focus corpus was compiled out of business reports
written by students from the Czech Republic, one can assume that “the Czech
Republic” will be one of the most frequently occurring n-grams in the corpus, as
is visible in the above-mentioned chart.

The next step in the analysis of the students’ business reports corpus is to com-
pare it to the reference corpus to ascertain the contexts, similarities, and differ-
ences in writing and style of the small group of investigated students and the
large natural English corpus compiled by linguists. We will be using the relative
frequency, aka frequency per million, since that is the best criterion to compare
frequencies between corpora of different sizes. Since the focus corpus of business
reports is relatively small in comparison to any natural English language corpus
used as a reference corpus, the relative frequency can give us a better picture of
the typically used words and word combinations and ascertain trends.

WY, N

Noticeably, number eight in the Table 8 shows the “¢si” word, in fact, an abbrevia-
tion meaning “the Czech Statistical Office” has a very low relative frequency in the
reference corpus as it is an abbreviation originating in the Czech language. It has
been omitted from further investigation. Nevertheless, it was chosen to illustrate
the distinctive use in the business reports included in the focus corpus, as many
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Tab. 8: Relative frequencies of the first ten words based on their keyness

Item Relati\(/feO\::r:st;uency ReI::l(ti:;:;itl:;ency Score
1. Czech 4450.79004 9.59981 419.99
2. fluctuate 1439.28137 3.20773 342.29
3. unemployment 5907.41211 16.43521 338.88
4. asylum 2867.0022 9.33691 277.45
5. graph 4023.05151 19.20575 199.15
6. Eurostat 242.77036 0.30513 186.78
7. tourist 5745.56494 31.53668 176.62
8. ¢su 173.40739 0.00051 174.32
9. seeker 1387.25916 7.69974 159.58

10. stocking 508.66171 3.41601 115.41

reports were written based on statistical data provided by the Czech Statistical
Office, thus demonstrating the heavy L1 interference in the investigated text.

Table 8 shows the first ten words and their relative frequencies across the corpora
ordered based on their keyness score. This score is used based on simple maths
to identify keywords of one corpus vs. another. A higher value (100 and more)
focuses on high-frequency words and a lower value (1 and less) focuses on low-
frequency words.

According to the statistic used for keywords in the Sketch Engine (Computing,
2022) it is a variation on “word W is so-and-so times more frequent in corpus
X than corpus Y”. The keyness score of a word is calculated according to the
following formula:

fpmrmf(ycus + N
)
f PMymref +N

where

Spmymonss 1S the normalized (per million) frequency of the word in the focus
corpus,

Sfpm,,.; iS the normalized (per million) frequency of the word in the reference
corpus,

N is the so-called smoothing parameter (N =1 is the default value).

Fig. 4: Formula used to calculate the keyness score (Kilgarriff, 2009)

Next, we will look at the first ten most frequently occurring multi-word terms
based on their keyness and check their relative frequencies.
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Tab. 9: The first ten multi-word terms and their relative frequencies and keyness score

Item Relati\(/feO\::r:st;uency Rela(tl."i:;::tl:;ency Score
1. sale of books 1294.77527 0.0365 1250.15
2. number of asylum 1109.80737 0.05331 1054.59
3. unemployment rate 3653.11572 3.07704 896.267
4. sold book 786.11353 0.01185 777.896
5. Czech Republic 3479.7085 3.50646 772.381
6. foreign tourist 1104.0271 0.48197 745.648
7. number of tourists 878.59747 0.27636 689.146
8. aim of this report 699.40985 0.02261 684.925
9. youth unemployment 942.18018 0.42302 662.8

10. stocking system 653.16785 0.00218 652.745

When we examine the first ten n-grams, we can sometimes observe overlaps with
the multi-word phrases, with articles and prepositions acting as typical dictionary
expressions rather than standalone lexical bundles. It is desirable to mix multi-
word terms and phrases with n-grams as decided by the statistical approach
since we are examining the typical language and word combinations of the stu-
dents/users of the language by focusing on the sample of their language. The
following steps in the investigation are decided by the overlapping phrases.

Tab. 10: The first ten n-grams and their relative frequencies and keyness score

Item Relaﬁ\(lfeog':sc;uency Rela(tri;IfeegiT:)ency Score
1. the Czech Republic 2942.14551 0.05185 2798.07
2. the unemployment rate 2254.29614 0.02901 2191.72
3.in the Czech 1878.5802 0.01825 1845.89
4. this report is 1583.7876 0.04111 1522.21
5. the number of 4115.53564 1.86881 1434.93
6. of the year 2630.01221 1.01671 1304.6
7. sales of books 1248.5332 0.00028 1249.19
8. number of asylum 1086.6864 0.00123 1086.35
9. the beginning of 1554.88635 0.77985 874.169

10. number of tourists 843.91602 0.00512 840.608

After narrowing down the most prominent multi-word terms and combining them
with the distinctive n-grams, following is a graphic representation of the relative
frequencies and scores of the multi-word terms and n-grams of both corpora to
demonstrate the most pronounced word combinations of interest:

The narrowed-down list gives us the most frequently used lexical bundles across
the corpora, with distinctive scores, even though showing low relative frequencies
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Fig. 5: Combinations of multi-word terms and n-grams across the corpora in graphic representation

in the reference corpora. The low relative frequencies can be observed in the nu-
merical values presented in the corpus (tables 9 and 10), which is a result of the
considerable difference in frequencies since the focus corpus is a much smaller
body of text than our reference corpus. However, the keyness score indicates good
comparability with the reference corpus leading to a further investigation into the
expanded context via example concordance sentences as follows:

Focus corpus:
In the first three months of the year 2020 the sales of books were stable.
Reference corpus:

All proceeds from the sale of books are invested back into the running of the Book
Festival, a not-for-profit charity organization.

Focus corpus:

The highest number of asylum seekers occurred in July 2015, when the number of
applications exceeded the 160 000 mark.

Reference corpus:

By world standards, we have a tiny number of asylum seekers and accept only
a small number of refugees.

Focus corpus:

We believe this alone could raise the number of tourists coming to the Czech Re-
public in the winter months.
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Reference corpus:

CzechTourism, an agency run by the state, informed about the most visited places
in the Czech Republic.

Focus corpus:
The Czech Republic’s youth unemployment rate is displayed by line graph.
Reference corpus:

A 24% unemployment rate is just one of the many job challenges faced by military
husbands and wives.

Focus corpus:

Our company should focus on applying the stocking system we applied in those
months to assure a stable increase in book sales in upcoming months.

Reference corpus:

A rotational stocking system controls the timing and intensity of grazing by rotat-
ing animals among paddocks, and gives the pastures time.

Focus corpus:

This report is about the number of tourists arriving in the Czech Republic in the
course of a year.

Reference corpus:

The number of tourists visiting Egypt rose in the first four months of 2012, the
cabinet said on Tuesday.

We can determine the language context of the most often occurring word com-
binations from our sample of language by examining a section of examples from
both the focus corpus and reference corpus. Users can examine the reference cor-
pus’ extended contexts in greater detail to learn more ways to utilize the language
and improve their language proficiency.

According to the data, the most commonly used lexical bundles from the focus
corpus of business reports were applied in a way that was appropriate and equiv-
alent to that of the reference corpus, creating a standard for natural language use
for the students who made up the sample under study.
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Conclusion

The usage of specialized language, in our case, the typical language used in busi-
ness English, can be clarified by limiting the keywords and n-grams, finding the
typical lexical bundles in the focus corpus, and using statistics to compare the
terms across corpora. A reference corpus can be used to support or refute the
appropriateness of language use and to learn more about future usage in various
settings.

A corpus analysis can be used to advance research, broaden the focus to less fre-
quently used phrases and keywords, investigate broader settings, examine a range
of sources, and identify errors, all of which can improve general and specialized
language communication.

This brief study has demonstrated that examining a very small corpus of written
reports by L2 English language speakers can yield a wide range of information
and uses, as well as suggestions for language improvement and further research.
The reported results, which are supported by trustworthy statistics, are simply
the start of a more thorough investigation into an expanding database of linguistic
resources utilized to increase the instructive value of corpus-based investigations.

Being a relatively new scientific field, corpus linguistics is expanding quickly, and
the materials created for research are consistently being updated and enriched.
Working with corpora offers a wide range of nearly limitless research opportu-
nities as well as a very quick and efficient response when employing computer
tools for corpus processing. Therefore, gathering large amounts of data to process
and extract pertinent and useful information for definitive outcomes is a relatively
simple operation.

The need for increasing multicultural collaboration and recent advancements in
communication place expectations on today’s populace’s ability to communicate
effectively. Since languages make up the majority of a society’s culture, it is crucial
to become fluent in them and make an effort to prevent ambiguities and misun-
derstandings. This paper just introduces one potential strategy for completing the
goal, exhibiting approaches and viewpoints on a small subset of linguistic traits
while making use of the data at hand.
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Preklad ako nastroj rozvijania prenosnych zrucnosti
v ramci cudzojazycnej vyucby Studentov
nefilologickych odborov

Translation as a tool for developing transferable skills within the
framework of foreign language teaching for students of
non-philological fields of study

Dominika Vargova

Abstrakt: V tomto prispevku definujeme a identifikujeme prenosné zruc¢nosti v ramci kltaco-
vych kompetencii v teérii a vzdeldvacom procese a analyzujeme ich vyznam s cielom zdéraznit’
nevyhnutnost pripravy absolventa schopného celit rastiicim poziadavkam spoloc¢nosti 21.
storocia. Impulzom je skutoc¢nost, Ze spolocensko-politické a ekonomické zmeny ovplyvituju
podmienky vykonu prace a menia oc¢akavania trhu, ktoré musia univerzity reflektovat. Cielom
je prezentovat, ako mozno upravit' kurz "Preklad” pre ucebné osnovy nefilologickych studij-
nych programov tak, aby prispel k rozvoju prenosnych zru¢nosti. Clanok demonstruje tlohu
prekladu ako nastroja pouzivaného na vyucbu prenosnych zruc¢nosti Studentov na prikladoch
dobrej praxe a metdédach didaktiky jeho vyucby.

Klacové slova: klticové kompetencie, prenosné zruc¢nosti, preklad,didaktickd metéda vyucby
prekladu, vyucba cudzieho jazyka

Abstract: In this paper, we define and identify transferable skills within the key competences
in the theory and educational process and analyse their importance in order to stress the
necessity of preparing a graduate able to face the growing demands of the 21st century so-
ciety. The impetus is the fact that socio-political and economic changes affect the conditions
of work performance and change the expectations of the market which have to be reflected by
universities. The aim is to present how can the course "Translation” for the curriculum of the
non-philological fields of study be adapted to contribute to the development of transferable
skills. The paper demonstrates the role of translation as a tool used for teaching the students
transferable skills by giving examples of good practice and its didactic methods.

Key words: key competences, transferable skills, translation, didactic method of teaching
translation, foreign language teaching

Uvod

Studenti nefilologickych odborov si pocas $tidia zvicsa volia aj cudzi jazyk a nie je
ojedinelé, Ze aj niektoré odborné predmety absolvuji v cudzom jazyku. Na spomi-
nanych predmetoch maju Studenti moznost kultivovat' si o. i. svoju jazykovi kom-
petenciu a pouZivanie odborného jazyka v oblasti prirodnych alebo humanitnych
vied. Preklad zvycajne tvori isti Cast seminarov a cviceni z cudzieho jazyka, no
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je zriedka ponukany ako samostatny predmet pre nefilologov, pretoze sa predpo-
klada, Ze jeho vyber je bud’ podmieneny filologickym odborom, osobnym zaujmom
Studenta o prekladanie ako také, alebo ambiciami uplatnit’ sa v sfére poskytovania
jazykovych sluzieb a teda nutnosti Specializovat’ sa.

Na predmete Preklad z a do cudzieho jazyka sa Studenti nepopieratelne venu-
ju rozvijaniu jazykovej a prekladatelskej kompetencie. Texty, urcené na preklad,
tematicky orientované na oblast z konkrétneho odboru, zas sliZia na prehibenie
vedomosti o odvetvi; Studenti ziskavaju odborni kompetenciu a prehlad v odbore.
My by sme vSak pozornost chceli upriamit' na dalSie osvojené kompetencie a zruc-
nosti, ktoré mozno nie st na prvom plane a v priebehu vyucby nie su castokrat
zrejmé, no z hladiska Uspesného uplatnenia sa v naro¢nych podmienkach dyna-
micky sa meniaceho trhu prace 21. storocia maju rovnak, v niektorych ohladoch
dokonca vacsiu vahu ako zrucnosti explicitne vyplyvajice z povahy prekladatel-
skej Cinnosti - hovorime o prenosnych zru¢nostiach. Tymto prispevkom chceme
predstavit Preklad ako predmet a prekladanie ako ¢innost, ktorého inkorporaciu
do jazykovej pripravy Studentov nefilologickych odborov povazujeme za efektivny
nastroj rozvijania prenosnych zrucnosti. V naSom pripade ide o vyucbu Prekladu
z a do anglického jazyka v rdmci odbornej jazykovej pripravy Studentov z Fakulty
aplikovanych jazykov na Ekonomickej univerzite v Bratislave s frekvenciou trikrat
do tyzdiia po 90 mintt v priebehu dvoch semestrov, a vyucbu Odborného anglic-
kého jazyka na Obchodnej fakulte a Fakulte medzinarodnych vztahov Ekonomickej
univerzity v Bratislave, a to v trvani dva semestre s dotaciou dvakrat 90 minut
tyzdenne.

Vzdelavacie ciele sa pod vplyvom aktudlnych okolnosti rozsiruju a vytvaraju tlak
v prospech zmeny jednostranného pohladu na ucel konkrétneho predmetu. Pri-
tomnost’ profilovych predmetov je na dosiahnutie profilu absolventa zasadn4, no
mala by byt doplnena o predmety zachytavajice aktualne praxou Ziadany rozsah
vystupov vzdelavania; kurikulum sa oCami trhu prace javi Coraz extenzivnejsie.
Tlak na zvladanie SirSieho spektra zru¢nosti vysokoskolsky vzdelanych profesiona-
lov by malo vysoké skolstvo reflektovat.

Domnievame sa, Ze v odbornej a jazykovej priprave v mnohych postrehoch s ko-
legami vyucujicimi cudzi jazyk na inych univerzitach najdeme prienik, no nasim
zamerom je predovSetkym predstavit Preklad ako modul vzdelavania v oblasti
prenosnych zrucnosti a prezentovat moznosti adaptacie obsahu (akéhokolvek)
predmetu na uvedenom priklade a otvorit v tejto oblasti diskusiu. Preklad sme si
zvolili z dovodu osobnej skisenosti s vyucbou tohto predmetu ako prikladu dob-
rej praxe rozvijania Sirokého zaberu kompetencii a zruc¢nosti vratane mimoriadne
ziadanych prenosnych zrucnosti. Myslienka vyuzitia prekladu vo vyucbe cudzie-
ho jazyka nie je nova; zaberali sa fiou domadci aj zahrani¢ni autori (Cunningham,
2000; Davies, 2004; Cook, 2010; Fedorko, 2011; Karoly, 2014; Luptdkova, 2014;
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Kavaliauskiene, 2017). Podujali sme sa k nim pripojit a preukazat, zZe preklada-
nie na hodinach cudzieho jazyka pre nefilologov dokaze priniest Ziaduce benefity
v prospech rozvoja moderného vzdelavania.

Definicia pojmov kompetencie a zruc¢nosti

Pre zrozumitelnost a orientaciu v problematike povaZujeme za ddéleZité definovat
pojmy, s ktorymi v naSom texte pracujeme. Prvymi budd kompetencie a zruc¢nos-
ti: ,Kompetenciu mozZeme chapat ako prienik ziskanych vedomosti, nadobudnu-
tych schopnosti, zrucnosti, formujtcich sa postojov, hodnotovej orientacie, mo-
tivov k Cinnosti. [..] Zru¢nost predstavuje Specializovand schopnost vykonavat
(napr. robit’ si pri ¢itani pozndmky).“ (SuchoZova, 2014, s. 8) Klicové kompetencie
opisujeme podla Hrma a Tureka (2003) ako ,.... najdolezitejSie kompetencie z mno-
ziny kompetencii. S vhodné na rieSenie celého radu vacsinou nepredvidatelnych
problémov, ktoré umoznia jedincovi uspeSne sa vyrovnat s rychlymi zmenami v
praci, osobnom i spolo¢enskom Zzivote.” Okrem oznacovania spomenutych kompe-
tencif ako kli¢ovych sa v literatire stretdvame aj s pomenovanim zakladné, trans-
verzalne, prierezové, v anglickej literatiire essential, generic, core, transversal. Su-
Castou kazdej skupiny kompetencii st konkrétne zruc¢nosti, mézeme ich oznacit za
prenosné (angl. transferable, portable skills): tato vlastnost sa vyznacuje schop-
nostou transferu zruc¢nosti medzi odbormi; prenosné zrucnosti je mozné uplatnit
v réznych profesiach, aj mimo vyStudovaného odboru. V naSom prispevku sa budu
najcastejSie pouzivat’ pojmy klti¢ové a prierezové kompetencie. V oboch pripadoch
ich vnimame ako stresné pojmy pre subor prenosnych zrucnosti.

Pokial' ide o vymedzenie kompetencii, oprieme sa o Referen¢ny ramec 6smych
klic¢ovych kompetencii, zverejnenych v Odporticani Rady o klticovych kompetencidch
pre celoZivotné vzdeldvanie v Uradnom vestniku Eurépskej tinie (2018):

komunikacia v materinskom jazyku,

komunikacia v cudzich jazykoch,

matematicka kompetencia a zakladné kompetencie v oblasti vedy a techniky,
digitalna kompetencia,

naudit sa ucit,

spolocenské a obcianske kompetencie,

iniciativnost’ a podnikavost, a

©® N o vk W

kultirne povedomie a vyjadrovanie.

Vzhladom na to, Ze problematiku prenosnych zru¢nosti analyzujeme prostrednic-
tvom prekladu, je nevyhnutné zuzit, aspon na tomto mieste, kompetencny ramec,
a to v kontexte prekladatela. Za tymto ucelom uvadzame Rdmec kompetencii pre
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obdobie rokov 2018-2024, vypracovany Sietou eurdpskych magisterskych preklada-
telskych studijnych programov (EMT, 2017). Kompetencie si v iom zdruZené do
piatich oblasti: jazyk a kultura, preklad, technolégie, osobné a socidlne zrucnos-
ti, poskytovanie sluzieb. Kazd4 z vymenovanych oblasti poskytuje prehlad o za-
kladnych alebo najdélezitejsich zrucnostiach, ale neposkytuje komplexny zoznam
vietkych kompetencii, ktorymi ma prekladatel' disponovat - ten si dopliiia kazda
vzdelavacia inStiticia samostatne podla zamerania Stidia a sledovaného profilu
absolventa:

1. Jazyk a kultira: do tejto oblasti patri jazykova a interkultirna kompetencia
a sociolingvistické a komunikac¢né zrucnosti.

2. Preklad: tazisko tvori prekladatel'skd kompetencia a je chapana Siroko - jej
sucastou je strategicka, metodologicka a tematickd kompetencia. V tejto oblasti
sa pocita s tym, Ze prekladatel’ bude vediet pracovat s réznymi, Specifickymi
typmi pisomného a ustneho prekladu, vratane lokalizacie a audiovizudlneho
prekladu. Rovnako bude schopny spracovat aj strojovy preklad.

3. Technoldgie: tento streSny pojem zahina vSetko od vyhladavacov cez rozne IT
aplikacie a softvéry aZ po néastroje pocitacom podporovaného prekladu. Pre-
kladatel’ ich ma vediet ovladat a vyuzivat v prekladatelskom procese.

4. Osobné a socialne zrucnosti: inak nazyvané makké zrucnosti, napr. stress ma-
nagement, time management, timova praca, atd.

5. Poskytovanie sluzieb: vediet poskytovat jazykové sluzby znamena mat prehlad
o aktudlnej situacii na trhu prace, dopyte a poZiadavkach, vediet oslovit klien-
tov a udrzat si ich a rucit za kvalitné vysledky svojej prace.

Porovnanim Radou EU prijatého Odportc¢ania s EMT ramcom zistujeme, Ze vié-
Sina kompetencii je identickd, resp. sa vo vyraznej miere prelina, samozrejme
okrem prekladatelskej, ktora ma opodstatnené miesto v pripade volby Studen-
ta venovat sa prekladu profesiondlne. Povazujeme to za silny argument v pros-
pech zaclenenia prekladania ucelenych textov, pripadne minimdalne prekladovych
cviceni do vyucby cudzieho jazyka. Preklad podla nasej mienky skutoc¢ne do-
kaZze ponat drvivii va¢$inu kli¢ovych kompetencii uréenych Radou EU, predpo-
kladajdcich pruznost absolventa v pracovnom Zivote, nevyhnutnd, ak vezmeme
do uvahy aj to, Ze takmer polovica absolventov vysokych $kél na Slovensku do
5 rokov od ukoncenia Studia nepracuje vo vyStudovanom odbore (idaj na za-
klade vysledkov prieskumu portalu Trendy prace z prvého polroka 2020, pozri
https://www.trendyprace.sk/sk/absolventi/sk-trendy/zamestnanost).

PrekraCujeme tak pomyselnt hranicu poskytovania jazykovych sluzieb; Studenta
jednoducho potrebujeme vybavit zru¢nostami, ktoré spliiaju atribtity prenositel-
nosti. A k nim sa na preklade vieme dopracovat.
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Aktualna situacia

v 7

Ku hodnoteniu povahy zruc¢nosti spadajicich do skupiny kltic¢ovych kompetencii
a ich vyuZitiu absolventmi vysokych $koél, ¢i uZz v praci v odbore alebo mimo ne-
ho, vyuzijeme Prieskum o uplatneni absolventov vysokych $kél na trhu prdce Centra
vedecko-technickych informacii SR z prelomu rokov 2019 a 2020. Respondenti
hodnotili celkové vedomosti a zru¢nosti nadobudnuté pocas svojho vysokoskol-
ského studia v prevaznej miere ako orientované prili§ teoreticky (63,1 %). Viac
ako Stvrtina respondentov pritom pomer teoretickej a praktickej zlozky vnimala
ako vyvaZeny. Len 29,5 % reSpondentov sa priklonilo k tvrdeniu, Ze v sifasnom
zamestnani{ su ich zrucnosti vyuZité naplno (Fil¢dk et al., s. 75-76). Pre lepSie
vykreslenie obrazu o stcasnej situacii na akademickej pode a v praxi dopliame
najaktualnejsi vystup Slovenskej akreditacnej agentury pre vysoké skolstvo (SA-
AVS) - prvy rocnik prieskumu ,Akademicka stvrthodinka“. Ide o anonymny, dote-
raz najvacsi prieskum vnimania kvality vysokych skol studentmi na Slovensku. Re-
levantné st pre nds nasledovné zistenia: Viac ako polovica respondentov (52 %) v
prieskume SAAVS uviedla, ze sa takmer vobec neucia odborne komunikovat v an-
glickom alebo inom svetovom jazyku a tretina (33 %) sa v tomto smere rozvija len
na malej ¢asti predmetov (SAAVS, 2021a). Pozitivom je, Ze do spominanej ,malej
Casti predmetov” moZeme zaradit predmety spadajice do naSej pdsobnosti ako
pedagoégov vyucujucich cudzi jazyk a zhodnotit zaradenie odbornej komunikacie
vo svetovych jazykoch naprie¢ $tudijnymi odbormi ako mimoriadne prospes$né. Co
nas moze znepokojit' je, Ze ,Studenti sa len obmedzene rozvijajii v prenositelnych
zrucnostiach napriek tomu, Ze tie si pre zamestnavatelov naprie¢ sektormi kli-
¢ové.“ (ibid.) Dopliiame komentar analytika SAAVS Mateja Bilika: ,Vac$ina tych-
to zrucnosti je na Slovensku vnimana ako doména spolocenskych vied. Naopak,
schopnost’ chapat ¢iselné uidaje, tabul'ky a grafy je takmer exkluzivne spajana s od-
bormi, ktoré stavaji na matematike. Toto potvrdzuju aj odpovede Studentov. Vset-
ky tieto zrucnosti su vsak klicové naprie¢ sektormi. Aj umelec méze potrebovat
urobit’ si rozpocet svojho projektu, lekar by mal vediet odkomunikovat zavaznu
diagnézu, ¢ technik pracovat v time pri tvorbe komplexnych rie$eni (SAAVS,
2021b)

Ulohou je najst optimalny spdsob reflexie tychto zaverov v silade s naplnenim po-
ziadavky Specializacie a zaroven ovladania prenosnych zrucnosti, ktoré univerzal-
nostou uplatnenia v réznych profesiach ,nasytia“ potreby absolventa, trhu a spo-
lo¢nosti celkovo. Je to naro¢nd vyzva, ale nie je nemoZné ju splnit.

Institucionalna forma vyucby prenosnych zru¢nosti

Neuspokojivé je, Ze miera mapovania ovladania prenosnych zru¢nosti u studentov
aktudlne nie je v rovnovahe s mierou ich rozvijania pocas vysokoskolskych sta-
dii. Studenti ich nadobudaji nevedome, ich pritomnost je nepriznang, pretoze im
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Casto chyba samostatné ukotvenie v ucebnych osnovach, aby sa cielene rozvija-
li; vo vacSine mozeme hovorit o integrovani vybranych zruc¢nosti v ramci inych
predmetov, ale aj v takom pripade im casto chyba oficidlna definicia v kurikule
a samostatné hodnotenie. Uvedené potvrdzuje dokument Ministerstva Skolstva SR
Analyza ziskavania prierezovych kompetencii na slovenskych vysokych skoldch z roku
2016 (Vanco a kol, 2016). Ten zaroven potvrdzuje, Ze dant tému vysoké Skols-
tvo na Slovensku reflektuje a ma zaujem ju rozvijat, no je potrebné ,zabezpecit
materialne a technické podmienky pre ich rozvijanie, podporovat’ a motivovat pe-
dagégov vyuzivat nové inovativne metddy a otvarat pre Studentov priestor pre ich
iniciativu. Ulohou pre riadiace organy v oblasti vysokych $kol by preto malo byt
propagovat dobré skdsenosti z tejto oblasti, Sirit’ priklady dobrej praxe a iniciovat
projekty zacielené na kvalitnejsiu pripravu absolventov nielen v odbornej oblasti,
ale aj na rozvoj kompetencii so Sirsim rozmerom, Ktoré vyrazne prispievaju k ich
lepSiemu uplatneniu sa na trhu prace.” (ibid., s. 36)

Vyhliadky na realizaciu pozitivnej zmeny v oblasti Skolstva predpokladd Ndrodny
pldn obnovy a odolnosti SR v Casti 2.1. Hlavné iniciativy, konkrétne iniciativa Rek-
valifikujme a zlepSujme zrucnosti (reskill and upskill) (Plan obnovy a odolnosti,
s.34), a to uz v oblasti zakladného a stredného Skolstva, rovnako ako Komponent 7
Pldnu obnovy a odolnosti, pretoZe nadvazuje na zistenia, Ze ,Zrucnosti slovenskych
ziakov vyrazne zaostavaju oproti ziakom v ostatnych krajinach OECD. Najhorsie
vysledky dosahuju slovenski ziaci v citatelskej a prirodovednej gramotnosti, zao-
stavaju aj v zrucnostiach ako kriticke myslenie, schopnost riesit problemy a praco-
vat v time (PISA, 2015). Pozadu je aj financ¢na gramotnost a globalne kompetencie,
zahrnajuce schopnost porozumiet a analyzovat rozne perspektivy a kriticky vy-
hodnotit' sicasné globalne a medzikultirne otazky (PISA, 2018).“ (Komponent 7,
s. 2) Vo vazbe k prierezovym kompetencidm je vysoké Skolstvo zachytené v ramci
ciela Zvysenie kvality vychovy a vzdelavania v ramci Ndrodného programu rozvoja
vychovy a vzdeldvania 2018-2027, ktory ma byt dosiahnuty ,aj lepsim zakompono-
vanim transverzalnych kompetencii do vzdelavacieho kurikula.“ (NPRVV, s. 34)

Je namieste byt konkrétny. Vzhladom na to, Ze z Analyzy (Vanco a kol., s.30)
vyplyva, Ze ,rozvoj prierezovych kompetencii sa na vac¢sine vysokych $kél deje len
v relevantnych Studijnych programoch a v samostatnych predmetoch’, navrhuje sa
»podporovat ich integrovanie v ramci vyucby s vyuzitim roéznych inovativnejsich
foriem vyucovania. Napriklad praca na vlastnych projektoch méze u Studentoch
prirodnyych vied viest k vy$§iemu zmyslu pre iniciativu a praca v skupinach zase
k rozvoju socidlnych kompetencii. Tento pristup otvdra cestu aj k hodnoteniu
prierezovych kompetencii u Studentov; droven ich dosahovania by tym padom
bola vystupom predmetu kultivujiceho tieto kompetencie. Plne sa stotoziiujeme
s navrhom autorov Analyzy (Vanco a kol, 2016, s. 35) poniknut pocas vysokos-
kolského studia celoSkolské predmety, dostupné pre vSetkych Studentov danej vy-
sokej Skoly a rozvijajtice prierezové kompetencie explicitne. Odporucaju ,tuto po-
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nuku postupne rozsirovat a aktualizovat podla kompetencii dopytovanych trhom
prace“ (ibid.).

Chur tuto formu, spolu s dalSimi dvoma formami vyucby kompetencii predstavil
vo svojej publikacii z roku 2011, pricom na oznacenie prierezovych kompetencii
pouZiva termin kli¢ové: moZu byt implicitne integrované v kurzoch, dalej sa mézu
vyucovat explicitne v oddelenych kurzoch ako sucast kurikula odboru, alebo mo6-
Zu byt vyucované explicitne v oddelenych kurzoch ako volitelné a dostupné pre
Studentov roznych odborov (Chur, 2011, s. 67).

Prienik nachddzame kombindciou prvého a tretieho navrhovaného modelu Chu-
ra (ibid.); vy$sie sme deklarovali, Ze v pripade vzdeldvania Studentov v oblasti
prierezovych kompetencii zdielame optiku autorov Analyzy (Vanco a kol., 2016).
V nasom prispevku teda ponimame Preklad z a do cudzieho jazyka ako volitel-
ny predmet urceny vSetkym Studentom na vysokej $kole bez ohladu na Studijny
odbor. Prierezové kompetencie by sa vyucovali a hodnotili explicitne, v rozsahu,
ktory dovoluje uc¢ebny plan a Ziaduca profilacia absolventa.

Metoda piatich krokov

Pokial' ide o didaktiku predmetu, ktory by u Studentov kultivoval prenosné zruc-
nosti, vynaraju sa dve otazky: ,ako vyucCovat“ a ,Co vyucovat“. Nasou odpovedou
je nasledujucich pat krokov, zostavenych tak, aby boli univerzalne uplatnitelné vo
vyucbe cudzieho jazyka v ktoromkolvek odbore, napriek tomu, Ze ich analyzujeme
na pozadi seminara z prekladu.

1. posilnit povedomie o zru¢nostiach

Z nasSej strany by sme navrhovali posilnit ,povedomie” alebo ,vedomost o zruc-
nostiach, v anglictine ,skills awareness, a to v prvom rade pedagé6gov, pretoZe
na to, aby boli klicové kompetencie a nasledne konkrétne prenosné zrucnosti
Studentom odovzdané, musia o nich vediet predovsetkym oni. Ponuka sa viace-
ro moznosti: cestou publikacii, konferencii, prevadzky Skoliacich centier, ktoré by
mali za dlohu vzdelavat' ucitelov vyluc¢ne v oblasti prenosnych zrucnosti - aby ich
dokazali identifikovat a nasledne obsiahnut vo vyu€ovanych predmetoch s cielom
ich efektivneho vyuzitia Studentmi v praxi. S cielom UspesSnej implementacie pre-
nosnych zrucnosti v edukacnom procese by sa mal klast doéraz na kontinualne
vzdelavanie vysokoskolskych pedagdégov vo zvolenej problematike, ktoré, dovoli-
me si vyjadrit nazor, na Slovensku absentuje.

Dalsie $tyri kroky su sti¢astou publikicie Pyma a Haa (2022, s. 13-15) pre vzde-
lavacie institicie s cielom zvysit zamestnatelnost absolventov prekladu. Aj ked
ciel autorov sa liSi od nasho, inSpirovali sme sa nimi a ich obsah nanovo vytvorili
v sulade so sledovanym tcelom naSho prispevku.
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2. think ,,out of box“ - t.j. ist' vo vyucbe nad ramec discipliny

»...interdisciplinarni pristup prosazuje ve vyuce mezipredmétové vztahy, vzajem-
né souvislosti mezi jednotlivymi predmety, chdpani pti¢in a vztaha ptresahujicich
predmetovy ramec, v pripade ciziho jazyka tedy vneseni nejazykového obsahu do
jeho vyuky“ (Pricha et al. 1998, s. 131-132). Prekladové cvicenia st na realizaciu
takéhoto pristupu idedlne: texty na preklad ponukaju variabilitu tém a vyznam
a funkcia prekladu zavisi od ucelu a prostredia (kontextu, publika, kultury), v kto-
rom bude pdsobit.

Pri preklade umeleckych textov hovorime o autorskom prave a ochrane duSev-
ného vlastnictva, lokalizacia so sebou prindSa spoznavanie marketingového pro-
stredia a Specifik cielového trhu a predstavuje vyzvu ako prekladat s cielom sti-
mulovat spravanie spotrebitela. Pri preklade softvérov a programovacich priuciek
sa oCakava pragmatizmus, logické uvazovanie a prehlad v informac¢nych technolé-
gidch. Audiovizualny preklad si zas okrem zakladnych digitadlnych zruc¢nosti vyza-
duje ovladanie technickej kompetencie na pokrocilej irovni. Takyto pristup prina-
$a $tudiu dal$i rozmer - okrem spoznavania interdisciplinarity jazykovedy maju
Studenti prehlad z fungovania dalSich oblasti Zivota, v ktorom ma prekladovy text
svoje miesto, ale nie ako ciel, ale ako nastroj.

V pripade, Ze cudzi jazyk je pondkany pocas Stddia Specifického odboru, alebo ak
by sa texty, uréené na preklad nevyberali podla Zanru z dévodov hodnych zretela,
pontikame moznost zuZenia vyberu pristupenim ku kroku:

3. identifikovat' relevantné redlie

,Ked' vieme, v ktorych odvetviach priemyslu nasi absolventi zvyc¢ajne nachadzaja
uplatnenie, budeme sa vediet rozhodnut, na aky druh textov sa $pecializovat' ...
(vlastny preklad, Pym a Hao, 2022, s. 14)

4. robit'viac, ako ,len prekladat” (pripadne si dopliite Cinnost’ podla predmetu)

Tento krok nepopiera nas navrh zainvolvovat prekladové scvi¢enia do vyucby
cudzich jazykov, chce skor ozrejmit, Ze pokial’ ide o preklad, neznamena to, Ze
Studenti sa budu jednostranne venovat iba tejto Cinnosti, usadeni za pocitacom
Jistovat“ v slovnikoch - tato predstava nezodpoveda realnemu obrazu preklada-
tela modernej doby.

V uzSom zmysle nie je dodrziavanie tohto bodu naro¢né. Zahffia mnoZstvo cias-
tkovych uloh ako podmienok vzniku prekladu ako produktu (resers, analyza a in-
terpretacia textu, praca so slovnikom, korektura, posteditacia atd.). Tieto ulohy sa
retazia, navzajom dopiiiaji a vyZaduju si aktivny pristup prekladatela. Odvijaju sa
a su prepojené s textom, ako originaly, tak prekladu.
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Preklad uz vsak nevnimame len ako jazykovu operaciu, ale ako komplexny proces
4

komunikacie. V SirSom zmysle sa teda naozaj ,robi viac ako len preklada“ Prekla-
datel’ sa odklana od textu a plni funkciu medidtora medzi réznymi kultirami.

Na zostavenie adekvatnych prekladovych cviceni a vyber textov pre Studentov
nefilologickych odborov je dobré disponovat vedomostou o tom, aky Siroky je
diapazoén profesii z oblasti poskytovania jazykovych sluzieb, ale nevyhnutné ve-
diet, Ze mimoriadne dlhy je aj zoznam pracovnych pozicii, v ktorych sa preklad
ako samostatna ¢innost' stal sucastou dalSich pracovnych ¢innosti mimo odvetvia
poskytovania jazykovych sluzieb.

Do prvej skupiny moéZeme zaradit pracu ucitela v jazykovej skole, timoc¢nika, loka-
lizatora, redaktora, copywritera, jazykovy testera, hovorcu a pod. V druhom pripa-
de hovorime o zamestnani Specialistu sluzieb zakaznikom, recruitera (Specialistu
vyberov), o asistentskych poziciach, Specialistoch technickej podpory, cybersecuri-
ty writer/editor poziciach, konzultantoch a medidlnych analytikoch. Pre ilustraciu
- taky konzultant v centre pre asistovand reprodukciu poskytuje podporu pre
klientov formou zabezpecenia ubytovania pocas ich liecby a v pripade vSetkych
situacii, v ktorych jazykova bariéra moze sposobit komplikacie (transfer, vybavo-
vanie dokladov, komunikacia s lekdrom, sprevadzanie), preklada lekarske spravy
a dalSie materialy, podiela sa na tvorbe online kampani a obsahu na socialnych
sietach a udrZiava osobnd pohodu klientov pri vysoko stresovych a naro¢nych
situdciach. Medialny analytik ma zas okrem pokrocilej prace s textom v materin-
skom a cudzom jazyku a prekladu disponovat sebadisciplinou, schopnostou selek-
cie klicovych informacii a vediet analyzovat a vyhodnocovat informacie v kontex-
te aktualneho diania v danom odvetvi s prihliadnutim na zaujmy a ciele klienta.!

Pedagog, ktory uZ ma predstavu o podobe interdisciplinarneho profilu absolventa
ziadaného praxou, by nasledne mal vytvorit priestor na jeho budovanie, a to tym,
Ze na seminaroch bude jasne

5. identifikovat’ prenosné zruénosti

V poslednom kroku na priklade vybranych kompetencii prindSame nazorné ukaz-
ky ich adaptacie pre vyucbu tak, aby didaktika predmetu s cielom rozvijania pre-
nosnych zrucnosti korelovala s poziadavkami kurikula vysokoskolského vzdelava-
nia.

1 (z inzerétov zverejnenych na portali profesia.sk v auguste 2022)
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Digitalna kompetencia (resp. zru¢nosti pre ovladanie
technolagii)

Digitalnu kompetenciu samu o sebe chapeme ako prenosnu zrucnost, a aj napriek
tomu, Ze by sme pri prekladovych cvic¢eniach Studentov ucili vyuzivat nastroje pre
pocitacom podporovany preklad, nijako by sme jej vyuzitie nelimitovali len pre
oblast’ poskytovania jazykovych sluzieb. Akykolvek softvér sa pedagég rozhodne
na semindaroch z prekladu vyuZivat, prioritou by malo byt naucit studentov zakla-
dy prace s nim. DdéleZité je zamerat sa na odovzdanie proceduralnych poznatkov
v suvislosti s pouzivanim softvéru, teda na metddy a postupy pri praci s konkrét-
nou digitalnou pomdckou. Studenti potom lahsie zvladnu pracu s technolégiami
aj v pripade zmien, ktoré dynamicky vyvoj modernej doby nevyhnutne prinasa
(Baer a Koby, cit. podla Katan 2008, s. 10). Autori dalej piSu: ,Nasim zdkladnym
pedagogickym cielom musi byt ziskanie koncepcénych vedomosti. KedZe sa princi-
py fungovania nastroja budu menit' (Casto v priebehu mesiacov), musia sa Studenti
naucit koncepc¢né principy, z ktorych vychadza kazdy nastroj, aby videli viac ako
rozdiely v ich rozhrani - nasli to, ¢o maju spolo¢né.” (ibid., vlastny preklad)

Softvéry pre CAT (napr. nami pouZzivany Phrase, niekdajSi Memsource) ponukaju
viac ako len strojovy preklad, ¢asto odmietany ucitelmi z dévodu ,zneuzivania“
Studentami:

- meria cCas, straveny Studentom pracou na preklade;

sleduje zmeny v texte prekladu a vyhodnocuje progres prace;

pri nastaveni terminu upozoriiuje na bliZiaci sa termin uzavierky;

ponuka priestor na vytvorenie glosara.

Uvedené funkcionality monitoruji vykon Studentov v prospech vyucujiceho,
a v neposlednom rade v prospech samotnych Studentov - pripomienky a opravy
vyucujuceho su v texte prehladne zaclenené, resp. si ich Studenti vkladaju sami
pocas analyzy na semindri. Tym, Ze je pouZivatelské rozhranie jednoducho ovla-
datelné, sprijemnuje pracu obom stranam a motivuje k opakovanému vyuzivaniu.

Softvér vyuzivame pri odbornom preklade: Studenti prekladaju vecné texty, od
najjednoduchsich Zanrov administrativneho $tylu cez inStitucionalne texty Eur6p-
skej Unie zmlav po pravne texty. Sami Studenti pridu na to, Ze proces prekladu
nekon¢i preloZenim textu v prekladaci - text ako celok nie je v naSom pripade
centrom zaujmu. Z jazykového hladiska su uvedené Zanre vhodnym materidlom
na oboznamenie Studentov s trpnym rodom, osloveniami, kolokaciami, skratkami,
priponami atd. Napr. prdvne pojmy su naviazané na pravne systémy Statov, kde
sa pouzivaju, preto sa popri jazykovej stranke skiima, aké pravo plati pre vycho-
diskovy, a aké pre cielovy text. Studenti v rdmci diskusie v cudzom jazyku mézu
pravne poriadky porovnat, hladat v nich rozdiely a interpretovat’ vyznam jednot-
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livych pojmov. Podobny je scenar pri preklade medicinskych textov - kratkych ab-
straktov, posterov alebo pribalovych letdkov. Tie vyuZivame na vyucbu synonym,
homonym, predloziek a na rozliSovanie slovnych druhov.

Text origindlu a prekladu slazi ako metodickd pomdcka pre osvojenie si cudzieho
jazyka (Fedorko, 2011, s. 116), nastrojom je CAT softvér a vystupom je glosar, kto-
rého hesla predstavuju terminy, vyabstrahované z origindlov a prekladov. Okrem
digitalnej kompetencie si Studenti mimovolne osvojujui dalSie prenosné zrucnosti:
napr. asovy manazment (pri zadani terminu) a timovu pracu (pri zadani prekladu
skupinam).

Spolocenské a obc¢ianske kompetencie

Do skupiny spolocenskych a ob¢ianskych kompetencii patria zru¢nosti vyznacuju-
ce sa vysokou mierou prenositelnosti: socialne zruc¢nosti, komunikac¢né zrucnos-
ti, kritické myslenie, interpreta¢né zrucnosti atd. Disponovat nimi znamena byt
schopny podielat sa na rieSeni otdzok tykajicich sa rodovej rovnosti, chudoby,
prav mensin, globalneho oteplovania, a v poslednom obdobi nasledkov zdravotnej
krizy spdsobenej koronavirusom a migracnej krizy z dévodu vojnového konfliktu
na Ukrajine. Témy naznacuju, Ze by sme neobisli ani interkultiirnu kompetenciu.

Studenti sa opat venuju prekladom administrativnych a vecnych textov, ku kto-
rym zaradujeme aj publicistické texty a informac¢né materidly - jednoducho texty,
v ktorych obsah vyjadrenia dominuje nad formou vyrazu, a preto ich selektujeme
podla témy doélezitej vzhladom k aktualnym potrebam spolocnosti (formulare pre
ziadatelov o azyl, informacné letdky o ockovani, informacné tabule, spravodajstvo).

Dobr skdsenost mame s uplatnenim problémovej metédy vzdelavania, pricom
kladieme déraz na aktivne zapajanie sa a timovu pracu. Z expozi¢nych metdd vy-
uzivame rozhovor, vysvetlovanie, rieSenie problémov a z aktivizujicich metdd ap-
likujeme diskusiu, situacnti metédu, role-play. Vychodiskovym materialom je text
v origindli a jeho preklad v cielovom jazyku, na ktory nadvazuju dalSie aktivity na
semindri, rozvijajuice jazykové schopnosti a podnecujice prejav prenosnych zruc-
nosti; Studenti si trénuji schopnost vyjadrovania a (seba) konfrontacie, v zaujme
dosiahnutia spolo¢ného konsenzu si posiliiuju mieru empatie, tolerancie a spolu-
patri¢nosti. Studenti preukazuju svoju schopnost identifikovat problém a inter-
pretovat ho na pozadi relevantnych spolocenskych podmienok. Vyzaduje sa od
nich ovladanie redlii a prehlad o aktuidlnom diani vo viacerych oblastiach Zivota.
Hodnotenym vystupom je Ustna prezentdcia moznosti rieSenia problému.

Studenti dostali za tlohu vypracovat’ preklad kratkej broziiry cudzieho jazyka, kto-
ra bola vypracovana za ucelom informovat novych zahrani¢nych studentov o pod-
mienkach Stadia a Zivote na Slovensku. Preklad Studenti dopiﬁali informéaciami,
relevantnymi z pohladu toho, koho rolu v skupine zastavali - koordinatora pre
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zahrani¢nych Studentov, zahrani¢ného Studenta a slovenského Studenta. Text roz-
Sirovali aj aktudlnymi domacimi spravami Cize si precvicovali pisomny jazykovy
prejav. Vystupom boli prezentacie trojic Studentov, z ktorych sami Studenti v zave-
re vyselektovali Casti, ktoré povazovali za najuzito¢nejsie pre Studentov z cudziny.

Iniciativnost, podnikavost a schopnost poskytovat sluzby

Pod touto ,hlavickou“ rozvijame prenosné zrucnosti ako strategické myslenie,
schopnost’ prijimat finan¢né rozhodnutia a niest za ne zodpovednost, predvidat
a vychadzat' v ustrety dopytu trhu a zaujmom klienta atd. Vhodnym nastrojom
je projektové vyucovanie, ktoré v takej forme, v akej ju podava napr. Gouadec
(2007) alebo Vienne (2000), povazujeme za kompatibilné aj s inymi ako filologic-
kymi odbormi, t.j. vyuzitelné vo vyucbe cudzich jazykov prostrednictvom prekladu
naprie¢ odbormi. Studentom sa prideli projekt prekladu. Musia si zostavit ¢aso-
vy a rozpoctovy plan, prerozdelit si tlohy a splnit zadanie (fiktivneho) klienta.
Hodnotenie projektov je v rézii samotnych Studentov a pedagég vystupuje v tlohe
mentora a cely priebeh usmernuje.

Studenti pracuji vo dvojiciach. Ich prvou tlohou je vymysliet' slovensky produkt
alebo sluzbu, ktoré budu pontkat na zahranicnom trhu - konkrétne parametre
cielovej skupiny zdkaznikov si zvoli a argumentacne oddévodni kazdy par samos-
tatne. Studenti tvoria reklamné a marketingové texty ku produktu alebo sluzbe vo
vychodiskovom jazyku a ndasledne zdrojové texty pretvaraju v sulade s jazykom
a kulturou cielovej skupiny. Reklamna kampan, slogan alebo motto, nazov produk-
tu si ma zachovat' rovnaka myslienku v oboch jazykoch. Z pohladu translatologie
Studenti pracujui na transkredcii a lokalizacii, z pohladu studia jazyka si osvojuju
terminoldgiu z marketingu, frazeologizmy, idiémy, tvoria slovné hracky. Prostred-
nictvom metédy kontroly s partnerom si texty reviduju a robia ich korektdru.
V Uvode semindra, ked’ Studenti prichddzaju s napadmi na produkt/sluzbu, moze
byt pridruzenou ulohou tvorba rozpoctu (Co sme uplatnili v pripade vyucby ja-
zyka na Obchodnej fakulte Ekonomickej univerzity). Interdisciplinarita poznatkov,
ktoré takymto spdsobom Studenti ziskavaju, zefektiviiuje ich jazykovi komunika-
ciu.

Zaver

Preklad sme v nasom prispevku predstavili ako nastroj, nie ako ciel. Slizi ako
prostriedok ziskavania prenosnych zrucnosti ako sucasti multiprofesijne vyZzado-
vanych kompetencii, prelinajicich sa s kl'i¢ovymi kompetenciami potrebnymi pre
celoZivotné vzdelavanie sa. Ak ma moderné Skolstvo 21. storocia pripravit obcian-
sky aktivneho ¢lena spolocnosti, ktory bude ochotny sa neustale vzdelavat, bude
flexibilny a pripraveny na zmeny, vplyvajtice na jeho pracovné pdsobenie, a bude
mat’ volu podielat’ sa na zvyseni kvality Zivotného prostredia, kultivacia prenos-
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nych zrucnosti by nemala byt eventualitou, ktora si nase vzdelavacie institucie
mozu zvolit, ale povinnostou, ktoru by mali splnit.

Preklad viet je jedna z ¢innosti pocas vyucby cudzich jazykov, no preklad ucele-
nych textov na hodinach cudzieho jazyka, alebo samostatny predmet pre nefilol-
gov sa mozno zda byt netradi¢ny. Chceme vSak upozornit na to, Ze komunikativna
uroven ovladania cudzieho jazyka sa mimo iného dosahuje aj prekladom - Rada
Eurépy ho povazuje za jednu zo zakladnych jazykovych zrucnosti, ktora by sa
mal vyucovat pri kazdom doplitujucom stddiu jazykov (Council of Europe, 2001).
V takom pripade nie je namieste bazirovat na odborne-specifickych zru¢nostiach,
ktoré sa na profesiu prekladatela viazu, ale vyucovat preklad s nadhladom, tak
velmi potrebnom v case turbulentnych zmien na trhu prace. Zabrani sa situaciam,
ktoré mozu nepriaznivo ovplyvnit zamestnanca v pociatkoch kariérnej cesty, za-
mestnavatela, a v konecnom désledku reputaciu vysokej skoly. Uvadzame pat pri-
kladov:

1. Absolvent strojnickej fakulty v zamestnani na konStrukéno-vyvojovom odde-
leni zisti, Ze mu chybajd komunika¢né zruc¢nosti na dspeSné odprezentovanie
svojich navrhov

2. Vydavatel nie je spokojny s edi¢nym planom, ktory mu predloZil absolvent Stu-
dijného programu slovensky jazyk a literatdra na pozicii redaktora so slabym
vSeobecnym prehladom a podrozvinutou reSersnou kompetenciou

3. Chemicky laborant nevychadza s kolegami a je tym naruSeny ako jeho pracov-
ny vykon, tak aj vysledky timu, s ktorym pracuje na spolocnom projekte

4. Azylovy pravnik rieSi krizovd situdciu pri komunikacii s azylantom v zachyt-
nom tabore

5. Reklamnd agentira zamestnala Sikovného grafika. Problém vznikol v momente,
kedy nevedel zostavit finan¢ny plan pre realizaciu svojich kreativnych navrhov,
zodpovedajuci obmedzenému rozpoctu agentury.

Uvedeny prispevok v Ziadnom pripade nema ambiciu prezentovat zaruceny navod
alebo model vzdelavania v oblasti prenosnych zrucnosti. Mapuje sucasny stav te-
orie a praxe rozoberanej problematiky a prinasa ukazku vysporiadania sa s nou
z nasej perspektivy. Budeme radi, ak bude podnetom pre Sirsiu diskusiu.
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Das Passiv im Wirtschaftsdeutschunterricht
The Passive Voice in Business German Lessons
Tomas Maier

Abstrakt: Der Artikel widmet sich der Position des Passivs im akademischen und vor allem
fachlichen Stil in der Umgebung einer 6konomischen Fachhochschule am Beispiel der Wirt-
schaftsuniversitat in Bratislava. Aufgrund Grunde der langjdhrigen Wirkung des Autors nicht
nur als Lehrer des Fachdeutschen sondern auch als Dolmetscher, Ubersetzer, Sekretdr und
personlicher Assistent eines Topmanagers im Verwaltungszentrum eines Osterreichischen
Konzerns werden konkrete Beispiele der tragenden Funktion verschiedener Formen des Pas-
sivs bei Bedeutungsfeldern der Lexikologie und Syntaxes vorgestellt. Die verallgemeinernde
Aufgabe verschiedener Formen und Ersatzformen der sogenannten Leidenden Art besteht
wie im akademischen Stil sowie in der Fachsprache in ihrer Vereinfachung und Exaktheit der
Darstellung der Verldufe in der wirtschaftlichen, respektive handelsrechtlichen Praxis. Dazu
gehoren Prasentationen der unternehmerischen und Produktionsprojekte, der Programme
der Weiterbildung in Bereichen der Aufgaben einzelner Mitarbeiter, Manager und der Vor-
stdnde, Zusammenfassung der Handelsvertrage und nicht zuletzt in einer korrekten Handels-
kommunikation auf verschieden Ebenen einer Organisation, einer staatlichen oder privaten
Korporation. Die Varianten des Passivs ermdglichen in der schriftlichen und miindlichen Kom-
munikation dieser Stufen, dieser Hierarchie einwandfreie Zusammenarbeit zum Zwecke des
gemeinsamen Ziels.

Schliisselworter: Passiv, Fachdeutsch, Wirtschaftsuniversitit, Lehrer, Praxis.

Abstract: The article is dedicated to the position of the passive voice in the academic and,
above all, professional style in the environment of an economic college using the example of
the University of Economics in Bratislava. Based on the author’s longstanding work not only
as a teacher of economic German but also as an interpreter, translator, secretary and personal
assistant to a top manager in the administrative center of a corporation, concrete examples of
the supporting function of various forms of the passive voice in semantic fields of lexicology
and syntax are presented. The general task of various forms and substitute forms of the so-
called suffering type consists, as in the academic style and in the technical language, in their
simplification and accuracy of the presentation of the courses in economic or commercial law
practice. This includes presentations, training, commercial contracts and correct commercial
communication.

Key words: Passive, professional style, University of Economics, teacher, usage

1 Einleitung

Als Thema dieses Artikels wurde vom Autor das Passive der Verben gewahlt, weil
es sich um eine essenzielle Erscheinung der Morphologie und der Syntax in der
Fachsprache handelt, was fiir den Bereich der akademischen Sprache, der Sprache
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des Studiums und fiir das Handelsrecht gilt. Obwohl das Passiv in der publizis-
tischen und politischen Sprache auch fehlerhaft hiufig genutzt wird, und so der
breiten Offentlichkeit jeden Tag prisentiert wird, wird es bei der Ausfiihrung der
Fachsprache als eine Selbstverstindlichkeit dargestellt, die die Studenten und an-
dere Lernenden vom allgemeinen Deutschunterricht und Kursen wohl kennen und
kénnen und in der Fachsprache ohne weiteres automatisiert nutzen. In besseren
Fallen wird das passive Genus auf einer Ebene mit anderen Erscheinungen der
Grammatik und Unterrichtsthemen gestellt. Doch das Passiv nimmt eine zentrale
Form in der komplexen morphologischen und syntaktischen Struktur des Deut-
schen ein und ist mit deren vielen Merkmalen logisch verflochten.

2 Theoretische Einleitung

Zu einem grofden Teil der Verben kénnen nicht nur Aktivformen, sondern auch
Passivformen gebildet werden. Dabei verbindet sich eines der Auxiliarverben wer-
den, sein, bekommen/erhalten/kriegen mit dem Partizip Il eines Hauptverbs. Bei-
spiele: Er korrigiert die Arbeit. Die Arbeit wird (von ihm) korrigiert. Die Arbeit ist
korrigiert. Ich bekomme die Arbeit korrigiert (Engel, 1996, s.453).

In der slowakischen Sprache dagegen werden zwei Arten der Bildung von Pas-
sivformen vorgefunden. Die erste ist der deutschen Form sehr dhnlich, wird in
der praktischen miindlichen Sprache benutzt, und eine zweite, die vollig anders
als im Deutschen gebildet wird, die aber gerade im Deutschen eine genaue Par-
allele in den Parallelformen vom Passiv hat. Vielen Grammatikwerken zu folge
handelt es sich in der deutschen Terminologie nicht um Passiv, sondern um eine
Konkurrenzform. Die slowakische Form wird frequenziell oft verwendet. Die Form
ist vor allem in der nicht offiziellen, miindlichen Sprache tblich und deshalb sehr
verbreitet.

Die erste Art wird, wie bereits erwdhnt wurde, weniger im praktischen Leben
auf den Strafden gebraucht. Umso mehr finden wir sie in der Fachliteratur, Jour-
nalistik, Amtssprache und Ahnlichem. Sie wird ident dem Deutschen durch ein
Hilfsverb byt, sein und durch sogenannten Passiv Partizip gebildet. So entsteht
fast vollige Identitdt der beiden Sprachen, deren Wurzeln wir héchstwahrschein-
lich in der slowakischen nationalen Aufklarung, in der gemeinsamen indoeuro-
paischen Herkunft der beiden Sprachen oder in der gemeinsamen Geschichte der
slowakisch- und deutschsprachigen Bevdlkerung. Dies gilt auch fiir das eng ver-
wandte Tschechische.

Beispiele: Das Bauunternehmen PONTMENT S.A. baut hier eine Briicke. PONTMENT
S.A. tu stavia most. Die Briicke wird mit neuer Technologie gebaut. Most je stavany
novou stavebnou technolégiou. Die Briicke wurde von portugiesischen Bauarbeitern
gebaut. Most bol stavany prevazne portugalskymi robotnikmi.
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Relativ dhnlich geht es auch im Bereich des passiven Infinitivs vor: Die neue Briicke
muss mit modernsten Methoden gebaut werden. Most musi byt postaveny najmoderne-
jsimi metédami. Nicht anders benimmt sich der slowakische Passiv auch im Falle
des Konjunktivs:Die neue Briicke sollte im ndichsten Jahr gebaut werden. Most by mal
byt stavany v budiicom roku.

2.1 Zustands- und Vorgangspassiv

Wenn wir dasein-Passiv beobachten, kommen wir im Slowakischen zu einem an-
deren Problem: Zum dhnlichen Paar wie Zustandspassiv und Vorgangspassiv im
Deutschen: Das Geschdft ist schon fiinf Minuten geschlossen. Obchod je uZ zavrety.
Das Geschdft wird schon geschlossen. Obchod sa uZ zatvdra. Umgekehrt kénnte auch
im Deutschen ein reflexives Verb vorkommen, wie auch in slowakischer Ubersetzung
eines Vorgangspassivs. Eben 6ffnet sich der Eiserne Vorhang in Berg! Prdve je bortend
Zeleznd opona v Petrzalke!

Die erste Variante wird als ein Passiv eines Resultatszustands bezeichnet, also
sehr dhnlich wie in den meisten deutschen Terminologien. Es besteht aber kei-
ne Einheit tiber diese Frage. Manchmal wird die letztgenannte Variante nicht
fiir Passiv, sondern fiir eine andere Erscheinung verwendet. Und zwar syntak-
tisch ein Pradikat mit Adjektiv mit verbindendem Hilfsverb. Fiir die bekommen-
und gehoren-Passive hat Slowakisch keine dhnliche morphologische Antwort. Nur
durch ganz andere Sprachwege wird in diesem Fall semantische Ubereinstimmung
erzielt.

Zu einem Vergleich kommt es bei neutralem Passiv, der im Deutschen in der drit-
ten Person erscheint, und das ohne Subjekt oder mit dem Platzhalter-es, das das
Subjekt formell vertritt: Hier wird geraucht. Tu sa fajéi. Es wurde schrecklich viel
geraucht. Velmi vela sa fajcilo. Im ersten Fall entspricht die deutsche Form der
slowakischen, es ist aber hier ein Zufall, weil die Anwesenheit der Subjekte in
der slowakischen Sprache durch den stark synthetischen Charakter der Sprache
bedingt wird. Bei dem zweiten Muster handelt es sich wiederum um eine deutsche
Erscheinung mit Subjekt, das im Slowakischen nicht benutzt wird.

Der zweiten Form des slowakischen Passivs, das reflexive Passiv, entspricht im
Deutschen, wie wie weiter oben ausgefiihrt wurde, eine Konkurrenz- oder Par-
allelform des Passivs: Meist findet man eine Lésung. Vicsinou sa ndjde riesenie. Die
Wirkung zeigt sich erst in ein paar Minuten. U¢inok sa ukdze aZ o pdr mintit. Die Gerite
verkaufen sich nur langsam. Tie pristroje sa preddvaji iba pomaly.

Auch der Platzhalter-es erscheint bei diesen Konkurrenzformen:in solchen Sesseln
sitzt es sich schlecht. V tychto kresldch sa sedi zle. Lexikalisch gesehen gibt es auch
andere Parallelformen. Vor allem die Aktivsitze mit man sind in der Umgangs-
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sprache sehr verbreitet: Da kann man nichts machen. To sa nedd nic robit. Im Slowa-
kischen konnen sie aber nur durch oben erwahnte Satze ausgedruckt werden.

Bestimmte Moglichkeiten fiir eine Alternative zum Passiv sind beim Infinitiv mit
zu, fiir den aber im Slowakischen keine dhnliche Struktur gefunden werden kann,
zu beobachten. Es handelt sich um folgende Verben: geben, gelten, heifSen, stehen.
Es gibtviel zu tun. Nun gilt es alle Energie zusammenzunehmen. Es steht zu befiirchten,
dass sich die Vorfille noch hdufen werden. Sehr haufig wird auch das Verb sich lassen
benutzt: Da Idsst sich nichts machen.

Die syntaktische Klassifizierung eines Passivs erfolgt nach der Zahl der Glieder:
Die eingliedrige Passivkonstruktion lautet zum Beispiel: Es wird geplaudert. Die
eingliedrige Passivkonstruktion besteht allein aus dem Zeitwort. Am Anfang be-
steht hier die Moglichkeit einer Anwesenheit des allgemeinen, formalen Subjek-
tes. Es ist ein Passiv ohne Subjekt, beziehungsweise ohne Darstellung des Verur-
sachers des Geschehens. Zweigliedrige Konstruktion: Er wird gehdnselt, hat ganz
konkretes syntaktisches Subjekt, das zwar formell ein Subjekt ist, faktisch ein Ob-
jekt. Es wird auch als personlich angesehen. Verursacher dieser Aktion wird aber
verschwiegen. Dreigliedrige Passivkonstruktion enthilt aufer der Passivform des
Verbs noch ein substituierbares syntaktisches Subjekt und ein durch Praposition
angeschlossenes Agens. Es handelt sich um das personliche Passiv, das heifdt ,Pas-
siv mit Subjekt mit Angabe des Agens”.

Vielgliedrige Passivkonstruktion wie Der Preis wird dem Gewinner von dem Show-
master iibergeben, beinhaltet aufer dem Agens ein weiteres Satzglied wie Objekt
im Dativ, gegebenenfalls Prapositionalkasus. Es handelt sich um ein personliches
Passiv mit Angabe des Agens (Helbig, Buscha 2001: 145). Auch im Slowakischen
kann das Passiv so angesehen werden: Eingliedrig: Tancuje sa. Je rokované. Zwei-
gliedrig: Je chvdleny. Dreigliedrig: Je ucitelom vZdy chvdleny. Vielgliedrig: Rdd je v tu-
to chvilu odovzddvany prezidentom generdlovi Syrovému. Aus der syntaktischen Hin-
sicht her entféllt der Platzhalter-es und auch wegen stark synthetischem Charak-
ter der Sprache auch er und sie. Auch Prapositionalobjekte, die das eigene Agens
bestimmen, werden durch das Objekt im Instrumental ersetzt (Helbig, Buscha,
2001, s. 145).

2.2 Semantische Beschreibung und Beschrankungen

Das Passiv wird von Verben gebildet, die den Charakter einer Aktion tragen. Die,
die ihn nicht bilden, sind zum Beispiel Modalverben, durch sie das Wetter dar-
gestellt wird, Relationen haben, besitzen, bekommen, erhalten, enthalten. Verben,
die mit Korper- oder Kleidungsstiicken verbunden sind: Er hob den Kopf. Verben,
mit denen der Preis, die Maf}, das Gewicht bezeichnet wird: kosten, betragen, wie-
gen. Kein Passivum gibt es bei den reflexiven Verben mit Ausnahme einer Auf-
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forderung: Heute wird sich aber schon geduscht. Manche intransitive Verben wie:
Es regnet fir Wettererscheinungen, seelische und physische Zustinde, entstehen,
gefallen, abhdngen, fiir Prozesse, Verhaltnisse und Zustinde. Weiter sind Worter
der Ereignisse wie stattfinden, sich ereignen, Redewendung es gibt mit Akkusativ
zu erwdhnen. Aktiv und Passiv wird in beiden Sprachen nur bei den transitiven
Verben benutzt:Die Kommission lehnt den Antrag ab. Der Arzt hat mir dieses Medika-
ment empfohlen. Intransitive verben kénnen so genanntes unpersonliches Passiv
bilden, und das mitEs am Anfang oder einem anderen Satzglieder als Subjekt an
der Stelle(Povejsil, 1987, s. 91, 92).

Nicht nur die morphologische Ebene ist beim gemeinsamen Beobachten des deut-
schen und slowakischen Passivs interessant. Auch die semantische Beschreibung
ist hindurch sehenswert. Das slowakische Attribut trpny, also leidend ist weder
fiir das Slowakische noch fiir das Deutsche Passiv allgemein giiltig: Sie wird dafiir
gut bezahlt. Er wurde in einer Kutsche gefahren. Ihnen wird Essen serviert. Ahnlich
im Slowakischen: Je za to dobre platend. Bol vezeny v ko(i. Je im poddvané jedlo. Das
Passiv ohne Subjekt stellt oft kein passives Geschehen sondern Aktivitaten, die
formal passiven Charakter haben, also Verb stellt nur morphologisch und der Satz
nur rein syntaktisch ein Passiv dar. In der Bedeutung haben also aktivisches Ge-
schehen, es gibt aber eine Distanz in der Aussage. Wir nennen keine Wesen oder
Gegenstdnde (iibernatiirliche Krifte) Es wird hier viel geschrien. Eine Aufforderung
kann lauten: Jetzt wird aber menschenwiirdig verhandelt! Genauso wie im Slowa-
kischen: Tu sa vela krici. Teraz sa ale bude rokovat’ po ludsky. Bei manchen Fillen
wird im Slowakischen eher das reflexive Passiv gebildet, vor allem aufgrund der
schon oben erwidhnten Frequenz in der miindlichen Sprache das reflexive Passiv
verwendet (Helbig, Buscha, 2001, s. 146).

Die Bedeutung des Verbs im Passiv mit werden ist gleich beim aktivischen Verb.
Der Unterschied entsteht nur durch den Blickwinkel des Sprechers oder Schrei-
bers. Der Urheber verleiht Agensorientierung der Aktion. Das Passiv mit sein stellt
keinen Prozess, wie es im Vorgangspassiv der Fall ist, es handelt sich bei ihm nicht
nur um Zustand, sondern syntaktisch um Pradikat mit Partizip II., das aber auch
Eigenschaften eines Adjektivs hat. Der Satz oder verbale Form Die Bank ist weif3
angestrichen ist gleich der Form Es ist eine weifs angestrichene Bank. Es handelt
sich um Vollendung der Handlung des Satzes Die Bank wird weif3 angestrichen.

Wir sehen also, dass der Verursacher der Handlung im aktivischen Satz immer
erscheint, im vorgangspassivischen Satz nicht erscheinen muss und anschlief3end
beim Zustandspassiv vorhanden ist. Die Abgeordneten wurden (vom Volk) gewdhlt.
Die Abgeordneten waren damals schon gewdbhlt. Gleichfalls kénnen wir auch einen
Blick auf die slowakische Variante werfen: Lud volil poslancov.. Poslanci boli voleni
(Tudom). Poslanci boli pred mesiacom uZ zvoleni. Auch hier entspricht die slowaki-
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sche Struktur der deutschen. In der slowakischen Sprache wird aber wiederum
haufiger das reflexive Passiv angewandt.

Sehr gut kann man sich mit dem Passiv beschéftigen, indem die Satzglieder mit
bedeutungstragenden Elementen der Bedeutung gegeniibergestellt werden. Wenn
man also eine semantische Hinsicht mit der syntaktischen nebeneinander legt und
vergleicht. Falls eine Analogie in den entsprechenden Paaren entsteht, handelt es
sich bei dem Satz um Aktiv. Im anderen Fall entspricht das Prapositionalobjekt
dem Agens, so sind wir beim Passiv. So besteht keine Beziehung. Wenn wir Pas-
siv und Agens als ident treffen, konnen wir vom Aktiv sprechen. Seine Majestit
liberreicht [dem Wissenschaftler] einen Orden. (Helbig, Buscha, 2001, s. 147).

Die oben erwdhnten Folgerungen entsprechen mit kleinen Differenzen auch der
slowakischen und tschechischen Struktur. Zum Beispiel handelt es sich beim Pas-
siv nicht um ein Prapositionalobjekt, sondern um ein Objekt im Instrumental. Die-
ses Merkmal geht wieder aus dem stark synthetischen Charakter der slowakischen
Sprache hervor (Helbig, Buscha, 2001, s. 147).

3 Prisentation des Passivs im Wirtschaftsdeutsch-Unterricht
im akademischen Sprachmilieu

Der Unterricht einer Fachsprache an der Universitit oder Fachhochschule sollte
eine Methodik des Studiums und Aneignung der Sprache mit etwaigen Konsul-
tationen der schwierigen Erscheinungen der Fach- oder allgemeinen Sprache be-
inhalten. Sicher ist eine Herstellung des Sprachmilieus der beste Weg zum Erwer-
ben der nétigen Fahigkeiten und Fertigkeiten. Im Konkreten heifst das, Texte im
Deutsch zu lesen und mit ihnen zu arbeiten. Das gesprochene deutsche Wort aus
dem Bereich des Wirtschaftslebens zu horen (auch nebenbei), am besten mit Bild,
wird zu einer automatisierenden Aneignung von Worter, Redewendungen, Fertig-
keiten und Gewohnheiten des Horvestehens. Dabei sind die deutschen 6ffentlich-
rechtlichen Medien ein positives Beispiel flirs Lernen des korrekten Deutschen
mit Mehrwert der allgemeinen Weiterbildung und objektiver Informierung. Eine
wichtige Rolle spielen Sendungen, Informationen, populdr-wissenschaftliche Aus-
legungen, die in muttersprachlichen Sendern nicht vorhanden sind.

Trotz vielen Méglichkeiten des Fachsprachenstudiums werden die Themen wah-
rend des Semesters neu erklart oder kurz geiibt, denn die Fahigkeiten und Fer-
tigkeiten befinden sich bei Studenten nicht auf gleichem Niveau. Alles hdangt von
der frither angewandten Methodik, von der Individualitit des Studenten, vom
Betriebsklima und Unterrichtskultur der Oberschule, vom Typ der absolvierten
Oberschule, der Klasse, bzw. Lerngruppe. Manchmal spielen bei geringerer Lern-
bereitschaft bestimmte Vorurteile und individuelle, auch geerbte Erfahrungen eine
wichtige Rolle.
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Oft erinnert man sich nicht an die korrekte Form eines Passivs, in dem man Vor-
gangspassiv mit dem Zustandspassiv verwechselt: Das Management ist ...statt...
wird verpflichtet folgende Bedingungen zu erfiillen.

In den deutschsprachigen Projekten benutzen Studenten oft Ersatzkonstruktionen
fiir Passiv vor allem, wenn eigene oder zitierte Gedanken allein interpretieren.
Es geht hauptsachlich um reflexive Formen und weniger um allgemeines Sub-
jekt ,man“ mit 3. Person Singular. Das Verb mit reflexivem Pronomen ahnelt der
Muttersprache, also dem Slowakischen oder dem Tschechischen. Diese Formen
scheinen uns einfacher und ibersichtlicher zu sein und es kdnnte so auch das
reflexive Verb als ,ein einfacheres Passiv“ betrachtet werden. Dagegen erinnert
uns das Passiv mit dem Hilfsverb eher an die zusammengesetzte verbale Formen.

Auch die richtige Form des Partizips Il (Perfekt) wird bei Studenten mit Proble-
me begleitet, deshalb wird eine parallele Prasentation des Perfekts, Passiv, bzw.
Wortbildung vom Partizip Perfekt erwiinscht, damit die Studenten die Vielfalt der
Anwendung jener Form besser verstehen.

Dabei ist es auch von grofder Bedeutung in der Parallele die breitere morphologi-
sche Funktion des Hilfsverbs ,werden“ wahrzunehmen. Es kann von Anfang an die
volle Bedeutung des ,werden“ als eines Wortes der Zustandsdnderung und an die
Substantivierung, das Kompositum ,s Werdegang (e)s d-e“ hingewiesen werden.
Gerade diese, durative Art ergibt eine tiefere Begriindung des Vorgangspassivs mit
seinem Hilfsverb.

Es konnte gerade das oben Genannte methodenmafig zu einem Modell-Unterricht
fithren:

= “werden”i ui.o = Zustandsdnderung. =  Perfekt
= Substantivisierung -> r Werdegang (e)s a-e. Wortbildung
= Futurl. \

Es/ ... werden in Person ...+... Partizip Il «— Vorgangspassiv

“ “ sein “ “ <— Zustandspassiv

In der Studium-Gruppe an der Wirtschaftsuniversitit, die zur Zeit sehr umfang-
reich ist (bis 26 Lernenden), ist allen Studenten die Prasentation laut Modellleh-
ren nicht gerecht. Es heifdt, es sollte immer wieder bei Fragen zu den einzelnen
morphologischen und syntaktischen Merkmalen zuriickgekehrt werden, eventuell
beim Beispiel aus der Sprachpraxis einen Moment aufgehalten werden und das
Merkmal mit den Regeln noch einmal erortert werden. Diese ganze Art des Zu-
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trittes zur studierenden Jugend erfordert natiirlich von den Studenten eine Vor-
bereitung, d. h. individuelles Studium und das Horen, Lesen des Deutschen und
Wirtschaftsdeutschen. Wobei soll auch das Schreiben zum Thema der Arbeit und
des Unternehmens im individuellen Studium, oder Hausarbeit nicht vergessen
werden.

Auch Sprechen in deutscher und 6sterreichischer Umgebung ist durch die Nahe
der Grenze und Moglichkeiten von Studienaufenthalten empfehlenswert.

Manche Lehrbiicher setzen die Problematik des Passiv trotz seiner vorrangigen
Bedeutung in der Fachsprache frei im Laufe des Hochschulkurses je nach Thema
der Lektion ein. Passiv diirfte aber exklusive dem einfachen aktiven Satz gegen-
libergestellt werden und als Ubersetzung des Aktivs fiir Bediirfnisse eines kulti-
vierten Fachdeutschen genutzt werden: Die Bauarbeiter der Bankbuilt befestigen das
linke Ufer. ... Das linke Ufer wird von den Bauarbeitern der Bankbuilt befestigt.

3.1 Ein Handelsvertrag im Wirtschaftsdeutsch-Unterricht

Ein Vertrag mit fiktiven Subjekten, Gegenstdnden und Zahlen koénnte einen prak-
tischen Einblick in eine Handelstatigkeit mit sich bringen.

In einem Unternehmen oder einer Organisation werden vorallem die Vertrage zu
Gegenstand sorgfaltiger handelsrechtlicher Vorbereitung der Fassung und Lautung
des Textes, dessen Anfang, also die Vorstellung der Vertragspartner, meistens im
Passiv steht: Der Vertrag wirdzwischen STRADA GmbH und der Stadt Donitz geschlos-
sen.

Als Vorgangsform: Es wirdein Vertrag zwischen Via Styria (weiter als Hersteller) und
Hammern (weiter als Besteller) geschlossen.

Im Paragrafen bei den Pflichten des Herstellers, des Dienstleisters oder des Bestel-
lers kann sowohl Zustandspassiv als auch Vorgangspassiv stehen: Die Seiten sind
(werden) verpflichtet, die Lautung des vorgelegten Vertrages einzuhalten. Alle Ande-
rungen des Vertrages kénnen nur mit félligen, ordentlich mit beiden Seiten bestdtigten
Nachtrdgen 1 bis x gedindert werden.

Die abschlieffenden Paragrafen eines Vertrages werden oft auch verbal passiv dar-
gestellt. Die Autoren der Vereinbarung, weder Rechtsanwilte noch Kaufleute wer-
den nicht bei Namen genannt, sondern ihre Arbeit anonym dargestellt: Angelegen-
heiten, die in diesem Einkommen nicht angefiihrt sind, werden mit jeweils giiltigen
Recht behandelt.

Der Vertrag wird in zwei Gleichschriften ausgefertigt. Jedes Exemplar wird eigenhdn-
dig von Vertragsparteien unterzeichnet.
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Natiirlich kénnen Studenten infolge der Arbeit einen fiktiven Vertrag zusammen-
fassen, und zwar mit besonderem Aspekt auf die passiven Formen.

3.2 Ein Wirtschaftspriiferbericht im Fachdeutsch-Unterricht

Manche Studenten nehmen schon wihrend des Studiums an Wirtschaftspriifer-
Schulungen teil und méchten zum (zur) zertifizierten Mitglied*erin der nationalen
Auditoren-Kammer mittels eines Examens werden. Dabei ist sicher das moralische
Profil des jeden Einzelnen im Hinblick auf das heutige Geschehen in den Korpo-
rationen und Banken zu beachten.

Im Audit, deutsch 6fter als Wirtschaftspriiferbericht genannt, werden Fehler oder
Ungenauigkeiten in der Buchhaltung der Bilanz einer Organisation mitgeteilt. So
miissen syntaktisch bedacht Bewegungen oder Stinde auf den Rechnungen ange-
geben werden und fillige Anordnungen zu den Genaustellungen oder Korrekturen
angefiihrt werden.

Der Wirtschaftspriiferbericht kénnte zu einem Gegenstand einer slowakisch-,
resp. tschechisch-deutschen Ubersetzung werden, soweit die Vorstinde, vor allem
zwecks Borse die Bilanzen der einzelnen Betriebe und Hilfsbetriebe in der Euro-
paischen Union und aufien interessieren.

Auf dem Konto 035 901 werden Holz, Nédgel, Himmer und andere Werkzeuge fiir die
Schallungen gebucht. Dabei wird es empfohlen, dies auf dem Konto 382 547 - das
geringfiigiges Wirtschaftsmaterial zu verbuchen.

Zu dem Datum 4. 4. 2022 wurde auf dem Konto 124203 Reserve - passiver Saldo auf-
gewiesen.

Es kénnte im Wirtschaftspriiferbericht das eigene Konto im aktiven Genus auftre-
ten:

Zum Datum 9. 5. 2022 weist das Konto 753416 - Kosten fiir die Dienstleistungen - einen
Betrag von 11.023,- CZK fiir die Vermietung des LKWs der Firma Recyclingline.

Die Angaben des Wirtschaftspriifers diirfen variiert werden, wie es auch in der
Lautung des slowakischen oder tschechischen Originals modifiziert wird.

Ublich werden durch die miindliche oder schriftliche Handelskommunikation un-
ter den Abteilungen in der Verwaltung der Korporation die richtigen Verrechnun-
gen - Buchungen im IT-System oder in verschieden Systemen kommuniziert, falls
es sie noch im Rahmen des Konzerns, bzw. der Organisationen noch gibt. Diese
tendieren zwar zu einer Aufldsung in einem gesamt organisatorischen System,
bestehen oft immer wieder mit weiteren Fusionen und neuen Akquisitionen. Ein-
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klangsarbeiten und damit verbundene Sitzungen werden auch im grofden Mafde im
Passiv gefiihrt.

Hier kommt es zur Anwendung auch des Infinitivs Passiv mit Modalverben, im
negativen oder positiven Sinne:

Die Erlose vom Verkauf des abgeschriebenen Vermégens sollten auf das Konto 65 011
Ubrige Einkiinfte iberwiesen werden. Bisher wurden sie auf dem Konto 39 829 Er-
trdge vom Verkauf aufgewiesen.

3.3 Ubungen

Die Ubungen und Festigungen kénnten mit einer Recherche nach Passiv in einem
O6konomischen Artikel begonnen werden. Auf solche Weise werden Studenten zum
schnellen Lesen mit Aufmerksamkeit auf das Wichtigste und das Gesuchte auf-
gefordert. Noch interessanter wire die Nutzung eines Podcast zur 6konomischen
Situation in Deutschland.

Es werdem weiter Beispiele aus dem aktuellen Leben auf dem Campus gesucht.
Ein*e Student*in und anderen die Kommilitonen kénnten auch das passive Objekt
sein. Dabei entfallt das allgemeine ,es“ und Student wird zum formalen Subjekt der
Aktion:

Franz studiert fleifSig an der WU Wien. ...Franz wird an der WU gut gebildet ...(besser
im Prateritum Passiv) ...Norbert wurde an der WU Wien (aus)gebildet.

Folgend diirfen Aufgaben und Ubungen aus einem oder verschiedenen Ubungs-
oder Kursbiichern benutzt werden, die analog in verschiedenen Varianten im
Fachdeutschunterricht weiterverwendet werden konnen:

e Sagen Sie es anders (im Passiv):
Man griindet stdndig neue Filialen. ...
Der Schlager der Marke verkauft sich schnell ...,

¢ Ergdnzen Sie Passiv:

Der Ford Mustang .................... inden USA ..................
(herstellen).

ES oo dariiber schon heftig ...
(diskutieren).

e Bilden Sie aktives Geschlecht:
In den VAE werden modernste Gebdude konstruiert.
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e Bilden Sie Passivformen im Prateritum (Culenové et al, 1987, s. 202):
Zur Firmenfeier werden auch Familienmitglieder eingeladen. ...

e Setzen Sie die Sitze richtig zusammen(Aufderstrafie et al., 1994, s. 172):

Tab. 1 Aufderstrafie et al. Lehrbuch Themen

Karosserie wird Am Ende der Herstellung zusammengeschweifst.
Die fertigen Produkte robotisch geformt.
Die Korosserieteile von automatischen Pressen kontrolliert.

werden

 Tatigkeiten in einer Korporation. Was passiert hier? Schreiben Sie:

Tab. 2 Schiittelkasten

Dokumente kopiert Kaffee gekocht

Uberweisungen eingegeben

D)

e Jemand fragt nach einem Rezept, erkliren Sie es ihm. Verwenden Sie dafiir
Passiv (Aufderstrafde et al., 1991, s. 153):
a) Die Hendlstiicke zuerst im fliefSenden Wasser waschen.

D) e
a) Das Hendl wird zuerst in Stiicke geschnitten (Aufderstrafde et al., 1991, s. 154).

)
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Tab. 3 Themen, Arbeitsbuch

Inver Subjekt Verb Sub- Adverbiale Adverb. Bes- Adverb.Be- Verb in
sions- Best. Jjekt Bestimmung timmung des stimmung unbestimmter
signal Form der Zeit Ortes Form
al___ Das wird zuerst im flieffenden gewaschen.
Hendl Wasser

4 Verwendung des Passivs in der akademischen Sprache

Haufigkeit des Passivs in den akademischen Schriften hingt mit den grundsatzli-
chen Methoden der Forschung zusammen, hauptsidchlich mit der Deduktion der
konkreten Kenntnisse in die theoretischen Verallgemeinerungen. Die Verallgemei-
nerungen miissen dann logische Formen des Passivs oder seiner Vertreter haben.
Wobei das eigentliche ,echte” Passiv bevorzugt wird. Passiv entspricht auch besser
einem hohen Mafde an Abstraktheit des akademischen, bzw. wissenschaftlichen
Stils. Die Beschreibung der wissenschaftlichen Forschung ermdglicht ebenfalls im
optimalen Mafistab gerade das Passiv, wobei die Ubersichtlichkeit voll zur Geltung
kommt. Indirekten Einfluss auf die Benutzung des Passivs in akademischen Schrif-
ten hat strikte Unpersonlichkeit, die die Verwendung der Personen, Gegenstidnden
vor allem in den Resultaten der wissenschaftlichen Tatigkeit, das heifd3t in der
Darstellung einer Theorie, vermeidet (Fiser, 2017).

Allgemein kann man oben erwdhnte Merkmale der Benutzung des Passivs auch im
gesamten Fachstil beobachten. Zum Beispiel in den Schriften der Behorde finden
wir zum heutigen Tag nach aktuellen Forschungen das Passiv in 26% der Satze,
dagegen 15% in allgemeinen Texten. 14% der Sdtze haben noch einen passivi-
schen Charakter: Die Gebiihren sind an der Kasse einzuzahlen! Oft kommen Adjektive
mit -bar vor: machbar, verwertbar, durchfiihrbar, verwendbar, denkbar, unsagbar,
trennbar (Adamcova, 2018, s. 32).

An der Okonomischen Hochschule in Prag wurde bei den Nachforschungen auf
dem Lehrstuhl fiir Deutsch in den beobachteten Essais in 57 Fallen ein Fehler
im Passiv, also 1,7 Prozent der grammatischen Fehler vorgefunden. Die Studen-
ten machten Fehler in dem sie den Zustands- und Vorgangspassiv verwechsel-
ten. Auch die Professorin Véra Héppnerova von der Okonomischen Hochschule
in Prag macht auf Grund ihrer Forschung auf die irrefithrende und falsche These
aufmerksam, dass der Unterschied zwischen Vorgangs- und Zustandspassiv oft im
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Tschechischen mit Aspekt, slowakisch und tschechisch vid, dargestellt wird. Dem
deutschen Vorgangspassiv entsprechen im Tschechischen perfektive und auch im-
perfektive Verben, dem Zustandspassiv perfektive Verben. Es wurden bei diesen
Forschungen Fehler beim Unterscheiden des Zustands- und Vorgangspassivs fest-
gestellt. Zum Beispiel: Die ganze Produktion IST vom Staat geplant und reguliert.
Oder Mit der Werbung WERDEN auch Nachteile verbunden. Weitere Fehler waren
in Partizip Perfekt:MisGEbraucht. Wird GESUNKENstatt wird gesenkt. ImInfinitiv
Passiv fand man produziert SEIN kann oder es wurde die Kongruenz des Subjektes
mit dem Pradikat nicht respektiert (Kalouskova, 2015, s. 92).

5 Résumé

Wegen seiner Schliisselrolle in der Fachsprache sollte das passive Genus Verbi
als vorrangiges Thema in den Fachhochschulen ausgelegt werden. Dies kdnnte
von der Praxis her, also von konkreten Texten, Prasentationen der Produktions-
und unternehmerischen Absichten verwirklicht werden. Oder umgekehrt bei dem
theoretischen Ausfithren mit Beispielen aus der Praxis.

Die strukturelle Ndhe des Deutschen zur slowakischen und tschechischen Sprache
erzeugt einen mafiigen positiven Transfer beim Erlernen der Fach- und allgemei-
nen deutschen Sprache. Aus anderer Hinsicht her wirkt im Bereich Passiv das
dominierende generelle oder Business English, trotz des germanischen Ursprungs,
eher auf die Deutschlernenden verwirrend und verursacht dabei oft sprachliche
Interferenz.

Im Allgemeinen sollte die Aneignung des Passivs in der Fachsprache Deutsch von
Studenten der Okonomie keine grofen Hindernisse bringen. Die Voraussetzung
dafiir ist aber eine vorrangige Aufmerksamkeit und besondere Stelle diesen Er-
scheinungen in dem Fachdeutschunterricht zu widmen. An den Beispielen und
Texten aus der wirtschaftlichen Praxis kdnnen sich die Studenten selbst von der
Unerlasslichkeit dieser Form iiberzeugen.
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Assessing proficiency in English for Specific Purposes:
the case of Aviation English

Sinisa Prekrati¢, Ivana Francetié

Abstract: Assessing language proficiency in aviation has been a contentious matter. In 2003
the International Civil Aviation Organization (ICAO) introduced a standard for assessing pro-
ficiency in English for licencing pilots and air traffic controllers involved in international op-
erations. ICAO’s Language Proficiency Requirements (LPRs) articulate this standard mainly
through the language proficiency rating scale and a set of holistic descriptors of various cat-
egories of linguistic performance. The main focus of this attempt at standardization - the
language proficiency rating scale - has since its creation come under considerable criticism
from both linguists and aviation professionals for different reasons. Furthermore, although
ICAO did impose a standard of minimum language proficiency, it currently does not offer
a standardized test for assessing the minimum required level of this proficiency. Thus, both
the standard for determining successful performance and the assessment tools used for this
variety of English for specific purposes have been a focus of continuous research and debate.
In our paper we will present the key points of this debate with a particular focus on how
they can inform theoretical and practical problems of ESP proficiency assessments. First, we
will present why ICAQ’s attempt at standardization of minimum proficiency requirements
has garnered so much criticism. Second, we will talk about problems with validating Aviation
English tests. In our conclusion, we will bring these two points together to show what assessing
proficiency in Aviation English can teach us about ESP testing in general.

Key words: aviation English, English for specific purposes, language proficiency assessment

Introduction

When it comes to language for specific purposes (LSP), Aviation English (AE) has
a bit of a unique character when compared to, say, Business English or Academic
English or English for tourism in that the concern for safety of the participants
is key. Miscommunication at a business meeting with foreign investors or while
communicating with a tourist office during your holliday can be unpleasant, but
nowhere near the level of unpleasantness that miscommunication between a pilot
and an air traffic controller (ATCO) can reach. Aviation today is a technologically
advanced, highly complex industry in which automation, endless safety proce-
dures and redundancies in critical systems have greatly reduced the possibility
of a critical malfunction of an aircraft. Human factors, on the other hand, feature
prominently amongst causes of aircraft accidents with U.S. National Aeronautics
and Space Administration (NASA) Aviation Safety Reporting System (ASRS) stat-
ing that more than 70 per cent of incidents reported involved problems with
information transfer, primarily related to voice communication (Dale, 2016). It is,
therefore, somewhat surprising that the international standardization of language
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proficiency in aviation is a fairly recent development. In this paper we would like
to do three things - firstly, briefly present the state of the language proficiency
assessment in AE; secondly, present some theoretical problems that the standard-
ization of language proficiency requirements in aviation brought forth; finally, we
will try to show how problems with AE language proficiency testing can inform
our thinking about English for specific purposes (ESP) assessment in general.

Implementation of Language Proficiency Requirements

After several high-profile aviation accidents in which communication problems
were a significant contributing factor, the International Civil Aviation Organization
(ICAO), a branch of the UN, has in the early 2000’s established a set of minimun
language proficiency requirements all pilots and ATCOs working in international
aviation are required to meet. Following implementation problems in some ICAO
member countries, the deadline for national civil aviation authorities to certify the
language proficiency level of aviation personnel was finally set for March 2011.
This is not to say that AE tests had not existed before 2011 or that linguistic
performance of pilots and ATCOs had not earlier been assessed on different levels
and in different training organizations, but international, ICAO mandated mini-
mum requirements - ICAO Language Proficiency Requirements (LPRs) have only
been around for more than a decade.

What, then, are the instruments that ICAO employs for assessing language profi-
ciency levels? The assessment criteria developed by ICAO are defined primarily
through the ICAO rating scale and accompanying holistic descriptors. Two addi-
tional documents, Manual on the Implementation of ICAO Language Proficiency Re-
quirements and ICAO Cir 318 Language Testing Criteria for Global Harmonization
were produced to help guide the testing process and test design. The ICAO rating
scale defines six levels of language proficiency ranging from pre-elementary (Level
1) to expert (Level 6) across six skill areas of linguistic performance: pronuncia-
tion, structure, vocabulary, fluency, comprehension and interaction. The five holis-
tic descriptors provide more general characteristics of proficient speakers and
establish the context for communication. The descriptors state, for example, that
“proficient speakers shall communicate on common, concrete and work-related
topics with accuracy and clarity”; “use appropriate communicative strategies to
exchange messages and to recognize and resolve misunderstandings (e.g. to check,
confirm, or clarify information) in a general or work-related context”, etc (ICAO,
2010, 4.5.3). Pilots and ATCOs are required to have at least level 4 (operational)
in order to work in international air traffic. Additionally, a test taker must demon-
strate proficiency at level 4 in all categories of the scale to receive a level 4 rating.
Since the basic goal of testing is to assess radiotelephony (voice) communica-
tion between pilots and ATCOs, tests include only speaking and listening tasks,
while proficiency in writing and reading is not tested. Tests normally consist of
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an introductory interview part and various listening tasks in which primarily the
candidate’s use of standard phraseology in English is evaluated. ICAO recommends
testing centers to use two examiners during testing, one a language expert and the
other a subject matter expert.

Here it is important to note that while ICAO did design the minimum LPRs and
the accompanying descriptors to be used in the assessment process, it does not
actually provide a standardized test that test centers could use during assessment.
Aviation English testing centers design the tests which are then forwarded to the
national civil aviation agency which checks the compliance of the test with ICAO’s
language proficiency requirements. The national aviation agency then has the final
word on whether a test can be used in a particular country or not. The final
result is that there is a number of available tests on the market, all certified by
their respective national authorities and with sometimes quite different levels of
compliance with the LPRs set forth by the ICAO. Describing this situation, Read
and Knoch (2009, p. 21.8) state:

“the decision to adopt a proficiency scale but not to mandate a particular test has created uncertain-
ties for test developers about the type of assessment that will meet the ICAO goal of ensuring that
pilots and controllers in international aviation can communicate adequately through radiotelephony
in a variety of situations”.

In 2008, during the LPRs implementation process, a paper was published by
Charles Alderson which aimed to validate the tests then available on the market
(Alderson, 2008). A two-part survey was sent to 74 organizations whose tests
were used for licensure of pilots and ATC with detailed questions on aviation
English testing. Alderson reports receiving only 22 responses, and although he
does not take non-response as proof of inadequacy of the organization’s test, his
conclusion is that “in only a minority of cases was there evidence of adequate
concern for quality control and public accountability” (Alderson, 2008, p. 15). The
concern about the lack of standardization of training and monitoring for raters
was also brought up in discussions of AE tests validation (Alderson, 2009).

As a result of this and similar concerns, in 2011 ICAO launched the Aviation
English Language Test Service (AELTS), a service which helps test providers by
evaluating their tests. A team of experts consisting of both language experts and
subject matter experts evaluates the tests submitted and publishes on its website
the list of those that have passed the evaluation process and that meet the ICAO
LPRs. Test providers whose tests do not pass the evaluation process are provided
with feedback on how their tests might be improved. There is a variety of AE
tests available on the market today and between them, there are quite a few
differences. Some of them are designed specifically for pilots or ATCOs. Some of
them include more tasks involving standard phraseology, some of them less. They
differ in the number of levels of the ICAO scale that they evaluate. They also
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differ in the number of tasks which focus on simulating real-life communicative
situations involving pilots and ATCOs. Even though they all refer to ICAO LPRs,
the competence that they are supposed to be evaluating can seem rather abstract
and vague. Farris and Turner (2015, cited in Farris, 2016, p. 83) state that “despite
this quite specific goal in a quite specific context, the construct of communicative
effectiveness in relation to the ICAO LPRs remains elusive”.

Problems with LPRs

One of the most glaring problems with the basic instrument of language profi-
ciency assessment in aviation is with the descriptors of the rating scale categories.
Distinguishing between levels is sometimes quite complicated within a particular
category as the definitions of the levels only differ in the use of adverbials of
time. For example, the difference between levels 3, 4 and 5 for the pronunciation
category is only in the use of adverbials frequently, only sometimes, and rarely. Pro-
nunciation category for level 4 states: “Pronunciation, stress, rhythm, and intona-
tion are influenced by the first language or regional variation but only sometimes
interfere with ease of understanding” (ICAO, 2010, 4.6.2). Although the adverbials
mentioned can be quantified, rating a candidate’s performance only on the basis
of a difference between frequently and only sometimes is in practical terms ex-
tremely problematic, especially considering that the candidate’s license and career
are on the line. Additional issue with the scale is, for example, how to interpret
a candidate taking a long time to answer - is this a failure of fluency, interaction,
or are they having problems remembering an item of vocabulary? Vagueness of
the descriptors of the scale in this very basic regard has been commented on
(Farris, 2016) and never resolved satisfactorily. Despite some persuasive calls for
reexamining this basic instrument of language proficiency assessment in aviation,
it remains in place.

Another point of contention is the idea of the standard of expert performance.
ICAO’s guidance document, the already mentioned Manual on the Implementation
of Language Proficiency Requirements articulates a somewhat contradictory view of
the position of native speakers in the language proficiency assessment. The man-
ual states that “ICAO language proficiency requirements apply to native and non-
native speakers alike” (ICAO, 2010, 5.3.1.1) and that “native speakers are under
the same obligation as non-native speakers to ensure that their variety of English
is comprehensible to the international aviation community” (ICAO, 2010, 5.3.1.4).
The responsibility for successful communication does not rest solely on the non-
native speakers - “native and other expert users of English should refrain from
the use of idioms, colloquialisms, and other jargon in radiotelephony communica-
tion and should modulate their rate of delivery” (ICAO, 2010, 5.3.1.4). However,
the scale itself, especially at the expert level, seems to imply a native speaker as
a standard according to which the expert performance is measured. References to
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“idiomatic vocabulary” and “cultural subtleties” (ICAO, 2010, A-7) clearly point to
native-like speech, contradicting the seeming equality that NS and NNS enjoy in
the guidance documents.

Farris (2016, p. 86) contrasts the ideas of the native speaker and English as a lin-
gua franca (ELF) as standards and asks: “in the absence of a native speaker stan-
dard for testing purposes, what should the standard for expert performance be?”.
Even though ELF studies point to the establishment of standards for testing that
are not based on native-like speech, numerous varities of ELF and difficulties in
providing a unified linguistic description of ELF prevent us from answering the
question. The issue is summarized by Farris (2016, p. 86) in the following manner:

“ICAO’s intentions for native/expert level speakers outlined in the guidance material of Document
9835 reflect an ELF perspective, even if the operationalized role of the native/expert speaker in the
policy and the descriptors in Level 6 of the rating scales reflect a native speaker standard at the
expert level”.

Assessment criteria

Several authors (Moder and Halleck, 2009; Farris, 2016), have remarked that the
AE assessment criteria as they are defined in the ICAO rating scale seem to be
referencing general linguistic concepts such as fluency or pronunciation without
actually mentioning anything specific in the aviation domain. Even though the
guidance documents state that “language proficiency is necessarily linked to par-
ticular uses of the language” (ICAO, 2010, 2.3), the criteria point to quite abstract
linguistic concepts unrelated to everyday pilot - controller communication.

This markedly linguistic slant on the assessment criteria in AE and in LSP in gen-
eral is something that Dan Douglas discusses in an article dealing with the deriva-
tion of assessment criteria in testing (Douglas, 2001). In the article he recounts
a study from Sally Jacoby’s dissertation which deals with conference presentations
delivered by a group of physicists. Jacoby observed that the participants of the
study, all subject matter experts, in evaluating each other’s presentations, used
remarkebly non-linguistic criteria to evaluate the presentations. Douglas states
that during the assessments “no normative standard based on the notion of na-
tive speaker, including those of linguistic accuracy and style, was in force” (2001,
p- 172). He concludes that in the LSP environment assessment criteria employed
by test designers and subject matter experts are quite different. Douglas uses
Jacoby’s term “indigenous assessment criteria”, which she defines as “those used
by subject specialists in assessing communicative performances of apprentices in
academic and vocational fields” (Jacoby, 1998, cited in Douglas, 2001, p. 175) and
contrasts it with linguistically-oriented criteria. He goes on to argue for “the im-
portance of considering assessment criteria that are derived from the analysis of
the target language use domain in the development of LSP tests” (2001, p. 183).
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In a similar vein, Knoch (2009, cited in Farris, 2016, p. 87) in a validation study of
the ICAO rating scale makes use of stakeholder feedback to evaluate the descrip-
tors. Stakeholders were pilots and ATCOs and in the feedback they reported that
“some of the descriptors were not relevant to the work context of controllers or
pilots (particularly at level 6), that the descriptors were too vague, and that there
was a lack of congruence in the terms of the skills and abilities across levels of
the scales” (Farris, 2016, p. 88). Regardless of whether we take Knoch’s findings
as pointing towards the need to reconsider the ICAO LPR’s or not, it seems clear
that the involvement of stakeholders in the testing validation process and focus
on target language use situation will help us reconsider how we assess language
proficiency in LSP.

What conclusions can we make about ESP proficiency
assessment in general?

The problems with the current state of language proficiency assessment in AE
that we have presented here point to several important observations. First, that
in designing assessment criteria contributions from various stakeholders are im-
portant. Exclusion of indigenous testing criteria seems to lead to linguistically-
oriented tasks which tend to neglect target language use situations. Secondly, the
idea that the native speaker is a standard of expert performance has a lot of
implications for both testing and teaching LSP. These implications are of a highly
practical nature and should be considered when thinking about and designing LSP
courses. Finally, the lack of clarity sorrounding the idea of performative compe-
tence leads to inconsistent assessment criteria, as was demonstrated on the con-
siderable variety of AE tests in circulation today. The domain of Aviation English
has witnessed continuous research into and debate around language proficiency
assessment standards and criteria. Key points of this debate revolve around the
ICAO rating scale which has been at the center of the efforts to impose a global
set of linguistic standards on an expanding and technologically advanced industry.
The questions raised in the course of this debate are worth asking in any LSP
teaching and assessment programme.

List of abbreviations

AE - Aviation English

AELTS - Aviation English Language Test Service
ASRS - Aviation Safety Reporting System

ATCO - Air Traffic Control Officer

ELF - English as a lingua franca

ESP - English for specific purposes

ICAO - International Civil Aviation Organization
LPR - Language Proficiency Requirement
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NASA - National Aeronautics and Space Administration
NS - native speaker
NNS - non-native speaker

References

ALDERSON, C. (2008). Final Report on a Survey of Aviation English Tests. http://www.ealta.eu.org/
documents/archive/alderson_2008.pdf, retrieved 24 October 2022.

ALDERSON, C. (2009). Air safety, language assessment policy, and policy implementations: the case of
Aviation English. Annual Review of Applied Linguistics, 29, 168-187

DALE, W. (October 20, 2016). Failure to Communicate. Flight Safety Foundation. https://
flightsafety.org/asw-article/failure-to-communicate/

DougLAs, D. (2001). Language for Specific Purposes assessment criteria: where do they come from?
Language testing, 18(2), 171-185.

FARRIS, C. (2016). Aviation language testing. In ESTIVAL, D., FARRIS, C. AND MOLESWORTH, B. (Eds),
Aviation English: A lingua franca for pilots and air traffic controllers. (pp. 75-91). Routledge.

ICAO (2010). Manual on the implementation of ICAO language proficiency requirements (2nd edn). ICAO
Doc 9835. Chicago, IL, USA: International Civil Aviation Organization.

MODER, C.L. & HALLECK, G. B. (2009). Planes, politics and oral proficiency testing international air
traffic controllers. Australian Review of Applied Linguistics, 32(3), 25.1-25.16.

READ, |, & KNoCH, UTE. (2009). Clearing the air: Applied linguistic perspectives on aviation
communication. Australian Review of Applied Linguistics, 32(3), 21.1-21.11

Authors

Sinisa Prekrati¢, MA in English language and literature, e-mail: sprekratic@fpz.hr, Faculty of Transport
and Traffic Science, University of Zagreb

SiniSa Prekrati¢ is a lecturer at the Faculty of Transport and Traffic Sciences, University of Zagreb,
where he teaches Aviation English. He also teaches English for Academic Purposes and Speaking and
Presentation Skills in English at the Department of Communication Studies, Faculty of Croatian Studies.
He has taught General English and English for Specific Purposes courses and worked in lexicography
and publishing.

Ivana Franceti¢, MA in English language and literature, e-mail: ifrancetic@unizg.hr, Faculty of Trans-
port and Traffic Science, University of Zagreb

Ivana Franceti¢ is the Head of Chair for Aviation English at the Faculty of Transport and Traffic
Sciences, University of Zagreb. She teaches Aviation English and Radio-telephony Communications to
military pilot, civil pilot and air traffic control students. She finished ICAO Aerodrome Control Course
052 and ICAO Approach Radar Course 053 at Bailbrook College, Bath, Great Britain. Since 2009 she
is an ATPL Theoretical Instructor at HR/ATO 002 and Senior ATC Instructor for the ATCO CCC Initial
training at HUSK. In 2008 she was certified as RELTA (RMIT English Worldwide, Melbourne, Australia)
test examiner and rater for English language proficiency test for pilots and air-traffic controllers as
required by ICAO.

180 Best practice / Innovation



Transferable skills in ESP
Daniela Dlabolov3, Eva Coupkové

Abstract: The demand for transferable skills as an integral part of English for Specific Purposes
(ESP) courses taught to science students has been expanding for at least the last decade due
to the increasing interdisciplinary and international cooperation within various fields. The
need for the linguistic competence of science graduates not only in their area of expertise,
but also within the broader context of their professional and social activities, has provided
the educators with the opportunity to enhance the educational impact of ESP courses. For the
purposes of this paper, transferable skills may be operationally defined as a set of oral and
written communication skills based on the content knowledge of specific science disciplines
which ESP learners acquire and practise in various semi-authentic situations.

The paper will discuss the role of transferable skills in higher education and the design of
ESP courses, with a special emphasis on three specific areas: skills related to providing peer-
feedback, skills needed for mediating meaning, and finally the ability to verbalize evidence of
one’s achievements. These competencies are not only transferable, but also soft or communica-
tion skills that may be especially challenging to our science students since they require not only
logical and analytical thinking but also adaptability and awareness of the role of emotions in
human interaction. Sample activities will be described as useful for promoting and practising
these skills.

Key words: ESP, higher education institutions, science students, transferability, employability

Introduction: Defining transferable skills

“Every skill you acquire doubles your odds of success”, claimed a well-knows car-
toonist Scott Adams (Gallo, 2013). This may be even more valid for skills that
can be applied in multiple areas or situations. Their added value is the possibility
of transition between various environments, projects or roles - simply put, these
skills can be seen as transferable.

There is no agreement on the definition of transferable skills as different authors
have different views of the problem. Christof Nagele and Barbara E. Stalder see
transferable skills as skills “that can be used to act efficiently in different real-life
situations” (739), i.e. skills that are acquired in one context and then applied and
reused in a new context. Transferable skills are often referred to by various alter-
native labels, such as basic skills, generic skills, key skills or life skills. A common
name given to transferable skills is employability skills because they enhance a job
applicant’s chances of being hired and are important in recruiting new employees
- they guarantee that an individual becomes quickly competent in new situations
(Rarrek and Werner, 2012, quoted in Néagele and Stalder, 2017, p. 740). According
to the Recommendation of the European Parliament and of the Council of 18 De-
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cember 2006 on key competencies for lifelong learning (2006, quoted in Néagele
and Stalder, 2017, p. 740), these skills comprise, for example, communication in
a foreign language, digital competence, and social and civic competence.

We have no single or definitive list of transferable skills or skills in general in that
matter. A good working model of skills was developed by Ruth Bridgstock who,
apart from discipline-specific skills, that are traditionally included in university
curricula (37), discusses also the aforementioned employability skills, underpin-
ning traits and dispositions, such as openness to experience, initiative or sociabil-
ity, generic skills including working in teams and written and verbal communica-
tion, self-management skills related to the individual’s perception of themselves in
terms of values, interests and goals, and, finally, career building skills connected
to the ability of finding and using information about careers and world of work
(35-38). All these technical and non-technical skills can be seen as necessary
building blocks leading to a success in launching and maintaining fulfilling careers,
establishing satisfying cooperation across fields and disciplines, also internation-
ally, and generally promising a happy personal life.

Transferable sKills in higher education

As of lately, transferable skills have started to play a marked role in the education
at universities. Isabella Stefanutti in her unpublished dissertation traces the evolu-
tion of this institution as, firstly, an ideology-based nest of dominant elites, later
a research-focused centre, and finally, in the last fifty years, the entrepreneurial
establishment promoting human capital, innovation and commercial applications
contributing to the knowledge society (4-5). Nowadays, there seems to be a con-
sensus that universities should provide not only subject-specific knowledge, but
also develop further skills useful for the student’s future life and employment.
Universities, therefore, have started to focus on a broader career management
competence in students (Bridgstock, 2009, p. 32). The question is, however, how
these skills should be transmitted and taught. As Stefanutti suggests, they could
be included within the discipline-specific courses belonging to the curriculum or
structured as a part of the extracurricular training. Frequently, universities es-
tablish special counselling or advisory units called Professional Services (11) or
Career Centres that help students launch successful careers and provide training
and workshops. Last but not least, we believe that transferable skills should be
included in university language courses.

Just to illustrate the point that the universities’ managements are aware of the
importance of these transferable skills, we mention a local example giving a short
quote from the document adopted by our home institution, the Faculty of Science
of Masaryk University, in 2021, called the Long-term Development Strategy. The
aims comprise, among others, “providing excellent science education at all levels
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of study, enabling the relevant employment of graduates in all spheres” (9), which
includes both developing the key competencies for future employability and estab-
lishing contacts with prospective employers, thus preparing the graduates for the
requirements of practice.

The second point is directly connected to the importance of foreign languages and
interpersonal skills as prominent competencies that help “strengthen the internal-
isation of study, student mobility and teaching cooperation” (10). Students should
obtain the international experience crucial for their future chances of employment
in the international environment.

Transferable skills in ESP courses

We believe that transferable skills should form an important part of language
teaching and our ESP courses. Learning and using a foreign language is not only
a practical and analytical process focused on understanding and interpretation
of ideas and concepts, which our students practise enough in their discipline-
specific courses, but mainly a communicative and cooperative activity. This, as
most students nowadays realize, will form the crucial part of their occupational
tasks in their prospective jobs. They will probably be working in multi-disciplinary
and international teams and find it necessary to explain and communicate the
key concepts and targets also to people outside their fields - grant providers,
investors or the general public - in a comprehensive and persuasive way. They
can learn how to manage this in their ESP classes.

Therefore, in our ESP courses for science students, we practise some concrete
tasks building up the employability skills, such as writing a CV, cover letter,
conducting job interview simulations and presenting a research project. But, in
a broader sense, we aim at transferability while training more general commu-
nication skills, typically argumentation, negotiation, and planning. These are of-
ten categorized as soft skills and as such, they are undoubtedly the desirable
attributes of a successful job applicant. In their language classes, students become
aware of their soft skills and learn how to verbalize and exemplify them. Later, in
a communication with a potential employer, they should be able to explain what
skills they can contribute to the company or institution.

In the next part of our paper, we are going to discuss these three specific areas:
skills related to providing peer-feedback, skills needed for mediating meaning, or,
in other words, the comprehensible transfer of discipline-specific information, and
finally the ability to verbalize evidence of one’s achievements. We have chosen
these areas because the encompassed communication skills might be challenging
for STEM (science, technology, engineering and mathematics) students, who often
possess strong logical thinking abilities and like to base communication on facts
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and reason but, on the other hand, seem to underestimate the role of emotions,
changeability, and simply the interferences of human factors.

Peer-feedback skills

In an article addressed to students, psychology professor Drew Appleby demon-
strates that the classroom skills related to adaptability, overcoming obstacles or
having productive relationships with the others are overlapping with the skills
which will help students thrive in the workplace after they graduate (Appleby,
2017). We can consider peer-feedback skills as part of these because peer-
feedback is valuable in the progress towards achieving one’s goals both in aca-
demic and professional areas. In an academic setting, peer-feedback is provided,
for example, to writing essays, or team-work on student projects or class pre-
sentations. Similar processes are useful at workplaces where strong writing, pre-
senting and team-work related skills are required and the feedback to them is
understood as a component of life-long learning.

When working with students of undergraduate courses, we often encounter diffi-
culties in implementing peer-feedback. These students may be reluctant to engage
in the activity because they may be unaware of its value and may lack evaluative
competences. They simply offer comments such as “The presentation was good,”
or “It was okay” Sometimes they seem unwilling to comment on the work of the
others and to accept the evaluation of their own work from someone other than
the teacher. The reasons for constraints are probably related to the adaptation
process when moving from secondary to tertiary education. As suggested in the
study by Harvard psychologists, the cognitive and psychosocial abilities in this age
category are still influenced by higher sensitivity to social evaluation while under-
standing the emotions and thoughts of other people gradually deepens, which is
proved by measurements of responses in brain areas reacting to socio-affective
information (Somerville, 2013).

Another factor might be the students’ strong interest in their science discipline
contrary to little concern for the development of interpersonal skills. They expect
working with facts and discussing the discipline-related knowledge, not discussing
the development of their classmates’ skills on top of counting with emotions. They
are not yet able to see the links of their interpersonal skills to the achievement of
their academic goals. As teachers of language courses, we therefore have an ideal
opportunity to introduce undergraduate students to the potential of peer-feedback
for their studies and their soft skills development.

Thus, beneficial feedback should be specific and should describe what the ob-
server can see in the performance of a certain task. Can the observer recognize
a strong point, or a weak point? These questions might present a cognitive chal-
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lenge but if a student can say: “It was good,” we should elicit a reason and some
evidence for this claim. The description of the observations can be guided by some
evaluative questions, as suggested by Catlin Tucker:

What is the strongest aspect of this work? Why do you think this is well done?
What is surprising for you? Why is it thought-provoking?

What is one thing that you are not clear about? Where will more explanation help?
Where would you make a small change? How would you re-do this part? (Tucker,
2021).

Alternatively, we can scaffold the peer-feedback to a certain performance with
the method of “Start, Stop, Continue” which is suitable for gathering anonymous
written suggestions. Each individual in the class recommends something under
the three verbs and the feedback recipient can see if any points tend to be rec-
ommended repeatedly; these would be worth dealing with. To illustrate, let us
mention several examples: “using a spellchecker” for Start, “writing informally”
for Stop, and “clear structuring” for Continue. These recommendations should be
supplied with a brief description of how the item will help, or an example of how
the item is manifested in the text, e.g. “clear structuring; the idea is easy to follow.”

Another tool for peer-feedback is the use of checklists which include items re-
quired for completing the task successfully. These are largely the items already
described in the task instruction, but they might be misunderstood or overlooked.
We consider checklists very practical, if kept simple, because they help prevent
failure due to the non-fulfilment of the task instruction. A student can work with
a checklist individually; however, with a peer, the author receives confirmation
and reassurance, or another perspective on the evaluated element.

Besides this “recognition” level which relates to strengths and weaknesses, we
work with a “referential” level characterizing the concept. Students should arrive
at answers to certain questions about the principles: Who/What is the object
of peer-feedback? What is the purpose? What makes good peer-feedback? Here
we can show some examples of feedback in situations relevant to the students’
experience. These examples, either in the form of a video or a text, show the
characteristics which make up effective feedback and also point out the elements
which are not desirable. We strive to show students that feedback is bound to the
goals which we set at the beginning of the learning period. Specific steps leading
to these goals are reflected in the assessment criteria and students can make use
of them if the teacher shares and explains them. Students can simply be given
a rubric, or its modified version, with a scale aligned to the expected standards
and refer to this tool while giving their feedback. These steps help create the
prerequisites for concrete and targeted peer-feedback.
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Finally, it is useful to show that the emotional aspects of feedback play an im-
portant role for the recipient to be able to accept it at all. Should the feedback
provider fail to maintain a respectful atmosphere, hardly will the recipient want
to make any improvements. The respect for the feedback recipient can be demon-
strated in seemingly less significant things such as the sitting arrangement, start-
ing the communication with a positive point and encouraging the form of a dia-
logue.

Mediating meaning

Current methodology moves away from real-life remote approaches that teach
language as a list of items. Language is now understood as a means that enables
mental activity in which participants react to each other, interpret each other’s
meanings and utilize them. In this approach, it is not very useful to deal with
extensive explanations of theoretical rules and then carry out exercises. It is much
better to proceed by working with the relationships between the individual parts
of the syllabus aiming to achieve a functioning whole. For these reasons, we build
our syllabi around tasks, simulations or projects where there is always a need for
the transfer and application of information.

One type of task where our students gain practice in facilitating the information
transfer is playing the role of a chair in simulations of various social events such
as student conferences or round-table debates. Being in this role makes students
aware of a range of responsibilities put on a chairperson from preparing, knowing
the participants’ professional background and their main ideas, to understanding
a basic etiquette for the situation and, above all, working with the meanings of
the participants’ words. This means managing the flow of the communication,
linking individual points to one another, and summarizing or reformulating dif-
ferent utterances. The purpose of such communication management is to enable
all participants to comprehend the speakers’ ideas. It is quite demanding but the
connection of the task to a real-life social role makes it highly engaging.

Difficulties emerge when students speak about their research and describe
a discipline-specific concept unfamiliar to their audience. Here we can follow
the CEFR recommendations (Council of Europe, 2020, pp. 117-122) and focus on
developing mediation strategies which may be further supported by discussing
extracts from authentic speeches in the particular scientific discipline. Classroom
activities to develop mediation strategies include asking questions about what the
classmates already know; formulating definitions of terms with the use of gen-
eral category words and descriptions of, for instance, a structure, a function, or
an application; paraphrasing a sentence using different grammar pattern; decon-
structing a concept into parts; comparing a new idea into something well-known;
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and possibly many other procedures which relate new information to existing
knowledge.

When the audience are non-experts, mediating meaning in STEM areas brings
challenges. Some students are not even motivated to clarify their topics to lay
people. However, in reality, they might encounter this necessity when commu-
nicating, for example, with a grant provider. In the classroom, we can help stu-
dents prepare for these situations by trying a variety of more creative and less
prioritized exercises. For instance, would it be possible to compare an element
form their research to a type of food that most people like? Usually, if the new
information relates to the structure of a material or the shape of an object, such
comparisons are effective. One example comes from mathematics: a topological
object called a “torus” is often compared to a doughnut. It is commonly mentioned
in lectures on topology given by experts being referred to as a doughnut shape
because this analogy nicely illustrates the properties of this object. Therefore, the
implied connection between food and topology is by no means inappropriate.

Let us now describe an activity for working with definitions in ESP classes called
Taboo Words. This activity is good for pairs or groups of three to four students.
They get an envelope with four cards containing words to define and three or
four words they are not allowed to use in their definitions. One card contains both
terms to define and Taboo Words. One of the students chooses a card; their neigh-
bour(s) should not see it. The first student tries to define the word so that other
students can guess what the word is. Then they switch. The teacher monitors the
groups, helps weaker students, and may write down the best definitions.

This activity includes speaking, definitions, and subject-specific vocabulary, and
can be applied in lessons based on ESP or in general English classes. We use
Taboo Words in courses attended by students of all branches of science whose
level of English is usually between B1 and B2. As we teach both Academic English
and subject-specific terminology, this activity is ideal as it nicely combines both
of these approaches. The lesson is theoretical - making Ss aware of the patterns
employed in definitions - and practical - Ss create their own definitions using
the method of Taboo Words. The aim of the exercise is to practice definitions and
defining in a creative and engaging way. Students learn to be more flexible and
substitute words in a definition. It is also a good communication group activity
that can be done online but the card form is preferable as it involves the manip-
ulation with real cards as objects, thus making the activity more enjoyable.

Verbalizing one’s skills

The last competence we would like to mention is the ability to verbalise one’s
skills. The importance of this has been described by numerous authors. Jocelyn
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Wyburd (2017, quoted in Stefanutti, p. 10) or Elspeth Jones (2013, quoted in Ste-
fanutti, p. 12), for example, claim that students should recognize and realize when
learning occurs to be able to consciously “own” these newly obtained skills and be
able to describe them adequately as that increases their chance of acquiring roles
they are applying for - a specific work position, membership in a research team,
and so on. Appelby (2017) adds that students should ask themselves how their
professors would describe them in a letter of reference, whether the professors
could verify that the students possess certain skills. These questions can increase
realistic awareness of what strategies and skills students use.

In our language courses, we work on several tasks where students need to verbal-
ize their skills and achievements. Such tasks are, for instance, personal documents
written for a job interview or written inquiry about a position in a research team.
In some cases, the completed tasks do not have the desired effect because the
language in them is not sufficiently convincing. For example, in a CV and cover
letter which students prepare for their mock job interviews, they are supposed
to define their subject-specific skills and personal qualities. However, quite often,
they write something rather general and vague, i.e.

“I finished my MA in Mathematics at MU last year. I can use SAS, C, R, or Matlab.”
“I am reliable, hardworking and a team-player”
“I like programming in Python.”

which does not sound confident or persuasive even if our students are well-
trained, capable professionals. The key is to think of concrete tasks they com-
pleted using these skills (what I have already done with SAS, C, R or Matlab,
and which problems I can solve in the future), specific situations in which they
employed these skills (when I worked successfully as a team-member, on which
project) or reasons why they prefer something (why is Python better for me than
a different programming language).

The “ownership” of a skill or knowledge is the essential prerequisite for the ability
to verbalize the skill or knowledge. The sense of ownership arises when students
are aware of what they have learned and how they reacted to learning this thing.
These insights might be sometimes very clear and explicit but other times they
will be implicit, and some additional effort would be needed to bring them to light.
By implementing different reflection activities in which students rethink what
happened and process their experience again, they become capable of making
links between ideas and realize the importance of the new information.

This additional effort on reflection enables learners to reveal new ideas, express
them in words and thus extend the learning experience. The examples of reflective
questions might be: What is one thing you did well in today’s class? Did anything
surprise you? When were you the most creative? What is one area where you
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could improve? If some of the comments on these questions can be shared with
the peers, then students also get peer-feedback with which they can compare their
thoughts and move even a step further.

Conclusion

In our paper, we tried to discuss the variety and significance of the so-called
transferable skills and their newly gained role in the university education. In re-
cent decades, university managements, teachers and students have understood the
importance of these skills and, consequently, they have started to be included in
university strategic documents and form a part of discipline-specific courses and
language courses. Obtaining these competencies is greatly beneficial for students
as organizations are interested in recruiting applicants with strong communica-
tion, writing and presentation skills. Mastering transferable skills, often referred
to as employability skills, enhances the chances of students of acquiring desired
work positions, research teams memberships and is also instrumental in estab-
lishing a successful international cooperation.

Apart from specific tasks and activities, such as writing a CV, cover letter or con-
ducting job interview simulations, we believe that transferable skills especially
useful for our STEM students include skills related to providing peer-feedback,
skills needed for mediating meaning, and also the ability to verbalize evidence
of one’s achievements. These three areas were given a special attention in the
second part of our paper as we commented not only on educational, but mainly
interpersonal, emotional and communicative aspects of obtaining and employing
these skills. We also included sample tasks and activities successfully implemented
in our courses aiming at promoting and developing these skills.
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Writing to Learn, Writing for Publication, and Teacher
Training: A Commented Interview with Dana
L. Driscoll

Alena Kasparkova and Dana L. Driscoll

Abstract: In line with the efforts to boost the discourse on teaching academic writing and writ-
ing for publication, the report brings information on the cooperation with Dr. Dana L. Driscoll
from Indiana University of Pennsylvania and VSB-Technical University of Ostrava (VSB-TUO).
Dr. Driscoll has cooperated with VSB-TUO for the past 4 years on teaching writing for publica-
tion, teacher training, and evaluation of the PhD Academy (Doctoral School). The report also
offers highlights from an interview with Dr. Driscoll of September 9, 2022, made during her
stay at VSB-TUO.

Key words: writing to learn; writing for publication; writing centre; written assignments;
teacher training

Alena Ka$parkova from VSB-Technical University of Ostrava (VSB-TUO) and Dana
L. Driscoll from Indiana University of Pennsylvania (IUP) have worked together for
the past 4 years on a number of projects, and this year it was finally possible for
Dana to come in person to the Czech Republic. VSB-TUO hosted Dana between
September 5 and 9, 2022. During her stay she gave a series of workshops to
PhD candidates and faculty on teaching writing and writing for publication, and
a keynote at the InfoDay for the PhD Academy (Doctoral School).

Dr. Dana Lynn Driscoll is a Professor of En-
glish and the Director of the Jones White Writ-
ing Center at Indiana University of Pennsylva-
nia in the United States. She teaches writing for
publication, research methods, teaching writing,
and learning development in the Doctoral Pro-
gram in Composition and Applied Linguistics at
IUP and also offers extensive undergraduate and
graduate-level writing support to students across
the disciplines at the IUP Writing Center. She
has offered numerous keynotes and workshops
globally and has published over 35 articles on
learning theory, teaching writing, writing devel-
opment, writing centers, writing for publication,
and writing expertise. She currently co-edits the open-source textbook series Writ-
ing Spaces (reaching millions of students each year) and, while at Purdue Uni-
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versity, she ran the world-famous Purdue Online Writing Lab (OWL), one of the
largest and oldest writing-related web resources in the world.

VSB-TUO invited Dana based on her expertise and the fact she has been studying
and supporting writing in the context of learning transfer. For the past 3 years,
VSB-TUO has offered a two-semester course Writing for Publication to PhD candi-
dates. To train teachers for this course, Alena Kasparkova from VSB-TUO, Kamila
Etchegoyen Rosolova from the Czech Language Institute with the Czech Academy
of Sciences, and Dana L. Driscoll from IUP have designed and run a course called
Writing for Publication: Teacher Training. However, at VSB-TUO we believe that
besides supporting writing for publication during graduate studies, it is crucial
to support academic writing during undergraduate studies. Therefore, during her
stay, we asked Dana to primarily focus on strategies to support the teaching of
academic writing.

The week began with a three-day Writing to Learn workshop where Dana
L. Driscoll taught undergraduate faculty (i.e. academic staff who teach under-
graduate students) in technical disciplines why teaching writing matters, key
aspects of understanding writing and learning to write, best practices for as-
signment design and assessment, and how to effectively support writers’ pro-
cesses through feedback and revision. The scaffolded workshops were highly
interactive, and the faculty had the chance to discuss the material, reflect on
their own teaching, and create course materials that they could directly use in
their classrooms. The following one-day workshop Writing for Publication of-
fered key strategies for successful writing for publication. As faculty and doctoral
candidates routinely struggle with finding time to write and making progress
on writing for publication, the workshop offered research-supported strategies
for writing for publication, including exploring barriers to writing productivity
and how to overcome these barriers. The attendees explored successful mod-
els for writing success including scheduling writing time, goal setting, writ-
ing groups, fostering positive dispositions, writing and revision strategies, and
addressing setbacks and failure. Through this workshop, the attendees devel-
oped a writing plan for a project they were currently working on. Finally, the
keynote “Writing Your Way into Your Discipline: How Learning to Write Cre-
ates Expertise” at PhD Academy InfoDay (https://www.vsb.cz/veda/en/news-
detail /?reportld=44137&linkBack=%2Fveda%2Fen%2Findex.html) articulated the
importance of writing to scientific disciplines and demonstrated why writing ex-
pertise was closely linked to becoming an expert in one’s discipline and supported
professional identity formation.

Alena Kasparkova (in the interview referred to as AK) interviewed Dana L. Driscoll
(in the interview referred to as DD) about her expertise, her research, the need to
support the teaching of communication and writing in higher education, and her
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short experience in the Czech Republic. This text offers the highlights related to
the workshops from a much longer interview, a short version of which in Czech
was published at Védavyzkum.cz.

Writing to Learn

AK: “Let’s start with a general question. Why is it important to teach and support
writing even at a technical university?”

DD: “I would argue it's more important to support and teach writing there, per-
haps even more than in some other places. I think there’s a lot of reasons for
this. I think the first is social, in the sense that one of the problems that we
have seen in increasing amounts in the last 10 or 15 years is that scientists
and those working in technical fields have an inability to communicate with the
general public. We have a great distrust of science. I think that this is happening
throughout the western world, which makes it more difficult for us to address real
social problems, like global pandemics or climate change, major issues that we are
experiencing. So, the people who are moving into technical fields in the future,
our current students, really need to learn how to communicate with their fellow
citizens, with the world around them. Because the failure to do so means that it
doesn’t matter how much good knowledge we have within a field, that knowl-
edge is not necessarily being used to solve social problems, because we have so
many. I think that’s really important. The second reason is that in an increasingly
global workplace learning how to communicate effectively is about how you are
becoming a functional professional. That's part of how we accomplish our goals
as professionals. We also know from global data. If you can point to one thing
that employers say that graduating students need more of, it's communication
skills, it's reading, it’s writing, it's public speaking and these skills aren’t always
emphasized. And yet, this is what we know people lack when they get into the job
market. I think for these reasons it's really important for students to learn how
to write effectively and really invest the time and doing it well.”

AK: “The teaching of writing is far ahead in the US when compared to other countries.
What are the most important lessons to learn, either in academic writing or writing for
publication?”

DD: “I'm going to take these questions separately. | think that the reason that
teaching writing is far ahead in the US is that we've had a lot of PhD programs
and a lot of research being done. We have a set of best practices that are research-
supported, which is really a lot of what [ was presenting here. In terms of aca-
demic writing, especially for thinking about academic writing at the undergrad-
uate level and for multilingual writers, so people who are writing in multiple
languages, people who are writing in English whose first language is not English,
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[ think it’s really important that they recognize that writing is more than just
punctuation and grammar. We have a tendency to pay attention to those things
and those things are really important. They impact how others view you. They
impact what we would call your credibility as a writer, but we consider those to
be sort of what you work on at the end of your project. So, when we start to think
about writing project, the things that are really important are what is your pur-
pose for writing, what are you trying to get/accomplish, who is the audience for
your writing, or the expectations that the audience has for you. Do they expect
you to use technical language? Are they the general public? Maybe, they don’t have
a technical background. What are the length requirements? What is the genre?
What are the features or the expectations of that genre? Should you use really
long sentences, or really short sentences? What is the organizational structure?
What is the context in which you're writing? Are you writing this in the class, are
you writing this as a professional trying to win a bid, as an engineering firm, are
you writing a letter to your local representative? You really need to think about
the situation. This is called the rhetorical situation, the situation in which you
write and from there you figure out what you want to write. Eventually, you work
on the polishing of the language.”

AK: “You were giving a series of workshops on Writing to Learn. Can you explain the
issues behind this notion?”

DD: “Writing to Learn is a concept that has been very well documented, and well
researched in the field of writing studies. Writing to Learn basically means that
when you sit down to write and I'm talking about writing an article or a grant
or an undergraduate research paper (something that requires engagement), you
think you know what you’re doing and then you sit down to write and then you
realize how much you have to learn. We have 60-70 years of research demon-
strating this. This is one of the most enduring concepts in our field. We recognize
that when you sit down to write, you actually learn through the process of doing
it. It deepens your understanding; it shows you the things you don’t yet know.
It's much harder to write something out to communicate it than it is just to think
about it. So, it is essentially through the act of writing, it's part of how we build
human knowledge. It's an incredibly powerful tool for doing that. In our work-
shop series, where we were working with various faculty to learn how to teach
writing, that was one of the three focuses that we talked about. The other two
were writing to build a professional expertise, understand disciplinary methods,
where many writing processes, like writing a research article or a lab report, also
teach you the ways of thinking in a discipline. And, the third piece we talked
about in that workshop was that writing helps our students develop a sense
of professional identity, ethics and can really help them address what we call
“wicked problems” or really difficult problems to solve.”
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Writing for Publication

AK: “This was academic writing. Is there any difference with Writing for Publication?”

DD: “As for Writing for Publication, I think that everything I just said applies for
writing for publication but there are some key challenges that particularly new
faculty that are new to writing for publication and graduate students face that are
not necessarily present in general academic writing, particularly figuring out how
to build a relationship between yourself and the specific study that you're doing
and the body of previous knowledge. Not only how to do that, but why to do that
is really important. I think that that’s something that people don’t get. They sort
of have a very narrow view of “I need to write this article”, here is the study that
I've done, but really journal reviewers and practitioners in the field, they want to
see how this work fits with this broader body of knowledge that we are all co-
creating. I would say that is a perpetual real difficult thing to do that requires
a lot of skill and attention. It also requires a lot of revision. I think the other
major thing that is really different about writing for publication is again going to
this idea that we’re building human knowledge. What are the major contributions
of the study? So, what are the implications? How do they build our professional
practice? How do they build our knowledge?

And, the final thing I'll say about academic writing and writing for publication
and writing in general is the value of revision. A lot of us, and you know we're
all guilty of this when you're younger in school, you just want to write this, get
this done. So, you write your assignment as fast as you can, turn it in, and that’s
that. The thing is a lot of the deep learning, thinking, and the professionalizing
happens when you take the time to revise. Rather than just writing something
at the last minute and turning it in, it is about creating a process of writing for
yourself that includes time for revision, which is anything from getting feedback
on it to stepping away for a few days and coming back later to just sort of really
reading it carefully and rethinking. Revising your work on a larger level is another
part and that to a real extent is the difference between somebody who is maybe
a very successful writer and one that isn’t”

AK: “Writing is not only about writing but there are many skills hidden under this
umbrella.”

DD: “Yeah, this is actually something we talked a lot about in the workshops this
week and the Writing for Publication workshop. Half of the workshop was ded-
icated to how to write for publication and all of the elements of it, and half of
the workshop was dedicated to how to be a good writer, which included things
like developing a strong sense of project management, time management, goal
setting. So, there’s a whole set of skills when you learn how to write and you
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learn how to manage your time, you're learning how to be a professional, setting
goals for yourself, meeting those goals, managing your time, understanding how
to communicate with others. These are basic one-on-one skills of a professional
workplace and those are all related. When you learn to write, you are learning
a whole set of skills, in addition to writing.”

AK: "And, also there is a dimension of journals and communicating with the reviewers,
editors and the field.”

DD: “This goes back to revision. The work is not complete until it's published.
This idea that we send out an article for publication and we are going to receive
oftentimes a great deal of feedback is difficult and challenging. This really asks us
to question our basic assumptions that we went into the study with, and the need
to engage in a very serious and structured revision process so that we can address
this feedback, so that we can improve that writing and the thinking behind that
writing is really important. And, again that’s the difference between somebody
who’s successful or not.”

AK: “How were the participants responding to the ideas?”

DD: “We had two different groups of participants. The faculty that took part in the
three-day workshop at the beginning of the week, I think they responded really
positively. Many of them created assignments. The whole goal was that they could
create an assignment for one of their classes, and not just the assignment. They
would understand how to integrate this assignment, how to teach it, the different
homework assignments or activities that would help students prepare to write
it, and then students would write that assignment. We also talked about how to
provide feedback and assessment in the three days. It was about the entirety of
start to finish with the assignment. I expect that they’ll be many new writing
assignments on campus, which will greatly benefit students.

In the Writing for Publication workshop we had a mixed group of graduate stu-
dents and faculty. [ also think that was very well received. In part because I think
everyone expected to have the second-half of the workshop which was about how
they write for publication, what are the strategies, but we also did a lot with how
do I become a professional writer? How do I cultivate a writing practice so that
I can continue to be productive and prolific? How can I work on not just one
publication, but a series of publications? And how can I build this into who I am
as a scholar or as a graduate student? I think that kind of time management and
project management are particularly useful. There’s a lot of good research on it,
but a lot of that just doesn’t end up being discussed. We talked about writing for
publication and people think of it as how do I write an article, not how do I set
the conditions up for myself so that I am the best at writing this article.”
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AK: “I can say the ideas really resonated with the participants. I could hear that they
were feeling motivated to think more about goal setting and time management.”

Workshop participants not only from VSB-TUO and the Czech Language Institute
with the Czech Academy of Sciences found the workshops highly useful. For more
details, see workshop participants’ feedback at https://www.vsb.cz/veda/cs/detail-
novinky/?reportld=44298&linkBack=%2Fveda%?2Fcs%2Findex.html.

Writing for Publication: Teacher training

AK: “In cooperation with our university and the Czech Language Institute, we have de-
signed a Writing for Publication: Teacher Training. In what way is this course unique?”

DD: “Getting back to how doctoral education works, and not just here in Czech,
I mean globally, most people who get a PhD are heavily immersed in the content
of their discipline. But a person with a PhD that’s moving into being a faculty
member may never have had a course on how to teach anything, much less teach
writing, which is a really specialized thing. I know this because I talk to them
every day. They find themselves at a loss as to: How do I supervise dissertations?
How do I help my students navigate this very complex landscape of publication?
Even if they themselves are very successful at publication, a lot of what they have
done is internalized. They’'ve essentially done it like most of us through trial and
error. You just make enough mistakes, you get enough rejections that you figure
out what not to do and then you learn how to do it. But it doesn’t mean that
you're prepared to teach students how to do that. And, there’s actually a lot of
good research and good information on pedagogy about how to effectively teach
students. So, for example, something like feedback practices. You can provide feed-
back that really helps a student along or you can provide feedback that shuts them
down. It's not even what you say, it's how you say it. There’s a lot of information
in that course that a graduate faculty member would not have access to because
I almost guarantee that they did not have this as part of their training. We see this
course as a way to supplement and extend the work that they're already doing
and provide them with a large set of new tools for them to be more effective,
for them to be more efficient with their time, and for them to help their students
better. I think it's a really wonderful offering. I think it’s really unique and I'm
really, really happy to have been able to work on that and continue to offer it.”

For more information about the Writing for Publication: Teacher Training see
the course description at http://cap.avcr.cz/en/academic-writing-course/teacher-
training-en/.

In conclusion, VSB-TUO and Dr. Driscoll have agreed to take their coopera-
tion further each year. All the workshop attendees are looking forward to Dana
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L. Driscoll’s next stay in 2023 and her forthcoming articles and book on writing
for publication.
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Katedra cizich jazykii na Hudebni fakulté JAMU

Kvétoslava Horackova

Vyuka cizich jazykd byla na Janac¢kové akademii muazickych uméni podstatné rozsi-
fena témér bezprostfedné po zméné rezimu, zacatkem roku 1990, a to na zakladé
dlraznych poZadavki ze strany tehdejsSich studentt. V té dobé vznikla samostatna
celouniverzitni katedra cizich jazykl. Byla utlumena vyuka rustiny a zacaly byt
vyucovany jazyky, kterym drive byla vénovana Zadna, nebo pouze minoritni po-
zornost, a to anglictina, némcina, italStina, francouzstina, SpanélStina a latina.

V roce 1998 byla celouniverzitni katedra cizich jazykid rozdélena na dvé samostat-
na fakultni pracovisté, ktera se profiluji podle zamétfeni materské fakulty. Zpocat-
ku byla vyuka cizich jazykd podporovana masivni hodinovou dotaci, studenti méli
po Sest semestrii povinné dva cizi jazyky po trech hodinach tydné, po zavedeni
magisterského stupné studia méli studenti v jeho prvnim ro¢niku jesté tii hodiny
tydné jednoho ciziho jazyka.

Po roce 2010 tehdejsi vedeni fakulty prosadilo utlumeni vyuky cizich jazykd, ne-
bot fakulta a celd JAMU se vzhledem k tehdejsi i soucasné nizké finan¢ni podpoie
vysokych Skol nachazela - a stale nachazi - v tizivé financ¢ni situaci.

V soucasné dobé se na hudebni fakulté vyucuji cizi jazyky v nasledujici podobé: tri
hodiny povinného jazyka po dobu 4 semestri v bakalarském studiu, vyjimku tvoii
studujici Hudebni produkce, ktefi maji povinnou angli¢tinu a némcinu po trech
hodinach tydné a nasledné tri hodiny anglictiny tydné v prvnim roc¢niku magis-
terského studia. Rozsifené studium jazykl maji také studujici operniho zpévu,
ktefi v rdmci tzv. dlouhého magisterského studia maji i dva roky povinné italStiny.
VSichni studujici si mohou fakultativné vybrat dalsi cizi jazyk v hodinové dotaci ti{
hodin tydné v libovolné pokrocilosti a po libovolnou dobu. Momentalné se nabizi
vyuka anglictiny, némciny, italStiny, Spanélstiny, latiny a ceStiny pro cizince. Né-
kteri studujici maji zajem i o studium francouzstiny nebo rustiny. V tomto ohledu
je napomocna Katedra cizich jazykt z Divadelni fakulty JAMU, ktera naSe studenty
prijima bez narokl na finan¢ni odménu, pokud to dovoli struktura rozvrhu a ob-
sazen{ skupin. Tato dohoda plati oboustranné.

Na katedre pracuji ¢tyti interni vyucujici, ktefi se s pomoci externich spolupracov-
nikl zaméruji predevsim na vyuku odborného jazyka, hudebni a obecné kulturni
terminologie. Bohuzel vzhledem k velmi nizké jazykové drovni vétSiny studujicich
- absolventl konzervatofi - je i nadale tieba v nékterych skupinach vyucovat od
urovné A2 SERR. Zda se, Ze ani mnoho let po revoluci nedoSlo v tomto ohledu
na strednich uméleckych skolach ke zlepSeni situace ve vyuce cizich jazykd, coz
je mozné pricist tomu, Ze na téchto Skolach se tzv. teoretickym predmétiim stale
priklada nizka vaha. Co se tyka aktuadlniho zajmu studujicich o vyuku cizich jazyki
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na fakulté, 67 % studujicich se uci anglicky, 20 % némecky, 8 % italsky a 4 %
Spanélsky. Z celkového poctu studentd, ktefi maji zajem o cizi jazyky. Zhruba 15 %
studujicich studuje zaroven dva cizi jazyky a 3 % tri jazyky.

Odbornému jazyku vyucujeme na zakladé specializovanych skript a ucebnic, je-
jichZ autory jsou byvali i sou¢asni vyucujici katedry, jako ptiklad mohou slouZit
publikace:

« Pavlovova, Horova: Anglicko-¢esky a Cesko-anglicky slovnik hudebni termino-
logie. SPN, Praha 1986.

« Batusek, Horova: Cesko-némecky a Némecko-¢esky slovnik hudebni terminolo-
gie. SPN, Praha 1988, 1989.

¢ Hajn: An English-Czech Reader for Students of Music. JAMU, Brno 2012.

e Horackova: Textauswahl fiir den Deutschunterricht an der Musikfakultdt A2
az B2, JAMU, Brno 2020.

 Horackova: Ubungsbuch Deutsch fiir Musiker A1/A2. JAMU, Brno 2019.

« JareSova: English Texts for students of music management of Music Faculty of
JAMU, Brno 2009.

 JareSova: English Texts for students of the Music Faculty. JAMU, Brno 2018.

¢ Vybiralova: Italsko-cCesky slovnik hudebni terminologie. JAMU, Brno 2000.

¢ Vybiralova: CviCebnice italské gramatiky pro mirné a stredné pokrocilé. JAMU,
Brno 2011.

Vyborny ohlas ma mezi studenty i elektronicka cvicebnice vytvorena ve vyukovém
prostiredi Moodle, ktera je pouZivdna pro procvi¢ovani gramatiky na bazi hudebni
terminologie.

Dilezitou soucasti prace katedry cizich jazykd je i péce o zahrani¢ni studenty.
Ti musi slozit vstupni zkouSku z CeStiny na trovni B1 SERR a nasledné je jim
poskytovana vyuka cestiny pro dalsi zdokonalovani.

Zajimavosti, jiZ nabizi katedra viem studujicim, je predmét Cestina pro odbor-
nou praxi, ktery je studujicim priivodcem nejen po tajich materského jazyka, ale
i praktickym radcem pro jejich dalsi praxi - studujici se uc¢i zakladim odborného
i publicistického stylu, jak spravné mluvit, a umét si tak uvést koncert, pozadat
o podporu, zdivodnit projekt a zvladnout i dal$i dovednosti.

Ziejmé jako ostatni humanitné zamérené katedry se i Katedra cizich jazykt na Hu-
debni fakulté JAMU potyka s problematikou nizkych tarifnich plat vyucujicich. Je
tedy velmi obtizné ziskat nové kolegyné nebo kolegy, ktetri by za téchto podminek
byli ochotni pracovat na vysoké Skole se vSim, co tato prace idealné obnasi.
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Autorka

doc. PhDr. Kvétoslava Horackova, Ph.D., e-mail: horackova@jamu.cz, je absolventkou Filozofické fa-
kulty MU (dfive UJEP) v Brné, oboru cesky jazyk a némecky jazyk.

V letech 1997 a 1998 byla zaméstndna jako odborna asistentka na Institutu slavistiky na Porurské
univerzité v Bochumi v Némecku, kde garantovala vyuku ceStiny jako ciziho jazyka. Od roku 1998
vede Katedru cizich jazyki Hudebni fakulty JAMU, kde vyucuje némcinu a cestinu. V roce 2012 byla
jmenovana docentkou, a to na prazské AMU. Kvétoslava Horackova zkouma vztahy mezi jazykem, hud-
bou a ostatnimi druhy umeéni. Je autorkou fady ucebnich i odbornych textli, mj. monografie Janackovy
opery v prekladech Maxe Broda (2007).

Kabinet jazykit Divadelni fakulty Janackovy akademie
muzickych uméni

Jana Glombickova a Adrian Hundhausen

Kabinet jazykl Divadelni fakulty JAMU zajiStuje studentlim vyuku anglictiny, ném-
Ciny, francouzstiny, Spanélstiny a rustiny. Studenti si na zacatku studia v zavislosti
na oboru voli jeden ¢i dva povinné jazyky a predmét absolvuji v prvnich ctyrech
semestrech studia. Studenti, ktefi si jako povinny jazyk zvoli anglictinu, navazuji
na jiz osvojené znalosti stiredoskolské anglic¢tiny. Pokud si studenti p¥i vybéru po-
vinného jazyka zvoli jiny jazyk neZ angli¢tinu, mohou si vybrat kurz dle jazykové
pokrocilosti. Dale si studenti mohou v ramci volitelnych predméti zapsat dalsi
cizi jazyk. Zajemci o némcinu mohou v pripadé zajmu navstévovat specializova-
né hodiny Uméleckého prekladani: umeéni prekladu v teorii i praxi a Prekladani
dramatickych textd.

Koncepce vyuky cizich jazyki na Divadelni fakulté JAMU je zaméfena na rozvi-
jeni a zdokonaleni jazykovych dovednosti a komunikac¢nich schopnosti, pricemz
dtraz je kladen na odbornou terminologii v kontextu daného oboru dramatickych
uméni: ¢inoherni herectvi, muzikalové herectvi, divadelni dramaturgie, ¢inoherni
rezie, divadelni produkce a jeviStni technologie, audiovizudlni tvorba a divadlo,
rozhlasova a televizni dramaturgie a scendristika, scénografie, divadlo a vychova,
fyzické divadlo a divadlo a vychova pro neslysici. Pfi vyuce jsou pouZivany uryvky
z divadelnich textd, filmovych scénard, recenzi, rozhovorl s divadelnimi a filmovy-
mi tvirci, podcastli, video ukazek z divadelnich predstaveni a dlouhometraznich
¢i kratkometraznich filmt v pivodnim znéni, coZ prispiva k tomu, Ze si studen-
ti osvojuji cizi jazyk v oblasti jejich zajmu a soucasné se seznamuji s riznymi
pristupy a zkuSenostmi odbornikii v oboru, ktery studuji. Pedagogové Kabinetu
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jazyktl usiluji o vytvareni priznivé atmosféry pro komunikaci a zaroven podporuji
schopnost studentli spontanné se dorozumivat v cizim jazyce a ziskat tak sebedu-
véru pri pripadné spolupraci na divadelnich ¢i filmovych projektech s mezinarodni
ucasti.

a4 AKA DEMIE
pisDELM

Budova Divadelni fakulty JAMU (autor: Barbora Bachanova)

Jiz radu let si vétSina studentti voli jako povinné volitelny jazyk angli¢tinu. V prv-
nim semestru studia je vyuka anglictiny zamérovana na nejcastéjsi chyby ve vy-
slovnosti angli¢tiny, a v pribéhu nasledujicich semestri se studenti snazi vyvaro-
vat se téchto chyb a mluvit, pokud moZno bez akcentu. V této oblasti je zejména
studentiim c¢inoherniho a muzikalového herectvi vénovana zvySena péce s cilem
zajistit, aby se po ukonceni studia na Divadelni fakulté JAMU dokazali srozumi-
telné vyjadiovat a hrat a zpivat v anglictiné. Pozornost je rovnéz vénovana upev-
novani a rozvijeni znalosti gramatiky s dlirazem na dstni procvi¢ovani za ucelem
dosahnout prirozeného verbalniho projevu. Pfipadné nedostatky v oblasti obecné
slovni zasoby jsou dopliiovany pomoci New General Service List (zahrnuje ptibliz-
né 2400 nejfrekventovanéjsich slov v anglictiné vychazejici z databaze Cambridge
English Corpus zahrnujici 90 % slov a vyrazl pouZivanych v obecné anglicting).
Slovni zasoba obecné angli¢tiny absolventid Divadelni fakulty JAMU je p¥iblizné na
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urovni B2 podle Spolecného evropského referencniho ramce pro jazyky. BEhem
Ctyrsemestralniho studia anglictiny se studenti pri Cetbé textl z oblasti divadla,
filmu, rozhlasu a televize sezndmi pftiblizné s 200 odbornymi vyrazy, pricemz
slovni zasoba je obohacena o dalSich 25 termint a frazi specifickych pro kazdy
obor. Vedle rozsitfovani odborné slovni zasoby absolvuji studenti prakticky kurz
prezentacnich dovednosti v angli¢tingé, aby si osvojili a prohloubili prezentaéni
techniky a komunikacni dovednosti. Tento kurz zahrnuje nacvik prezentace, kte-
ra je zaznamenavana na video, a studentlim je pak poskytnuta podrobna zpétna
vazba od pedagoga i ostatnich studentti. Finalni verze prezentace je poté soucasti
zavérecné zkousky.

0d roku 2022 nabizi Kabinet jazykd nepokrocilejSim studentim predmét Anglic-
tina pro pokrocilé, jehoz soucasti je priprava na sloZeni zkousky CAE.

Kabinet jazyk( rovnéz zajistuje povinnou vyuku angli¢tiny pro studenty doktor-
ského studijniho programu. Po GspéSném absolvovani predmétu maji studenti do-
state¢nou slovni zdsobu zejména v teoretické a umélecké oblasti, na kterou je
zameéren jejich vyzkum, a dokazi si pripravit odborny text v anglictiné a prezen-
tovat jej pred akademickou obci ¢i na Mezinarodni konferenci doktorskych studii
divadelnich skol, kterou kazdoro¢né poiada Divadelni fakulta JAMU.

V ramci projektu ZvySeni kvality vzdélavani na JAMU vytvoril Kabinet jazykl Di-
vadelni fakulty pro studijni a vyzkumné tcely akademické obce JAMU Vicejazy¢-
ny terminologicky glosar dramatickych umeéni. Jedna se o elektronickou databa-
zi termint a frazi z oblasti dramatickych umeéni. Glosar obsahuje hesla zejména
v anglictiné a tento glosar je pribézné dopliiovan a aktualizovan. V soucasné dobé
prochazi slovnik fazi rozsifovani o dalsi jazyky (némcina a francouzstina).

Autori

Mgr. Jana Glombickova, e-mail: glombickova@jamu.cz, Divadelni fakulta Janackovy akademie muzic-
kych umeéni,

Jana Glombickova vystudovala Filozofickou fakultu Masarykovy univerzity, obor Francouzsky jazyk
a literatura a Slovinsky jazyk a literatura. Od roku 2010 vyucuje francouzstinu na Divadelni
fakulté JAMU. V letech 2000-2013 pusobila jako externi pedagog francouzstiny na Hudebni fakulté
JAMU a v Centru jazykového vzdélavani Masarykovy univerzity. Od roku 1996 se zabyva pieklady
francouzskych filmd. V souc¢asné dobé zastava funkci vedouci Kabinetu jazykd Divadelni fakulty JAMU.

Adrian Hundhausen, e-mail: hundhausen@jamu.cz, Divadelni fakulta Jand¢kovy akademie muzickych
uménti,

Adrian Hundhausen vystudoval University of British Columbia ve Vancouveru v Kanadé a poté zil
a studoval jazyky v nékolika evropskych zemich. Od roku 2007 Zije v Brné a od roku 2010 vyucuje
angli¢tinu na Divadelni fakulté JAMU. Hovoti plynné Cesky.
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Die Internationale Tagung der Deutschlehrerinnen
und Deutschlehrer (IDT). Konferenzbericht

Jan Trna

Im Rahmen der Internationalen Tagung der Deutschlehrerinnen und Deutsch-
lehrer (IDT), die von 14.bis 20. August 2022 in Wien unter dem Motto
mit.sprache.teilhaben stattfand, kamen ca. 3000 Teilnehmerinnen und Teilnehmer
zusammen. Auf der offiziellen Webseite der Tagung erfahrt man, dass das Anliegen
der IDT einerseits die Weiterbildung der Beteiligten, andererseits die Vermittlung
zwischen Theorie und Praxis ist. Ferner soll es zu einem Erfahrungsaustausch von
Personen aus aller Welt kommen, die im Fach Deutsch als Fremd- und Zweitspra-
che titig sind.!

Von der Teilnehmer: innenanzahl her stellt die IDT die grofite Tagung dieser Art
weltweit dar, zudem blickt sie auf eine lange Tradition zuriick - sie wurde zum
17. Mal ausgetragen. Die IDT wurde vom Internationalen Deutschlehrerinnen- und
Deutschlehrerverbands in Auftrag gegeben und organisatorisch vom Osterreichi-
schen Verband fiir Deutsch als Fremdsprache/Zweitsprache vor Ort betreut.

Aufgrund der andauernden Corona-Pandemie konnte man an der Tagung nicht
nur in Prasenzform, sondern auch online teilnehmen. Materialien zu Vortragen
waren auf der Onlineplattform Moodle fiir alle Interessenten einsehbar, einige
Vortragende, denen es nicht moglich war, persénlich in Wien anwesend zu sein,
wurden online zugeschaltet. Was hervorzuheben ist, ist die Tatsache, dass auch
nach Onlinevortragen rege Diskussionen folgten.

Das Fachprogramm bestand aus am Dienstag, Donnerstag und Freitag abgehal-
tenen Plenarvortragen und einzelnen Sektionen, die sowohl vormittags als auch
nachmittags stattfanden.

Insgesamt 53 Sektionen, geteilt in 7 Sektionsfelder mit unterschiedlichen thema-
tischen Schwerpunkten boten Anlass, neue Fragestellungen zu erarbeiten sowie
bereits etablierte zu hinterfragen oder in neue Kontexte zu setzen. Namentlich
wurde die Sektionsarbeit in folgenden Bereichen entfaltet: A - Mit Sprache han-
deln; B - Rahmenbedingungen des Sprachenlehrens und -lernens; C - Kulturelle
und gesellschaftliche Teilhabe; D - Asthetisches Lernen; E - Methodische und ziel-
gruppenorientierte Zugange zum Sprachenlernen; F - Padagogische, didaktische
und spracherwerbstheoretische Konzepte; G — Lehren und Lernen mit und in di-
gitalen Umgebungen. Im Folgenden wird lediglich die Sektion C ausgefiihrt, weil
ich die meiste Zeit mit dieser verbracht habe.

1 Internationale Tagung der Deutschlehrerinnen und Deutschlehrer https://www.idt-2022.at/site/
dieidt [letzter Zugriff: 18. 11. 2022].
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Die Sektion C Kulturelle und gesellschaftliche Teilhabe wurde in 4 Themenbereiche
unterteilt. Mein Beitrag? wurde in die Sektion C2 Landeskunde im Diskurs - diskur-
sive Landeskunde eingeordnet. Das bereits im Titel der Sektion erwahnte theore-
tische Konzept diskursive Landeskunde betrachtet Inhalte der Landeskunde nicht
als feststehende Postulate und lehnt jegliche Normativitat beziiglich der Wahr-
nehmung anderer Kulturen ab. Fokussiert wird der Prozess der diskursiven Aus-
handlung, indem kulturspezifische Verhaltensweisen nicht zum Gegenstand der
Auseinandersetzung werden, sondern Deutungsmuster und ,in den diskursiven
Aushandlungsprozessen hergestellte Bedeutungen“® werden unter die Lupe ge-
nommen. In der Sektion wurden theoretisch ausgerichtete Beitrage prasentiert
sowie praktische Handreichungen fiir den Unterricht vorgestellt. Es wurde ein
Ermoglichungsraum geschaffen, in dem man iiber Ausgangspunkte und Grundla-
gen der diskursiven Landeskunde sprechen konnte, indem dieses Konzept auf sein
theoretisches und praktisches Potenzial hin befragt wurde.

Die oben angedeutete Wechselbeziehung zwischen Theorie und Praxis sah sich
in den Institutionen bestdtigt, deren Mitarbeitende in der Sektion C2 Ihre Vor-
trage prasentiert haben. Anwesend waren namlich Lehrkrafte von Grundschulen,
Gymnasien, Goethe- und Osterreich-Instituten sowie Universititen aus Europa,
Asien und Lateinamerika. Die Potenziale der diskursiven Landeskunde wurden in
Beitrdgen ausgelotet, die sich etwa auf authentische Texte, Videos oder digitale
Medien fiir diverse Sprachniveaus fokussierten. Einer kritischen Analyse wurden
zahlreiche Lehrwerke unterzogen, wobei u.a. gefragt wurde, wie sich der kultur-
wissenschaftliche bzw. diskursiv landeskundliche Ansatz bei konkreten Aufgaben
umsetzen lasst. Neben Untersuchungen zu Lehrwerken anderer, wurden auch ei-
gene Lehrmaterialsammlungen vorgestellt. Als Beispiele sei das Lehrwerk Oster-
reich und du von Manfred Waitzbauer und Rolland Fischer erwahnt. Eine fiktive
jugendliche Person zeigt den Lernenden ein anderes Osterreich, indem Klischees
und reproduzierte Meinungen Kkritisch hinterfragt werden und eine Sensibilisie-
rung fiir diverse Betrachtungsweisen angestrebt wird. Als zweites Beispiel kann
der Reader Diskursive Wien-Kunde von Roksoliana Stasenko erwdhnt werden, in
dem Diskurse uber Studium, Bibliotheken, Studentenwohnheime, Verkehrsmittel,

2 Der Titel meines Beitrags lautete Diskursive Aspekte der Sprachvermittlung an der Theater-Fakultdt
der Jandcek-Akademie fiir Musik und Darstellende Kunst (JAMU) in Brno/Tschechien. Unter anderem wurde
das Glossar theaterbezogener Begriffe vorgestellt und diskutiert. Eine an der Theater-Fakultit der JAMU
erstellte und weiterentwickelte Plattform, die wichtige Fachbegriffe und -wendungen sammelt und fiir
die akademische Gemeinde der JAMU freigeschaltet wurde. Eines der Ziele des Beitrages war, zu be-
leuchten, wie diese auf die Lexik ausgerichtete Plattform sowie andere Lernmaterialien fiir Lese- und
Horverstehen (Theaterbesprechungen, Video-Materialen, Podcasts und ihre Didaktisierungen) fiir den
DaF-Unterricht kreativ angewendet werden konnen, um die Vermittlung der Spezifika in der deutsch-
sprachigen Theaterlandschaft fiir tschechische Studierende zuganglicher zu machen. Der Beitrag wird
voraussichtlich 2023 in einer Sondernummer der Briinner Beitrdge zur Germanistik und Nordistik ver-
offentlicht.

3 Internationale Tagung der Deutschlehrerinnen und Deutschlehrer https://www.idt-2022.at/site/
programm/fachprogramm/sektionc2 [letzter Zugriff: 18. 11. 2022].
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Geschifte etc. vertreten sind. Erlernt sollen somit Deutungsmuster fiir in diesen
Bereichen haufig vorkommende Diskurse.

Bei Auseinandersetzungen mit Lehrwerken und theoretischen Ausgangspunkten
fiir ihre Erstellung wurde wiederholt ein Referenzbeispiel herangezogen: Das
Lehrwerk Mitreden von Claus Altmayer et al. 2016 erschien diese Materialsamm-
lung, in der sich die methodisch-didaktisch ausgearbeiteten Prinzipien der dis-
kursiven Landeskunde von Klaus Altmayer in konkreten Aufgaben niederschla-
gen. Die Lehrkrifte kénnen sich beim praktischen Umgang mit diesem Lehr-
werk an zahlreichen didaktischen Hinweisen und Lernzielbeschreibungen orien-
tieren. In manch einem Beitrag wurden Vergleiche zu anderen, meistens interkul-
turell orientierten Lehrwerken gezogen. Bei der abschliefienden Podiumsdiskus-
sion der C2-Sektion bot sich den Teilnehmenden die Moglichkeit, Beobachtungen
und Schlussfolgerungen zu diskursiver Landeskunde im Allgemeinen wie auch Mit-
reden im Konkreten mit C. Altmayer persoénlich zu besprechen. Besonders span-
nend war die Diskussion iiber die kiinftige Ausrichtung und Forschungsausblicke
im Bereich der diskursiven Landeskunde. Die Sektionsleiter: innen Hee Hyun und
Johannes Kock sorgten wahrend der gesamten Sektionsarbeit fiir eine produk-
tive und zugleich freundliche Stimmung, welche auch im Podiumsgesprach mit
C. Altmayer ihren Ausdruck fand und somit den Hohepunkt der Sektion darstellte.

Diejenigen, die neben dem in Rdumlichkeiten der Universitat Wien untergebrach-
ten Fachprogramm auch andere Eindriicke sammeln wollten, konnten ein breit ge-
fachertes Kulturprogramm in Anspruch nehmen. Konzerte, Autor: innenlesungen,
Poetry Slams oder Workshops baten reichlich Gelegenheit, Wien aus einem ande-
ren Blickwinkel kennenzulernen. Wer die Stadt im Gehen erkunden wollte, hat-
te die Moglichkeit, einem der Stadtspaziergdnge beizuwohnen. Wollte man tiber
Wiens Grenzen hinausschauen, konnte man im Rahmen des Ausflugsprogramms
etwa nach Salzburg oder Graz, oder sogar ins Ausland fahren, ndmlich in die na-
hegelegenen Stidte Briinn (Tschechien) oder Bratislava (Slowakei).

Die Internationale Tagung der Deutschlehrerinnen und Deutschlehrer setzte sich
zum Ziel, einen Beitrag zur Weiterbildung der Lehrkrafte, Annaherung der didak-
tischen Theorie und Praxis sowie der Vernetzung Lehrender weltweit zu leisten.
Am Beispiel der Sektion C2 kann Kkonstatiert werden, dass diesem Unterfangen
Erfolg bescheinigt werden kann.

Autor

Mgr. et Mgr. Jan Trna, e-mail: trna@post.jamu.cz, Janackova akademie muzickych uméni v Brné

Jan Trna je ¢inny jako odborny asistent v Kabinetu jazykt Divadelni fakulty JAMU, kde vyucuje néme-
cky jazyk. Vzdélani ziskal na Masarykové univerzité v Brné, kde studoval ucitelstvi a prekladatelstvi
némeckého jazyka. V soucasné dobé dokoncuje dizertaci o dramatickém a esejistickém dile Lukase
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nosti.
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XVII CercleS International Conference 2022, 15-17
September 2022, Porto - Portugal

Tetiana Kibalnikova

On 15-17 September, 2022, the conference “The Future of Language Education in an
Increasingly Digital World: Embracing Change” brought together LSP specialists to
critically assess the challenges, downsides and benefits of education in digital era.
The theme of the conference was inspired by Covid-19 pandemic, which triggered
the crucial change in the existent teaching methodology, and brought forward the
ideas of online / hybrid / blended / e-learning.

The three-day conference comprised 4 Focus Groups’ discussions, 3 plenary ses-
sions, a poster presentation session, a round table discussion, over 100 oral pre-
sentations in parallel online and onsite sessions and 2 intensive workshops per
day. Each speaker was given 25 minutes to present and discuss a hot issue aligned
to the core theme of the conference.

The range of topics was wide including plurilingualism and minority languages;
translation and terminology management; learners and their environment; prac-
tices, strategies, and tools for the digital environment; LSP and teaching method-
ologies; managing and leading change in language centers; language policy and
politics; testing and assessment; teacher training and development; internation-
alization and intercultural competence. My choice of the sessions to attend was
affected by different criteria: 1) current placement interest (ESP for medical stu-
dents); 2) professional development interest (new teaching methodology; testing
and assessment; online / blended learning); 3) MU LC team members encourage-
ment (oral presentations of my colleagues); 4) personal curiosity.

The conference started with Focus Groups’ discussions for the participants united
by a common topic of interest such as autonomy, leadership and management,
testing and assessment and language policy. One of the conference highlights was
Focus Group 3 session (Aligning teaching and assessment at university language
centers: How to assess mediation skills) moderated by Johann Fischer. The Focus
Group members split up into 6 groups to foster a discussion about testing and
assessment policy in European universities. Small group debates were monitored
by Dr. Fischer, who walked around and jotted down ideas about mediation skills
assessment for a follow-up discussion by all the members of the Focus Group.
Some of the most significant learnings for me after this experience are: 1) assess-
ment is a personal motivator rather than a demotivator; 2) online learning brings
forward the issue of assessment validity and fairness, where e-portfolio might be
a solution because it helps assess a personal progress disregarding peers’ aca-
demic achievement; 3) task-based assessment works well when you teach a spe-
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cial interest group (e.g. medical students). The Focus Group debates helped me
find answers to many questions concerning online teaching, though some issues
(online cheating, online testing, assessment grids / rubrics, etc.) still remain open
for further discussion.

Every conference day opened with plenary session reports which highlighted ur-
gent changes in modern education. The report “Language teaching and learning
in the post-pandemic era: Where now?” by Joseph Hopkins noted teachers’ gradual
acquiring digital competence since the Covid-19 crisis depending on the teacher’s
type (transforming / accepting / resistant teacher). The survey testified that on
the scale rate from 1 to 5 the teachers’ digital competence increased up to 4.1
after coronavirus pandemic. Another plenary session report by Manuel Célio Con-
ceico on the topic “Embracing change in language education: dealing with new land-
scapes” focused on multilingual competence for language teachers’ professional
development. According to the keynote speaker, the growing interest to this topic
is determined by the following factors: increase of international student audience
and staff and students’ academic mobility. Thus, it is important to implement
plurilingual approaches to language teacher competences in higher education set-
tings so that all languages could be valued equally in multilingual and multicul-
tural classrooms.

The plenary reports were followed by parallel online and onsite sessions, which
raised the topical issues of language education in a digital era. In the section
“LSP and Teaching Methodologies”, the presenters revealed the notion of “hyflex
learning space”, introduced innovative approaches to teaching academic writing
(my professional interest topic) through a series of videos and tutorials which
are available on the YouTube. The common issues in the section “Testing and
Assessment” were peer and supervisor’s/teacher’s feedback, online test validity
and assessment, digital resources for teaching and assessment, etc. The speakers
introduced possible rubrics of the supervisor’s evaluation sheet, advocated for
MOODLE as a very reliable course management system for online assessment.
The conference participants who were interested in the issue of designing online
courses could attend the section “Learners and their Environment”. The presenters
demonstrated course maps for their online language courses, provided website
links to various series of videos and tutorials, and gave tips how to arrange an
indirect monitoring of an online self-study language course via automized feed-
back and online forums. Undoubtedly, one of the most interesting sections was
“Teacher Training and Development”, where the presenters analyzed the results of
their language training courses, highlighted the methodology of teaching medical
terminology via a corpus analysis of authentic clinical texts and shared digital
customizable tools for online teaching and assessment.
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Alongside with the conference reports, the participants could choose to attend
workshops, where presenters demonstrated their methodology of working with
various course materials. Regarding my current placement, [ attended a workshop
“Communication Skills in English for Future Doctors — a multifocal didactic approach”
conducted by Alena Hol4, Tamara Koprivova and Katja Kulhankova. My colleagues
demonstrated various classroom activities to enhance the medical students’ skills
of doctor-patient interaction.

Overall, the conference provided valuable insights to improve a language teaching
methodology in a digital world. A lot of questions remain arguable; thus, there is
a motivation for further research.

On my behalf, I would like to thank the CercleS management for inviting Ukrainian
academics to the international conference in Porto (Portugal), and I express deep
gratitude to the CASALC committee for awarding me a scholarship for participa-
tion in this event.

Author
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Center, Department of Medicine
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