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Poznamka editora

Sbornik ze tietiho ro¢niku mezinarodni konference Trendy Vv jazykovém vzdélavani v terciarni
sfére v jazykovych centrech na univerzitich v CR a SR III, ktera se konala 20. fijna 2017,
obsahuje ptispévky ucastniki z univerzit Ceské a Slovenské republiky. Konference samotné
se zucCastnilo 51 odbornikl z 16 jazykovych center, 23 z nich vystoupilo aktivné. Ve svych
prezentacich ptedstavili nové trendy v jazykovém vzdélavani v oblasti metodologie vyuky,
vybéru a tvorby studijnich materialli, testovani a méfeni jazykovych dovednosti, modernich
technologii ve vyuce cizich jazyka a dalsich specifickych oblastech (napt. akademické psani,
vyuka latiny).

Sbornik ptispévkll vychazi v tisténé podobé (uréené predevsim pro knihovny) a v elektronickeé
podobé (http://cjv-konference.upol.cz/). Je rozdélen do dvou jazykovych sekci: piispévky
psané v anglicting a ptispévky psané Cesky nebo slovensky.

Dékujeme vSem ucastnikim konference za UcCast, autorim c¢lankli za jejich ptispévky,
recenzentim za posudky, sponzorim za podporu a organizatorim za hladky pribéh
konference. Budeme se t&sit na dalsi setkani v Olomouci.

Editor’s Note

The present volume contains papers from the international conference Trends in language
education at tertiary level in language centres at Czech and Slovak universities I11 hosted on
October 20, 2017, by the Language Centre, Faculty of Arts, Palacky University in Olomouc,
Czech Republic. 51 participants representing 16 language centres gathered to share new
trends in language education, focusing on the methodology of teaching foreign languages,
study materials, testing language skills, modern technologies in foreign language teaching and
other, more specific fields, e.g. academic writing and teaching Latin. The proceedings contain
papers by scholars from the Czech and Slovak Republic.

This book is published both in print, for distribution primarily to libraries, and in electronic
form (http://cjv-konference.upol.cz/). The volume is divided into two sections: papers written
in English and papers written in Czech or Slovak.

We are very thankful to the conference participants, to the contributors for their papers, to the
reviewers for their comments, our sponsors for their support, and the organizers for running
the conference smoothly. We are looking forward to the next meeting in Olomouc.



1. PRISPEVKY V ANGLICKEM JAZYCE/PAPERS IN ENGLISH



ENHANCING FOREIGN LANGUAGE LEARNING THROUGH
CAPTIONING VIDEOS

Anna Barnau

Abstract

Efficacy of foreign language learning is enhanced by paying a special attention to linguistic
knowledge, language skills and learning strategies. Captions improve language skills by
helping students visualize what they hear, increase language comprehension and students’
motivation. The purpose of this study is to present the effects of captioning during video-
based learning activities in advanced learners at Jessenius Faculty of Medicine in Martin,
Comenius University in Bratislava. In our study we used YouTube video with specific medical
content which was watched twice. The results of this study partially correspond with the
findings described in the scientific literature. A few discrepancies emerged probably due to a
specific medical content of video. Data collected from the questionnaire revealed that students
consider captions as contributing to their confidence in understanding spoken English.

Key words: videos, captions, medical English, listening comprehension, communication, motivation

1 Introduction

Learning is a process that lasts throughout the whole life. This fact is explicitly stressed in the
Bible, folk tales or sayings. The famous Socratic paradox states: “I know that I know
nothing.” All these sayings have to do with the cognitive aspect of learning as gaining
knowledge. The modern definition adds to knowledge another feature which are the skills
gained from learning. Medical definition of learning is more complex: “the process of
acquiring a modification in a behavioral tendency by experience (as exposure to conditioning)
in contrast to modifications occurring because of development or a temporary physiological
condition (as fatigue) of the organism; also: the modified behavioral tendency itself”
(MERRIAM-WEBSTER 2017).

In European as well as global context, English language became a tool for knowledge
acquisition, opening access for new information and professional growth. To learn English
effectively, it is important to pay a special attention to linguistic knowledge, language skills
and learning strategies.

Our research study is particularly aimed at captions in YouTube professional medical videos
and their effect on English language learning and knowledge acquisition in medical students
at Jessenius Faculty of Medicine in Martin, Comenius University in Bratislava, Slovakia
(JFM UC). The aim of this study is twofold. First, it is our intension to present a theoretical
framework concerning learning as a process, and, second, the interaction between background
knowledge, vocabulary knowledge and captions will be taken into account.

2 Theoretical Background

2.1 Knowledge in Learning

The learning process and knowledge acquisition are interwoven. Knowledge is output as well
as input of the learning process. It means that new skills are constructed in the context of
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situation particularly provided by preceding knowledge. The question how knowledge is
constructed was the object of various theories. On the one hand, there are theories, according
to which knowledge is constructed by specialization of pre-existing, general structures, on the
other hand, it is common sense that learning begins with the specific and moves toward the
general (CHOMSKY 1965). Another aspect to be considered is learner’s environment
(CHOMSKY 1965, LENNEBERG 1967).

There has been an idea of cognitive change which is supported by contradictions and
inconsistencies among the scientists. Roger Schank, for instance, argues that learning is
triggered by failures that are expected (SCHANK 1999: 74). Jean Piaget, on the other hand,
speaks about cognitive conflict, called disequilibrium, which is the driving force of cognitive
development (PIAGET 1985: 157). It means when we expect something and this expectation
fails, we need to deal with that failure, explain it. Because of these confusions caused by
failures in expectation, explanations are created and the process of learning is designed. Thus,
the failures are the most important part of learning, which determine what and how we learn
(SCHANK 1999: 74). When we would get what we expect to every time, we would never
develop memory in any new way. Expectation of failure generate thinking, which has a great
impact on humanity. Put it in other words, failure expectation, explanation and learning are all
connected.

According to this theory, progress in learning is established by student’s comparison of the
present state with his/her prior knowledge, which enables to detect learner’s error as well as
the reasons or conditions that caused the error. Consequently, the greater students’
knowledge, the higher probability that this problem will be successfully solved and error
corrected or even omitted in the future.

Prior or background knowledge plays an important role in the visual as well as aural
perception. In the case of viewing the video, the students form their expectations based on
their prior knowledge of medical topics which are confirmed or corrected on the basis of the
video content (BARNAU 2015, DZUGANOVA 2014). The theories of visual information
processing have been influenced by scientific research on computer pattern recognition.
According to this idea, an image or picture can be divided into hierarchical levels of form
similar to a paragraph that can be broken down into sentences, words, etc. When the picture
contains the “human body,” this is correlated with the presence of lower-order components as
“limbs,” “trunk,” and etc.

2.2 Models of audiovisual perception

There are two general models of visual as well as aural perception, bottom-up and top-down
processing, which describe how the brain transforms visual stimuli into meaningful wholes or
patterns (KINCHLA — WOLFE 1979: 225-231, NUNAN 1992).

1. In bottom-up processing the brain assembles specific features of shapes to form patterns
that the recipient can compare with stored images he/she has seen before; it is, then, an
analysis supported by a picture.

2. Top-down processing involves distinguishing patterns as the meaningful wholes without
needing to put together their component parts. Thus, this processing is based on acquired
experience and knowledge.

In bottom-up visual processing the brain can combine lines and angles to form a pattern that
people recognize as the number 4, for example. In top-down visual processing an individual
can think to recognize the face of someone approaching from a distance and then realize
his/her wrong presupposition as this person comes closer. Concerning aural processing,
bottom-up strategies comes from recognition of sounds, words, then, clauses and, finally, the

8



messages, whereas top-down strategies begin with general knowledge of the subject matter
and structure of the whole text (NUNAN 1992: 43).

Every individual percepts and interprets one and the same visual material in a different way.
An important role in visual processing is played by previously gained knowledge, which is
influenced by situation, psychological factors and interests of the human being (BARNAU
2014/2015).

In the age of virtual reality and computer learning the emphasis has been put on the necessity
of visual literacy. Fransecky and Debes maintain that visual as well as verbal literacies
involve the processes of thinking which precede speech and writing. Concerning the
possibility to communicate, language has a twofold structure:

1. a deep structure — a process of growth, and
2. a surface structure — sounds, visual symbols (FRANSECKY — DEBES 1972: 12).

Consequently, there is a difference between the structure and skills in visual language. The
basic structure of visual literacy is the relationship between visual thinking, visual reading and
visual writing (FRANSECKY — DEBES 1972: 12). It means that there is a connection
between verbal and visual literacy as well as connections between skills and structure of
visual learning. Therefore, the skills of verbal as well as visual language are interconnected
and both must be developed and learned.

All the above mentioned facts play a decisive role in designing good learning conditions for
ESP (English for Specific Purposes) students. This means that it is important to set up such
learning situations, in which learners can interweave their prior knowledge and expectations
based on it, can ask themselves why they failed in their expectations and, finally, can begin to
think something different from what they previously thought. Such a new learning situation is
offered in English language courses for medical students in the activities supported by
audiovisual materials (BARNAU — DZUGANOVA 2017: 2779-2780).

2.3 Prior Knowledge and Comprehensible Input in Audiovisual Learning

According to Stephen Krashen people acquire language due to the linguistic information they
hear (KRASHEN 1985). It means that language develops because of the listening input which
the learners receive. In order to be able to communicate actively in a foreign language it is
necessary to understand incoming information properly and correctly (MORLEY 2007,
MORLEY 2001: 69-85). Improvement of listening skills belongs to the priorities in English
language teaching especially in medical students. A doctor's communication encompasses the
ability to gather information required for accurate diagnosis, appropriate counselling, and
therapeutic instructions (DUFFY 2004: 495). Ineffective listening skills, which are a part of
communication, can be one of the important causes of medical errors and unintentional harm
to patients (JAHROMI 2016: 2123). Moreover, the huge amount of new information in the
field of Medicine requires passive or even active participation in international conferences. In
other words, good listening skills in ESP improve understanding as well as increase the
communicative competence of every learner.

Krashen considers comprehensible input as one condition, which is related to other affective
factors influencing language acquisition (KRASHEN 2009: 83). An authentic situation
presented in the audiovisual setting provides comprehensible input and, consequently,
encourages and activates foreign-language learning. It means that it is necessary to use a
variety of audiovisual materials in language acquisition. One of the best audiovisual sources
are videos available on the Internet which provide authentic language in the audio mode as
well as written text in the subtitles or automatically generated captions as necessary input for
effective listening comprehension.



Except of comprehensible input Krashen adds some affective factors which filtrate the
amount of input in students and play a decisive role in foreign language acquisition.
According to Krashen, these factors include motivation, attitude, anxiety, and self-confidence
(KRASHEN 1985). It means that a low affective filter allow a higher efficacy in language
learning. Those students who are intrinsically motivated, have a positive attitude, actively
participate in classroom activities, are not afraid of communicating and making a mistake, i.e.
those who have enough self-confidence will succeed in learning the target language more
successfully than those who lack some of these affective factors.

In order to understand messages, to receive comprehensible input, and to lower affective
filter, a variety of audiovisual materials should be used in English lessons for medical
students and health care professionals. In this connection, Robert Vanderplank suggested
another model that considers the stage of “attentively watching”, which means focusing on
the extensive comprehensible input as offered by subtitled films “consciously, systematically,
and reflectively” (VANDERPLANK 2016: 63, VANDERPLANK 1990: 229).

Except for attention, which plays the central role, Vanderplank argues for adaptation of
foreign language intake. It means that advanced learners are listening attentively as well as
absorbing the content of the video in the foreign language. It is necessary to stress that
watching the medical video and reading the captions or subtitles place the specific foreign
language into a meaningful context, as for example the anatomy of human body or medical
presentation of illnesses, their symptoms, methods of examination and medication. Thus,
specific input leads to attentive watching and appropriate production of spoken or written
language (VANDERPLANK 2016: 63).

2.4 Listening comprehension and captioning videos

As mentioned above, the ability to combine both, top-down and bottom-up strategies of
processing, contributes to successful listening. Audiovisual material complemented with
intralingual subtitles or captions, where the text is in the same language as the sound, is a
possible tool that improves listening comprehension skills of second language (L2) in
advanced learners. Intralingual or monolingual subtitles transfer the spoken language into the
written text. This method was originally employed for an audience which is deaf or hard-of-
hearing, but later was applied as a suitable didactic tool for language acquisition which can

“improve the effectiveness of audiovisual presentations and develop viewers’ language skills”
(DANAN 2004: 68).

Several studies have stressed the decisive importance of cognitive processes which effect the
ability of the learners to convert input into linguistic information, the intake, that listeners
acquire as exposed to audiovisual modalities through attentive listening, cognitive strategies
of retention as well as through communicative interaction or feedback (BROWN 2000: 248,
VANDERPLANK 2016: 63, GARZA 1991: 246, NEUMAN — KOSKINEN 1992: 103-104).
It is necessary to stress that according to modern studies, activation of both, verbal and non-
verbal stimuli results in better recall (SYDORENKO 2010: 50). Thus, visual information
combining verbal text increases language acquisition in L2 learners. Tetyana Sydorenko
mentions the results of several studies showing different results concerning the combination
of captions and videos or text passages and visuals (SYDORENKO 2010). According to the
majority of scholars, subtitled videos help L2 learners to comprehend English; they have
positive effects on vocabulary acquisition and retention as well as communicative
performance (BALTOVA 1999, VANDERPLANK 2016: 63-65, GARZA 1991: 245,
NEUMAN — KOSKINEN 1992: 103-103-104).
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3 Video Watching with/without Captions

Educational video “What happens when we sleep?” for the present study was taken from
YouTube. The length of the video was approximately 3 minutes. Twenty students watched the
same video twice. All students participated in the research study during their regular classes.
The students were divided into two groups, N1 was the sample size of group one and N2 was
the sample size of group two (N1 = 10, N2 = 10). Group 1 (G1) watched the video with
automatically generated captions and group 2 (G2) without. The effects of background
knowledge as well as the influence of captions on listening comprehension and vocabulary
acquisition were observed and tested.

Concerning background knowledge, the first test (T1) was given prior to video viewing. The
participants took a vocabulary and comprehension test (T2) which followed video watching
activity at the end of the class. The third follow-up test (T3) was administrated four weeks
after shoving the video. The same students took the fourth test (T4) eight weeks after the
video watching as the part of their final examination. All vocabulary words were presented in
their written form and the students were asked to translate the target words into Slovak. Each
comprehension test included questions in English about the main information given in the
video.

The following questions have been followed from the beginning of the present research study:
1. Does the captioning video contribute to better comprehension of video content and
vocabulary acquisition?

2. Does prior knowledge about a particular medical topic influence comprehension of the
video with the same medical theme?

As hypotheses it was assumed that

1. Captions will enhance medical vocabulary acquisition and medical video content
comprehension by advanced English language students.

2. If the topic is familiar to the student, this will enhance comprehension of a particular
medical video.

3.1 Activation of Background Knowledge

Prior to watching activity, a list of ten new English words and ten phrases translated into
Slovak based on the video “What happens when we sleep?” was distributed to students. They
had 5 minutes to read the list and respond to the following statement.

| was already familiar with more than 50% of English words and phrases given in the list.

The students used the Likert scale:

1= Strongly disagree, 2= Disagree, 3= No opinion, 4=Agree, 5= Strongly agree

This item achieved a rating of 3.4 points on the Likert scale. It means that English words and
phrases in the list were mostly known.

3.2 Paired T-Test

In our hypothesis we presupposed that captions in the video will contribute to better
comprehension of its content. The structure of all three tests (T, — T,) was twofold — we tested
the vocabulary (total score of 10 points) as well as content comprehension (total score of 9
points). Exact translation in the vocabulary test received full credit (1 point), translations
which were from the same semantic field received partial credit (0.5 point) and incorrect
translations were not given any credit (0 points). In the comprehension test, only a correct
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answer received 1 point. In our statistical analyses, we compared two groups watching videos,
whereby G1 viewed the video with captions and G2 without. For data analyses we used a
paired t-test.

The results of the paired t-test in G1 showed a statistically significant difference in
vocabulary acquisition (p1 = 0.024). Students who watched the video without captions did not
achieve significantly high score on the vocabulary tests (p > 0.05). Thus, our hypothesis
(captions contribute to better vocabulary acquisition) was confirmed. It means that watching
this video with captions resulted in significantly higher scores on the vocabulary acquisition
test than watching this video without captions. Surprisingly, captioned video did not result in
significantly higher scores on the video comprehension tests in G1 (p; > 0.05). But, G2
students, viewing uncaptioned video, achieved significantly higher scores on video content
comprehension tests proving enhancement of listening comprehension (p; = 0.019).

Quantitative results are presented in Table 1 showing the number of participants as well as
their mean scores, standard deviation (SD) and standard error of the mean (SEM) on the
vocabulary acquisition and comprehension tests.

Video Vocabulary acquisition tests Comprehension tests
Gl G2 Gl G2
What happens (captions) (no captions) (captions) (no captions)
when we sleep?
T, T, T, Ty T, Ty T, Ty
Mean 7.40 8.10 7.30 7.80 7.90 8.35 7.90 8.55
SD 0.97 0.88 0.95 1.32 0.62 0.67 0.66 0.76
SEM 0.31 0.28 0.30 0.42 0.19 0.21 0.21 0.24
N 10 10 10 10 10 10 10 10

Table 1 Quantitative results of the tests

3.3 Questionnaire

After the lesson, targeted at medical video viewing as well as vocabulary and comprehension
tests, 19 students filled in the questionnaire (DORNEY 2003). The students were asked to
respond to the following statements:

1. I had seen the video with the same theme in English before its presentation in the class.

2. Knowing the context helped me to understand the content of video.

3. Vocabulary review before watching the video helped me to understand the content of the
video.

4. The presentation of medical topic in English was new for me.

5. It was hard for me to concentrate on the content of the video while reading the subtitles.

6. | was able to read the subtitles while watching the video.

7. The subtitles contributed to my confidence.

The last two questions in the questionnaire were open ones:
8. What helped you most to understand the video content?

12




9. What prevented you from better understanding?

The five point Likert scale was used to evaluate all statements: 1 = Strongly disagree, 2 =
Disagree, 3 = No opinion, 4 = Agree, 5 = Strongly agree.

Because the students of JFM CU are obliged to pass demanding entrance exam, they are very
well educated in study subjects like biology and chemistry. Thus, it was possible to
presuppose that their background knowledge of Slovak language would be serious with a very
high level of proficiency. The first item “I had seen the video with the same theme in English
before its presentation in the class,” was answered negatively, with an average rating of 2.11
points on the Likert scale. It means that the students had not seen the medical video before.
The evaluation of the second statement “Knowing context helped me to understand the
content of the video” proved our second research hypothesis by receiving an evaluation of
3.74 points on the Likert scale. It means that familiar topic enhanced comprehension of a
particular medical video.

The students evaluated the third item “Vocabulary review before watching the video helped
me to understand the content of the video” with an average rating of 4.00 points. This
evaluation proved that the students consider lists containing phrases and unknown vocabulary
as well as their review before watching of the videos as very positive for their understanding
of professional medical videos. The fourth item “The presentation of medical topic in English
was new for me” was rated with different scores ranging from 1 to 5 points with an average of
3.26 points. The fifth item “It was hard for me to concentrate on the content of the video
while reading the subtitles,” was answered negatively, with an average rating of 1.84 points
on the Likert scale. The evaluation of the sixth statement (4.16 points) proved that students
were able to read the subtitles while watching the video. The seventh item “The subtitles
contributed to my confidence” received a rating of 3.89 points. It means that the students of
JFM CU considered captions as contributing to their confidence in understanding spoken
English.

Two open questions in our questionnaire “What helped you most to understand the video
content” and “What prevented you from better understanding?” revealed that students
considered a vocabulary review before watching the videos as well as captions used while
viewing as both being of great help. Negative aspects listed included noise, native speaker
accent and a bad screen; one student even considered the captions in the video disturbing.
This is seen in examples 1, 2 and 3.

Example 1. “Subtitles helped me, even though I already knew 95% of new words.”
Example 2. “Sometimes it can be hard to understand the people speaking.”
Example 3. “Sometimes subtitles in video I found disturbing.”

The results are presented in Graph 1.
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4 Conclusion

Visual materials offer enormous potential for foreign language acquisition at every level
according to CEFR (Common European Framework of Reference for Languages), in
almost all learning phases, covering a huge variety of topics (BARNAU 2015). They are
means by which not only vocabulary and grammar categories can be taught or improved, but,
moreover, they contribute to communication skills practice (HILGER 1999: 8). Videos are a
rich source of authentic materials useful for implementation in foreign language learning as
well as teaching processes. The students are used to watch different types of films. The
instructive video we choose, contains a lot of information useful for medical students and
awakes their interests in English. Consequently, the students enjoy viewing medical videos
even though they are in a foreign language. In this way such videos contribute to higher
motivation to learn English and provide an authentic situation and professional setting.

Automatic speech recognition programs enable to use automatically generated captions. Even
in clean acoustic environment, however, speech recognition is limited. It is necessary to stress
that automatic speech recognition expressed in captions is a great help for L2 students
(BROOKE — SCOTT 2012). Captions improve language skills by helping students visualize
what they hear, increase language comprehension and students’ motivation.

Our present research study was aimed at observations about the contribution of captions to
better vocabulary acquisition and comprehension of medical videos. Captions contributed
significantly to better vocabulary test results. Data collected from the questionnaire revealed
that students consider captions as contributing to their confidence in understanding spoken
English. Thus, captioned videos are an important tool for students enhancing L2 learning.
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DEVELOPMENT AND USE OF ESP TEACHING MATERIALS FOR
MEDICAL STUDENTS

BozZena Dzuganova

Abstract

The aim of foreign language teaching at Jessenius Faculty of Medicine (Comenius
University) in Martin is to provide cognitive knowledge through language skills and to
deepen and expand language skills through acquired medical knowledge. Textbooks form
an inseparable part of the teaching process. Their structure should be tailored not only to
the needs of medical students, but also to the needs of teachers who are responsible for
the planning, structure, and course of individual lessons, as well as the testing of
acquired professional knowledge and language skills. Therefore, a great deal of attention
should be paid to the selection of quality authentic texts. Other criteria for developing a
good textbook are: creativity with an emphasis on interactivity, the ability to stimulate
students' interest, to motivate them, and the ability to actively involve them in the
teaching process. The variety of language teaching materials used and the
implementation of different teaching/learning methods have to meet the different needs of
students, to familiarize them with positive values and attitudes towards life, to equip them
with the best language skills and competencies, to prepare them for their future
profession, and, above all, to develop a desire for lifelong language learning in them.

Key words: teaching materials, medical English, teaching methods, authentic texts

1 Introduction
People learn foreign languages for various reasons.

The recognition that many English students need the language for specific
instrumental purposes has led to the teaching of ESP - English for Special or
Specific purposes. Hence the proliferation of courses and materials designed to
teach English for science, medicine, agriculture, engineering, tourism, and the
like. But the frustration of a French architect who, having learnt the English of
architecture before attending a professional international seminar in London,
found that he could not invite his American neighbour to have a drink, is
significant. Specialized English is best learnt as a second layer upon a firm
general English foundation. (BROUGHTON et al. 1980: 9).

We can easily imagine a similar situation in the case of a medical student who after having
attended specialized English lessons in the first academic year is able to read professional
medical papers, to follow a lecture in English, to write a short post on any medical subject,
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and then present it to his classmates in the classroom before discussing it with foreign
students. In contact with an English-speaking patient during an internship in an English
hospital, however, he suddenly cannot remember how to tell the patient to sit down and pull
up his sleeve because he wants to measure his blood pressure.

That is why a university teacher should evaluate the teaching materials he uses. “Since the
mid-1990s, the language teaching at Slovak universities has focused on specialized academic
language that reflects particularities of individual university branches”. (KANICHOVA —
VLCKOVA 2014: 32). The criteria for selecting a suitable foreign language textbook include:
professional orientation and sufficient stimuli for the development of all four basic
communication skills, such as reading, writing, listening and speaking.

The accession of Slovakia to the European Union (EU) in 2004 and, in particular, the
accession of Slovakia to the Schengen area in December 2007 and introduction of the euro
currency in January 2009, offered our citizens opportunities to travel abroad, to enter the
European labour market and find suitable employment in the individual EU countries. Also,
medical students have been given the opportunity to participate in the Erasmus exchange
program, to perform compulsory summer practice at foreign clinics, or to undertake
internships in different European hospitals during the semester. This has contributed to
reshaping of attitudes and requirements for foreign language education that include
reconciling of academic skills, training and acquiring professional skills along with
communication strategies of everyday language in a hospital environment. Mastering a
foreign language at a communicative level guarantees its user mobility within the EU
countries and enables him to study or work in any of its member states. Foreign language
learning has thus become an important means for further training of physicians in their field,
as well as a necessary tool in their daily work.

This is the goal which the new textbooks of medical English developed at the Department of
Foreign Languages, Jessenius Faculty of Medicine (JFM) have to serve. The aim of this paper
is to share our experience with the development and use of specialized teaching materials for
medical students. We want to describe several general principles that helped us and that could
be helpful to other textbook writers.

2 Teacher’s creative access to teaching materials

Over the last twenty years, a large number of new, interesting teaching materials of medical
English have appeared on the book market (MAHER 1990; JAMES 1992; LEONARD 1993;
PLATT 1995; RILEY 1995; CHABNER 1996; GORFFY 2001; GLENNDINNING 2001;
PARKINSON 2004; HOLMSTROM 2005; MILNER 2006; GLENNDINNING — HOWARD
2007; MCCULLAGH — WRIGHT 2008; HULL 2010; ALLUM 2012a; ALLUM 2012b).
Each of these language textbooks covers a specific area of the professional language; e.g.
formation of English medical terms of Greek-Latin origin, testing of medical terminology,
development of oral communication strategies with patients in different situations, methods of
medical examination in relation to individual diseases, professional correspondence between
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doctors, filling out questionnaires and records of patient's clinical papers, as well as strategies
of reading professional texts, listening comprehension, writing professional papers, oral
presentation of professional topics using audio-visual media etc. This positive development is
definitely a benefit for teachers, who can now finally get the right teaching material. On the
other hand, a new problem has arisen - how can one choose the right textbook that would
meet all requirements for foreign language teaching at the medical school?

As at JFM, foreign language teachers build syllabuses and suggest the textbooks they will
use; they can creatively deal with teaching and learning materials. It depends on each teacher
to what extent he will use existing materials and how much he will create new ones. The term
"create™ does not mean that each teacher has to write his own textbook but that his work is
creative. To be able to work creatively, the teacher has to know perfectly the textbooks
available at his department because they are an important source of information, expert texts
of different genres, ideas for simulating communication situations, inspiring sources for
writing an essay, a tool for acquiring new vocabulary, a stimulus for developing different
tasks and activities that can be adapted to the needs of students and the teaching/learning
process.

Here one can pose a question: what is a creative approach? Creativity is a key aspect of
today's world, an integral part of our life. The word create comes from the Latin word creare
and means to spawn, to give birth. It is possible to talk about different kinds of creativity such
as scientific creativity, artistic creativity etc. Creativity in the life of man and human society
plays an important role without which the development of society cannot be imagined. It is an
original process, the result of which is an original product, an idea. Creativity in relation to a
school can be defined as a predisposition for action in a problem situation that has no known
solution or where a routine solution cannot be used. However, the learner needs to identify the
problem, looks for possible solutions, systematically tests, or chooses the procedure that he
has assessed as the most appropriate for a given problem and given conditions (SMEKAL
1996). The goal of today’s schools should not be a mere transfer of the stated, proven
knowledge, but such a form of teaching that is based on activating methods, respecting
individual characteristics of the student and assuming his responsibility for learning. The
school should be involved in developing creativity. It is up to the teacher to apply these
challenges in practice (FASKO 2000-2001: 317; UHEROVA 2012: 52).

When choosing study materials and preparing tasks, we try to apply Guilford's principles of
creativity: fluency, flexibility, originality, elaboration, sensitivity (GUILFORD 1967).

Creative access to teaching and learning materials lies in:

e A sensible selection of topics that are appropriate to students of the first year. As for the
contents, the topics should correlate with the study goals and in the cognitive level present
specific, professionally determined issues. It is beneficial if these themes also enable
interactive communication. Since the ability to communicate and discuss matters in a
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foreign language is the ultimate goal of ESP. It is necessary to create activities that
promote spontaneous speech, interaction and discussion (BARNAU 2015);

A balanced selection of texts from theoretical areas supplemented by short audio-visually
processed texts from relevant clinical areas. In these times of virtual reality and computer-
mediated learning, more and more emphasis is placed on so-called visual literacy. A
visually literate individual can understand the meaning of a projected video, interpret the
content and critically analyse it (FRANSECKY — DEBES 1972: 12). In other words, there
is interconnection between verbal and visual literacy, and it is important to take these facts
into account when developing learning materials;

A variety of tasks and activities designed to develop cognitive skills so that each student
learns to form written or oral statements correctly and is linguistically able to interpret this
statement correctly. An incorrectly written or pronounced medical term may lead to
establishing an incorrect diagnosis with fatal consequences (MEDITEC 2017);

Content graduation of the topics, coming out from descriptions of simpler facts to analysis
of more complicated phenomena, using selected authentic texts graded according to their
language and content load which will facilitate a reciprocal, productive and interactive
way of communication (CoF 2006; DZUGANOVA — BARNAU, 2017b)

Choosing versatile current texts and avoiding the latest clinically yet unverified fantastic
reports. Current themes often lose their topicality in a few months. Since each textbook is
designed for at least five years of use, outdated or irrelevant information creates a negative
and unprofessional impression;

Diversity of choices of stylistic genres, starting with descriptions of human body systems,
clinical descriptions and definitions of individual diseases, their signs and symptoms,
going on to medical reports, clinical records, articles from medical journals, drug package
leaflets, recipes, doctor-patient dialogues etc. The specialized medical language includes
besides professional terminology, a number of abbreviations, technical data used in
scientific texts, abbreviations, acronyms and eponyms. On the one hand this language is a
highly professional communication tool used by professionals; on the other hand it also
consists of a simpler, colloquial layer of language used in a doctor's interview with the
patient and his family members;

Establishment of clear rules for certain grammatical issues typical for medical English and
development of tasks used to practise them;

Visual illustration of texts with pictures, photographs, charts, etc. Although a lot has been
written about the use of visual materials in teaching English, there are still areas where
they are not used sufficiently (HOMOLOVA 2010).

3 General principles of textbook development

The concept of our textbooks was influenced by the specialized textbooks of Czech and
Slovak teachers and linguists (TANDLICHOVA 1988; TANDLICHOVA 1991) as well as by
foreign literature (TOMLINSON 2003; HARWOOD 2010). Two lecturers of the British
Council working in Slovakia also contributed methodologically to the design of our first
textbook. Together with them, we set out several basic principles we tried to keep in
developing our first Textbook of Medical English (POLACKOVA — JURECKOVA —
DZUGANOVA 1998). The increasing theoretical knowledge, practical teaching experience,
and first of all demand for specialized textbooks from newly established study branches led to
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development of further teaching materials (DZUGANOVA et al. 2013; DZUGANOVA 2014;
BALKOVA et. al. 2014; DZUGANOVA — GRESTY 2015; DZUGANOVA — ZRNIKOVA:
2016; DZUGANOVA — BARNAU 2017a), in which the manifested principles were applied.

These principles cover the following areas:

1. Contents of the textbook

2. Methodological and didactic procedure

3. Structure and organization of the textbook

4. Layout and visual appearance of the textbook

3.1 Contents of a textbook
Before writing a new textbook it is necessary to define:

e For which target audience the future textbook is intended - for students of general or
dental medicine, postgraduate students, nurses, therapists, radiologists or self-learners of
medical English;

e What role the textbook will fulfil - will it form the basis of the curriculum, or will it be
only supplementary material for reading, listening, testing, or a source of complementary
activities;

e What language level is required from students at the beginning of the study and what
language level is intended to be achieved using the textbook. According to CoF,
secondary school graduates should master the final exam in the foreign language at B1 or
B2 level, depending on the type of school they attend. This information can help the
author/s to determine the level of textbook difficulty.

Based on the students’ needs analysis, it is necessary to determine the number of units and the
content of each unit (NUNAN 1994: 4; BRUMFIT 1990: 90) and to select the appropriate
texts from the available resources and to create tasks to accompany them. When selecting
texts, we follow the following criteria: authenticity, adequacy and thematic suitability,
interest and familiarity with the topic, genre diversity, language difficulty, grading of
difficulty, supplementary information and texts.

Authenticity

When creating professional textbooks, we select texts from current authentic materials such as
medical textbooks, printed or online magazines, medical domain websites. Information and
data must be relevant and accurate, with sources of textual, visual, audio-visual information
properly cited so that the authors cannot be accused of plagiarism. When selecting texts,
authentic texts should be modified and graded according to style, language difficulty and
content intensity, since authentic texts such as daily newspapers, magazines, television
broadcasts quickly lose their topicality.
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Adequacy and thematic suitability

Attention should be paid to texts aimed at expanding and deepening students' background
horizons that enable students to mediate both recited and productive competences and
systematically extend their vocabulary. When creating professional teaching materials, we
assume that the content and language of the textbooks should be appropriate to the language
and general knowledge of the students.

Interest and familiarity of the topic

The taught topics should be known to students. Such topics are considered to be easy to learn
about because the students already have background knowledge of them. The need for
background knowledge is discussed by David Nunan (2015) in his monograph Teaching
English to Speakers of Other Languages. This knowledge helps them to assume, estimate, or
deduce the meaning of unfamiliar words or concepts in English. The blending of Latin
knowledge and anatomy helps our students to cope with many anatomical terms of Latin
origin from the first hours of medical English. Here we have to look for correct English
pronunciation, which is often different from the Latin.

Genre diversity

Individual medical sciences deal with various systems of the human body from different
points of view, which is reflected in the diversity of texts and stylistic genres (e.g. medical
record vs. description of the ward-round course, history taking vs. medical lecture). Where
possible, we try to find texts capturing this diversity and variety. For reasons of time, shorter
stylistic genres such as abstract, summary, commentary, description and interpretation are
preferred.

Language requirements

Authentic specialized texts are characterized by a different morphological-syntactic
composition, information compaction of the text, including condensed sentence structures and
unknown lexical means compared to common, often artificially created texts for school needs
(KANICHOVA — VLCKOVA 2014: 42). Language difficulty is often a concomitant feature
of content intensity, and this accumulation of exceptional requirements of language and
expert knowledge is not in concord with the level of knowledge of our students - students of
the first year. The demands such texts exceed their real possibilities.

Grading of difficulty

We agree with (EB 2016) that grading of the content and language levels of texts should be
maintained in the textbook - from simpler to more complex, from concrete facts to abstract
hypotheses. Terms must be correct and accurate. When building a conceptual apparatus, it is
necessary to proceed from familiar terms to new, unknown ones.
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Supplementary information and texts

The textbook should contain only the key topics according to the curriculum of the subject. It
is not advisable to provide too much additional information so as to leave room for the
creative activity of students. If supplementary information is included in the textbook, it
should be appropriately marked, e.g. Additional Reading, Interesting, Did You Know?
Famous personalities from the history of medicine, Glossary or Vocabulary.

According to EB, the content of the textbook should be independent and sufficient to achieve
effectively the objectives set out by the curriculum without the need for additional materials.
We do not endorse this claim entirely, as we usually supplement units in the textbook with
short videos or audio recordings of texts for listening directly from the Internet (BARNAU —
DZUGANOVA, 2017b).

3.1 Methodological and didactic procedures

The CoF provides a common basis for the development of language teaching curricula,
guidelines for examinations, as well as for development of textbooks across Europe. The
advantage of CoF is that it is not bound by any of the many competing linguistic and
pedagogical theories and practices of learning and teaching foreign languages. Although CoF
does not give preference to any particular linguistic theory or teaching principle, it is expected
from academic college textbooks to coordinate the teaching process by unifying the methods,
content and objectives of teaching foreign language. Textbook authors should specify detailed
criteria for selecting and arranging texts and individual assignments to them which they want
to present in their textbook.

At the beginning the authors should agree on the methodological principles to follow. If they
prefer to develop the basic language skills equally or to choose only some of them, e.g. to
train and test strategies of reading comprehension, to search for important key information in
the text (scanning and skimming), to focus on authentic professional communication, or to
deal with the analysis of the authentic professional text, etc.

When developing individual units, it is necessary to predetermine the percentage share
determined for the development of individual skills and to choose an adequate graphic
structure of the individual parts and types of tasks for them. The textbook builder has to
decide what learning activities and language tasks the textbook will contain, how for example
grammar will be explained - whether there will just be functional grammar arising from the
context, or whether it will contain the most common phenomena of scientific language.

3.3 Structure and organization of a textbook

The teaching material is not only a source of basic professional concepts but also of
professional medical knowledge that enables students to improve communication in a
specialized language on different medical topics.
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From our own experience we know that an appropriate structure of the textbook makes
learning easier. The content and language sequences should be reasonable and logical.
Keywords have to be easily identifiable and highlighted. The visual segmentation of the
textbook into units and the division of units into further relevant parts is very important and
must be consistent in all units. It is recommended to develop one unit as an example,
especially if several co-authors participate in development of the learning material and agree
on a unified structure of units (DZUGANOVA et al. 2013).

3.2 Name and visual appearance of a textbook

The name should be relevant, concise, easy to remember and as short as possible. The visual
appearance and layout of the textbook must be logical and consistent. Texts, exercises,
pictures, grammar reviews, worksheets, etc. have to be logically placed, with the appropriate
use of space and edges for effective learning. However, unnecessary use of empty space
should be avoided. The graphic design of the textbook must be clear to enable easy
orientation. It is recommended to use graphic symbols to highlight important phenomena,
colour differentiation of some parts of the text from others, or to use different font size and
types. However, such distinctions have to be kept in all units uniformly.

The text should be accompanied by appropriate images and illustrations. Examples,
illustrations, sketches and charts should be interesting, accurate, illustrative, and relevant to
students' knowledge and stimulate and facilitate learning. Their task is to supplement, clarify,
and attract students' attention to the issue and not distract it (BARNAU 2015: 26).

Sometimes the publisher takes the privilege to choose the title of the textbook disregarding
the objections of the authors (DZUGANOVA — GRESTY 2015; DZUGANOVA — BARNAU
2017).

4 Conclusion

The aim of foreign language teaching at Jessenius Faculty of Medicine is to combine the
acquisition of cognitive expertise on the basis of language competencies and to redefine,
deepen and expand language skills and competences through expert knowledge.

As textbooks form a part of the teaching process, they have a significant place in the teaching
of foreign languages for special purposes. Their structure should be tailored not only to the
needs of medical students, but also to the teachers to whom they help in the planning and
compilation of lessons, as well as in the testing of acquired professional knowledge and
language skills. Therefore, great attention should be paid to the selection of high-quality,
authentic, expert texts. Further criteria for creating a good textbook are creativity with an
emphasis on interactivity, the ability to stimulate students' interest, motivate them, and the
ability to actively involve them in the learning process. In other words, good textbooks extend
not only their professional language knowledge and skills but also their horizons.
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The variety of language teaching materials used and the implementation of different teaching
and learning methods aim to meet the different needs of students, to teach them to appreciate
positive values and attitudes to life, to equip them with the best language skills and
competencies to be best prepared for the performance of their future profession. Above all,
however, they should develop a desire for lifelong language learning.
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ACQUIRING INTERCULTURAL COMPETENCE: STUDENTS’
PERSPECTIVE

ZISKAVANI INTERKULTURNI KOMPETENCE: POHLED STUDENTU

Sarka Kadlecova

Abstract

This article focuses on the process of acquiring intercultural competence from the
perspective of students enrolled in a one-semester course of Intercultural Competence at
the Language Centre of the Faculty of Arts, Charles University. It examines participants’
reflections of ten individual learning units. The objective is to identify students’ relation
to selected topics of intercultural education and to reveal possible changes in attitudes.
Content analysis of thirty-six written items consisting of notes, reviews and evaluations
was conducted.

Key words: intercultural competence, foreign language teaching, English, CLIL, students’ reflection

Abstrakt
Cldnek se zabyva procesem ziskdavani interkulturni kompetence z pohledu studentii, kteri
navstévovali jednosemestralni kurz Intercultural Competence v Jazykovém centru
Filozofické fakulty Univerzity Karlovy. Predmétem zkoumdani jsou studentskda hodnoceni
deseti vyukovych jednotek s cilem identifikovat vztah k vybranym tématim z oblasti
interkulturniho vzdélavani a pripadnou moznost zmény v postojich. Byla provedena
obsahova analyza triceti Sesti psanych hodnoceni, poznamek a reflexi.

Klic¢ova slova: interkulturni kompetence, vyuka ciziho jazyka, metoda CLIL, studentské hodnoceni

1. Introduction

Successful academic careers include the aspect of internationalisation. Not only are foreign
language skills required in academia internationally, but also intercultural sensitivity and
competence provide an efficient tool for effective communication in the globalized sphere of
education. Moreover, culturally determined aspects of life have become more salient due to
the increasing diversity in Europe and worldwide. Consequently, there has recently been a
focus on raising cultural awareness and developing intercultural competence in university
students. For instance, exchange students are usually provided introductory lectures on
cultural aspects of the host country. The Language Centre of the Faculty of Arts, Charles
University introduced a course specialised in intercultural competence as part of English
learning in 2015. The Content and Language Integrated Learning (CLIL) method was
employed in the lessons.

The motivation of the lecturer of the course, who also developed its content, was both,
external and internal. It was a response to the demands of the current academic world
characterized by internalisation of higher education and the globalised world as such. Also, it
was connected with the lecturer’s professional interest in multicultural education and
prevention of prejudiced behaviour, racism and hate violence. Moreover, a lack of similar
interdisciplinary courses in the curriculum of the Faculty of Arts, Charles University had been
observed. The points of departure were the following three aspects of the newly designed
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course. It was anticipated to be grounded in language learning provided by the Language
Centre as a regular one-semester course and therefore a fluctuation of students was expected.
Three completed courses of Intercultural Competence will serve as a case study of students’
reflections on the process of acquiring intercultural competence. In this article, the theoretical
approach to teaching intercultural competence will be introduced first. Second,
methodological choices of the teacher will be described and selected resources presented.
Finally, the results of content analysis will be summarized.

2. Intercultural Competence

Cambridge Online Dictionary defines the words intercultural as “relating to or involving
more than one culture” and competence as “the ability to do something well.” Intercultural
competence thus refers to the ability to deal with two or more cultures successfully.
Arasaratnam (2009: 1) describes it as “one’s effective and appropriate engagement with
cultural differences.” Changnon and Spitzberg (2009) avoid the word culture in their
definition of intercultural competence as ,the appropriate and effective management of
interaction between people who, to some degree or another, represent different or divergent
affective, cognitive and behavioural orientations to the world.” (DEARDORFF 2009: 7)

Intercultural competence is inseparable from communication. Schaetti, Ramseym and
Watanabe (2009) present the standard definition as “the ability to communicate effectively
and appropriately in a variety of cultural contexts with people who are different from one’s
self (i. e. who are from a different national, ethnic, religious, professional, organizational,
generational, etc., culture)” (In MOODIAN 2009: 128). According to these authors,
approaches to strengthening people’s intercultural competence can be categorized into three
spheres — culture specific, culture general, and intercultural practice. The first sphere focuses
on cultural specifics, for instance, “the communication styles or value orientation of a
particular cultural group.” (In MOODIAN 2009: 128) The second sphere deals with “the
general cultural contrasts that apply in interaction”, such as power distance or collectivism
versus individualism. The third sphere is concerned with practice. “It emphasizes moment-to-
moment choice, moment-to-moment practice. The third area is informed by the first two,
which are to a certain extent limited. However, it accentuates the need for quick learning and
practice for the specifics of intercultural context. The limitations of the culture specific sphere
to the development of intercultural competence lie in the fact that not all members of a culture
perform the same behaviour. Moreover, most people are exposed to the influence of more
cultures and subcultures. The drawback of the culture general sphere is its reduction to an
intellectual exercise of making a comparison and the prevailing focus on the cultural other
rather than the cultural self.

Deardorff’s pyramid model of intercultural competence (DEARDORFF 2006) is divided into
four segments which are interconnected and illustrate the phases of the development of the
competence. Requisite attitudes such as respect, openness and curiosity and discovery form
the base of the pyramid. Knowledge and comprehension of cultures (of one’s own and of
others) linked with skills such as listening, observing, interpreting, evaluating or relating build
the next block. It is followed by the category of desired inner outcome, referring to an
informed frame of reference/filter shift, which concern adaptability (to different
communication styles, adjustments to new cultural environments), flexibility (cognitive
flexibility), ethno relative view and empathy. The uppermost part of the pyramid is labelled
desired external outcome and designates the actual ability to behave and communicate
effectively and appropriately to achieve one’s goal to some degree.
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Desired External outcome
Behaving and communicating effectively and
appropriately (based on one’s intercultural
knowledge, skills, and attitudes) to achieve one’s
goal to some degree
Desired Internal Outcome
Informed frame of reference/filter shift
o Adaptability (to different communication styles and
behaviors; adjustment to new cultural environments)
» Flexibility (selecting and using appropriate communication
styles and behaviors; cognitive flexibility)
» Ethnorelative view

» Empathy
EKnowledge and Comprehension cj:':() Skills
o Cultural self-awareness e Listen

# Deep understanding and knowledge | # Observe
of culture (including contexts, role | o Interpret
and impact of culture and others™ | Analyze
worldviews) ¢ Evaluate

» Culture-specific information » Relate

* Sociolinguistic awarensss

Requisite Attitudes
» Respect (valuing other cultures, cultural diversity)
* Openness (to intercultural learming and to people from other cultures, withholding jud gment)
» Cunosity and discovery (tolerating ambiguity and uncertainty)

Fig. 1 Deardorff's Pyramid Model of Intercultural Competence (2006: 254)

3. Intercultural Competence Course

The Intercultural Competence course was integrated into the portfolio of English courses
offered by the Language Centre of the Faculty of Arts of Charles University in 2015. It was
designed and piloted under the funding from the faculty’s internal competition programme. It
was categorised as a language for academic purposes type of course. It is a one-semester
course consisting of twelve thematic units, taught in two lessons per week. Content and
language integrated learning is deployed as each learning unit is structured around an
authentic textual, audial or visual input.

Through an introduction of the topics related to culture, interculturality and multiculturalism,
employing a selection of texts, activities and audio-visual materials, the course aims at the
development of effective skills for communication in the globalized world, the enhancement
of competences necessary for studies, internships or working abroad, the consolidation of
relevant language structures and vocabulary in students.

Teaching intercultural competence supports the first two of the above mentioned spheres,
culture specific and culture general. A teacher can provide information and materials
concerning facts, ideas and opinions resulting from anthropological, sociological or linguistic
research. Therefore, the teaching units were developed around the following topics: culture
and its elements (MOODIAN 2009), culture and the individual (MATSUMOTO JUANG
2008), cultural dimensions (HOFSTEDE 2005), communication - language and non-verbal
communication, and intercultural competence (LUSTIG KOESTER 2010). In order to
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develop ethno relative view and empathy, the topics of ethnocentrism (ERIKSEN 1995) and
whiteness (MCKINNEY 2005) were included.

However, the classroom provides a limited opportunity for intercultural practice. Despite this
fact, students could benefit from the diversity within the group composed of people of
different national backgrounds (as a number of international students joined the course),
academic fields or genders. Finally, students were enhancing their intercultural competence
by using the English language to communicate, which was a second language to all of them.
Based on the design of the course, it was anticipated that the cognitive and affective elements
of the learning process would be activated or modified. The texts were selected in order to
introduce fundamental terminology and concepts related to the topic. Nevertheless, the
students enrolled were expected to vary not only in their language competence, but also in
their background knowledge of the topic and their motivation to participate. For the course
was optional for Bachelor and Master students as well as for foreign students or doctoral
students.

4. Methodology

In order to investigate students’ perspective of acquiring intercultural competence, data was
created from various sources, all of which were student-authored. The Intercultural
Competence course was designed for a group of fifteen students. Three courses were executed
between the years 2015 and 2017. Participants were required to submit a reflection written in
English on individual topics selected for the course and both, the learning process in class and
outside of it. The reflections could focus on a particular idea from a text as well as group
dynamic in sessions or experienced personal development. In addition, the third group of
students were given a mid-semester questionnaire concerning their previous experience with
the topic and their anticipation. Content analysis was deployed to examine thirty six texts.
Moreover, students’ online evaluations of the course, which is a tool used to provide feedback
by the Faculty of Arts, were included.

5. Results

Although the reflections were highly personal as they represented students’ relations to the
general theme and specific topics, their perceptions and attitudes formed outside and inside
the classroom, the content analysis of students’ texts revealed some patterns and allowed for
distinguishing five areas which illustrate students’ evaluations of their learning process in
regard to acquiring intercultural experience. They are the following: content-based
knowledge, language practice, personalised learning, collective experience, and shifts in
attitudes. Excerpts of the original texts without any modifications are used below to illustrate
the categories.

5.1 Content-Based Knowledge

In their reflections on the course, students often referred to the factual, research-based,
information they had learned. The classes provided a space to focus on novelty topics for a
significant number of participants. Therefore they appreciated the opportunity to gain
knowledge of culture, its elements and specifics.

Also, reading the obligatory texts | have enriched my knowledge on the topics of
culture, language, gender, communication etc.

31



Second thing, which surprised me in the text, was that culture is influenced by the
geographical conditions. | have only thought of culture a a complex of activities,
as concerts, theatre performances and so on.

5. 2 Personalised Learning

Self-awareness and also the awareness of one’s own cultural background are crucial in
developing intercultural competence. Therefore, students were invited to personalise their
learning, relate more general topics and findings to their individual experience and reflect on
their apprehension. This aspect of the course was recognized worth.

| really like when we are discussing personal experiences because we can think
about a real and specific situation.

It was directly applicable during my Erasmus here and I think that what | learned
will be useful in the future, as a foreigner and even in my own country.

5.3 Shifts in Attitudes

The application of the knowledge and skills acquired in the course on intercultural
competence can hardly be measured. The ability to behave and communicate among people of
different (cultural) backgrounds is mainly tested outside the classroom. Effective behaviour
would probably be perceived as an action which “has worked”, which helped the individual
achieve a goal, or which “felt appropriate”. Thus, it is partly a matter of self-reflection.
Students described anticipated shifts in attitudes.

| think the main skill I gained during the course is an ability to communicate and
see each other beyond the stereotypes. Or at least a strong will to do that.

I have more and more difficulties to support hearing racist things and 1 try to
change racist's mind with some arguments from the class.

| believe the aim of this course is to make us more open-minded and liberal so |
hope in the future this experience will help me to have more understanding to
other people ‘s opinions and ideas eventhough I disagree with them.

5.4 Collective Experience

Students were encouraged to develop the skills of listening, analysing, interpreting and
evaluating as they were required to read a selected text closely and prepare for subsequent
work in class. They appreciated the collective experience of the learning process.

They wrote the following.

| look forward to hear others opinions and experiences, especially as some of our
classmates are foreign.

| like the way it works in small groups to discuss about different opinions.

5.5 Practicing English as the Second Language

While exploring the topics related to culture and interactions among members of different
cultures, students were immersed in the English language. It was a second language for all of
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them. Since language is one of the distinguishing elements of culture, using a foreign
language may be considered as intercultural practice. Students appreciated the opportunity to
use the language as a means of communication and the improvement of their language skills
as they stated the following.

| learned a lot of new words connected to culture.

And, last but not least, I am fond of English, so I try to get the most out of any
opportunity to speak English...

6. Conclusion

Apparently, providing a space for students to develop intercultural competence using English
is a relevant step in the design of the curriculum of language education. The course
Intercultural Competence was highly evaluated by students via an online questionnaire used
by the Faculty of Arts, Charles University. In their reflections, a majority of students referred
to the content of the course, namely the selection of topics, as terms and issues they had
addressed for the first time. Also, students were motivated to participate in the course thanks
to the opportunity to employ the English language to express their ideas. Finally, based on the
nature of the selected themes, students cultivated their openness and respect to diversity — in
opinions and attitudes.

Despite the positive feedback and successful language practice, it is important to mention the
weaker sides of the course which the content analysis of students’ reflections revealed. They
are related to broader acquisition of intercultural competence as such. The prevailing aspect of
learning in class was cognitive. For students worked in the culture-specific and culture-
general spheres as they collected information mainly in the learning process and evaluated it.
Supervised intercultural practice as the most intense learning step in the acquisition of
intercultural competence was limited to two lessons a week and to an artificial classroom
arena. Moreover, the teacher could not control whether students had virtually adopted
intercultural competence and would employ it in their lives. However, if invented scenarios of
possible real-life situations are incorporated or role-play exercises included and if we consider
the fact that the group of participants is always intercultural in some aspect, a learning
environment which simulates possible intercultural encounters is likely to be created in order
to reach the desired external and internal outcomes of such educational approach.
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MERGING THE REAL AND VIRTUAL WORLDS

Hana Katridkova

Abstract

The paper is based on hands on experience gained over the past 10 years with incorporating
modern technologies into standard classes of English for lawyers at Masaryk University in Brno.
There are many different angles of looking at the use of videoconferencing (VC) for education;
e.g. there are different purposes for its use, aims, expectations, equipment, educational setting,
students, subject content, teaching styles and demands on students. Existing studies have
explored the methodology of classroom use, differences between formal and informal learning
(HRADILOVA et al 2011), multicultural issues (CIFUENTES & MURPHY 2000) and the
advantages and disadvantages of the team-teaching through the VC format (BRADSHAW et al.
2006). There are also studies which have looked at the use of VC in a non-educational
environment (ISAACS and TANG 1994), in which it is seen as enhancing user experience,
assisting in interpreting the visual information in interactions, enabling distributed
conversations that would not otherwise happen and providing awareness, focus, identity and
recognition.

Keywords: intercultural communication, videoconferencing, synchronous and asynchronous
communication, student feedback

1 Introduction

Tertiary level students at the Faculty of Law, Masaryk University, are aware of the need to
master communication in the areas of legal and academic English. However, they do not
realize how incompetence in soft skills and intercultural inadequacies can negatively affect
their communication. Through our classroom experience and an informal e-mail survey
distributed to law graduates, we started considering the incorporation of soft skills into the
topic and skills based English for Specific Purposes (ESP) syllabus at the beginning of 2005.
Having obtained experience through the Invite Project (2006-2008) in which we developed
methodology to use and incorporate VC technology into classrooms and experimented with
other tools in teaching ESP, we looked closely at the area of intercultural issues, and from
2009 onwards, the area of soft skills.

In 2009, the Language Centre of Masaryk University carried out a medium sized qualitative
research in the form of in-depth interviews and quantitative questionnaires in the Human
Resources departments of big private companies and state institutions in the Czech Republic.
Similar questionnaires were distributed to students across the whole of Masaryk University.
Based on the 150 replies we received, there was an indication of a big gap in the skills
required from university graduates by their first employers and students’ expectations
(KATRNAKOVA 2011). Based on these results, the Language Centre thus developed
specialized soft skills courses in foreign languages within the Compact Project (2009-2012)
together with specialists in the field, psychologists and HR specialists. The soft skills courses
in English, French, German and Spanish were designed to last one full day and were offered
to students, non-academic and academic staff across the university. The topics included
preparation for a job interview, self-presentation, presentation skills, time management,
project design, international communication, videoconferencing skills, conflict management
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and negotiation. The courses were evaluated by their authors, and course participants after
each pilot and also by independent external professionals at the end of the project. Having had
the three-year experience, we decided to incorporate the most relevant parts into standard
course syllabi of Foreign Languages for Specific or Academic Purposes. The majority of
work was carried out between 2012 and 2015 within the Impact Project.

2 Soft skills and ICT in ESP classrooms

The soft skills incorporated into a four-semester ESP course at the Faculty of Law focus
mainly on (self) presentations, negotiations, solving conflicts, case studies, teamwork,
collaborative writing and interviewing. Some courses also explored VC communication in an
international environment. We asked students to use ICT technologies, blogs in Masaryk
university information system, Wiki, Facebook and other ICT applications: the learners
seemed to appreciate the challenges, and experienced fun through their collaborations. Since
2015, we have asked students to provide very detailed and structured written feedback with
some open-ended questions — all anonymously — and so that we can determine their
perceptions of the methods, materials and extended use of ICT tools available to them. In the
class with a VC element, students carry out an open, unstructured self-assessment of their
areas for improvement and willingly express both the advantages and disadvantages of the use
of ICT tools. They also frequently include comments concerning the effects of intercultural
communication in a virtual classroom.

3 Designing a framework for videoconferencing

In designing VC, a new community is created and participants are organised in order to take
part in specific tasks, most often facilitated by a teacher. Participants develop reciprocal
obligations within a VC group and reinforce the bonds that identify communities of practice.
As found in a previous study, “considerations of appropriateness within and across these
groups are in a constant state of evolution, and as such the theoretical foundations of this
project emerge as the observation of a cycle rather than a process with a beginning and an
end” (HRADILOVA et al. 2011: 40).

When describing the VC framework, Morgan (2008) suggests that operational, cultural, and
critical dimensions (when compared with the notions of formality, playfulness, and design)
have the potential to inform each other. They can be recycled, reconsidered, and changed at
any stage of the communication process. It is also apparent that they can form a socially
negotiated basis for participation in VC. Nearly three decades earlier, the participation
framework in which Goffman (1981) identified relevant roles in VC, is defined as follows: (1)
There is a person who establishes the position of the speaker; (2) the author encodes the
message within specific aspects of language; (3) an animator transmits the message to others
(in some cases, this role is transposed to a technological device); and (4) the participation role
may be played by an individual or by a group.

In terms of the foreign language and the soft skills element in the course, our experience so
far proves that there are still discrepancies between students’ high command of English and
their rather inadequate reactions, behaviour and strategies in carrying out specific tasks. This
is particularly evident in practising negotiations, argumentation and solving case studies. We
have observed differences in maturity, experience and approach based on nationality, e.g.
Finnish and Czech. Illustrations of different student experiences are provided below in part 5
which is devoted to student feedback.
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4 Synchronous and Asynchronous communication

Let us begin by focusing on asynchronous communication. It is the teachers on both sides
who decide on the technical and organizational issues concerning VC, including the
frequency, length, content and methodology. Nevertheless, if students are given some choices
in terms of topics, they inevitably become more involved. It is also important to agree on the
ICT tools for asynchronous communication and its aim. A point to consider is whether we
want to encourage students to communicate outside class as much as possible. Additionally,
might they benefit from practicing different genres of writing? For that, a closed Facebook
group will be sufficient. On the other hand, if we want to archive things, structure materials
etc., it is better to use a Wiki. There may be constraints in terms of unwillingness or
unfamiliarity of using Wiki among Czech students, as they are not used to using Wiki, they
need substantial help from the teacher. The use of a Wiki was suggested by our Finnish
partner, an environment which was found to be very useful for mock trial materials.

A closed Facebook group is usually used for sharing abstracts before group presentations,
giving feedback, links and informal discussions beyond the individual sessions. Collaborative
writing can be done in a standard class in the muni information system environment. Besides
working together on a piece of writing in small groups, students are also asked to provide
feedback, identify positive points and suggest some improvements in the writing of other
groups. The same kind of feedback is supported for mini presentations, panel discussions,
role-plays and case studies.

Now, let us move to synchronous communication and share some tips for international virtual
class activities.

Virtual classes can be described and classified according to participant involvement,
participant independence and control over VC, the type of course forming, the level of
homogeneity in the classes concerning the subject matter, multi-cultural characteristics of a
virtual class, aims and syllabi, expected outcomes, etc. VC offers unique opportunities to
practice naturally-occurring language in a multicultural classroom. Besides practising EAP
and ESP, students improve in a number of soft skills: negotiation, argumentation, group
presentations, time management, team management, etc.

Some of the activities tested repeatedly in VC classes which allow for the practise of soft
skills, e.g. introducing oneself professionally, presenting, practising a debating and
negotiation structure, dealing with case studies, solving conflicts and staging a mock trials,
include the following:

a. In groups of two, participants use flip cameras or smart phones to introduce
themselves. This is uploaded prior to the first VC session as it makes the first VC
more relaxing, with more natural questions.

b. When preparing to debate, students on both sides of a virtual classroom are told the
aim and structure of the preparatory exercise. They are asked to prepare views on
topics they brainstorm and consider the points from both sides. Preparing the pros and
cons and giving one argument at a time seems to be rather difficult for inexperienced
students. Therefore, a strict set of guidelines and allocated times are determined for
students. They realize how difficult it is to provide a just argument and to talk for
three consecutive minutes.

Following a prescribed structure and responding with sensible arguments proved to be
the biggest challenge for the students. Both of the teams stated their
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standpoint/reasoning and raised questions for the other team. Students experienced
and reported difficulties when they did not like the topic under discussion. They were
given handouts in advance to summarise the aims and steps of the exercise. They were
also provided with examples of useful language.

Students first brainstorm topics for their short presentations and follow-up discussions.
They are given considerable of freedom, nevertheless relevance to their compulsory
syllabus is encouraged. Next, they prepare and present outlines during VC, and write
an abstract and an invitation for their closed Facebook group. Having received
feedback from their peers on Facebook, they divide the work, allocate team roles,
discuss the structure of the presentation, designate audience tasks, determine visuals,
etc. The students who are not presenting work in groups to prepare follow-up
discussions and generate questions.

For case studies, negotiation practice and argumentation, published materials from
Business English textbooks, the International Legal English Certificate (ILEC)
textbook or specialized publications on negotiation were typically used. Its case
studies are concise and suggestions are made regarding roles for negotiation and given
tasks. For example, students are asked to: identify legal issues of the case, list
strengths and weaknesses of the other party of the case, and study and decide which
relevant legal document(s) to use and prepare for negotiation. The tasks also
recommend further skills to develop as the students prepare case studies using
legislature and writing tasks relevant to their syllabus (e.g.: writing a letter of advice,
or a memorandum, etc.). Students usually used Google Docs or the MU information
system for tools when working on one document as a team. In this task, the maturity
and experience of students in negotiation became more visible. Since less experienced
students are often driven by emotions, they may struggle to achieve a win-win solution
or a best alternative to a negotiated agreement (BATNA). BATNA is an acronym
which was popularised by Roger Fisher and William Ury (FISHER and URY 2011)
and it answers the question: ‘What would you do if you were not able to agree a deal
with your negotiation counterparty?” BATNA means the alternative action you will
take should your proposed agreement fail to materialize.

A mock trial is the most complex activity for the VC class that we have piloted so far.
Students choose their roles and sign up at Wiki. Teachers ensure that roles are evenly
and logically distributed (e.g.: if there is a prosecution counsel on one side, the
defence counsel should be on the other side of the virtual classroom). The main roles
to assign included: judge, their associate, the accused, the crown prosecutor (CP), CP
instructing solicitor, the defence counsel (DC), DC instructing solicitor, detective,
experts, and jury. Additional roles included: press representatives and witnesses.
Ideally, no more than 12 VC participants would sit on each side. It is necessary to
have shared knowledge of the task (e.g.: all students should understand the outline of
the mock trial). Therefore, a brief bulleted-item summary is distributed. Students also
prepare for their roles individually through readings and searching for additional
evidence. The role of the teacher is to support the students, help with the organisation
of the mock trial, and assist with technical issues as needed (e.g.: presenting evidence
by data camera, zooming, etc.). This task creates a language challenge for the students
because the mock trial participants are expected to behave and speak with a certain
level of formality.

For VCs focussing more on soft skills and academic English, we found it useful if
students specializing in their field of study explain specific issues to non-specialists.
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5 Feedback from students in a SWOT analysis

Below is a summary of Czech law students” VC experience with Erasmus students at
Aberystwyth University in the form of a SWOT analysis:

e Strengths:
o natural communication and understanding of different accents since Erasmus
students come from different countries
improved English, more ease in communication
learning about different cultures
fun and interesting topics
o encouragement to communicate
e Weaknesses:
o time management; Czech students had one third of class time compared to AU
students
o limited group cooperation, which is given by the organization of classes and
courses; students do not share the same classes so it is more difficult to meet in
person
o limited legalese; Czech students are preparing for the legal English
examination and feel they should practise more ESP than EAP
e Opportunities:
o practise useful skills for real life; Czech students usually recognize what they
gained when the course is over and after they pass their examination
o naturally-occurring communication
o accents; for many Czech students it is the first time they become aware of
significant differences in student accents and ways of communication

o O O

©)

e Threats:
o stress that they would not understand different accents
o shy about talking
o worried about the level of English

As can be seen from the summary, students do not mention technical tools which were used.
They seem to be at ease using VC technology and Facebook closed group for asynchronous
discussions, providing abstracts and feedback.

Blogs in the information system of Masaryk University are used for collaborative writing in
groups and students’ reactions are welcoming. In general, it was found that the students enjoy
writing in small groups at the start before they move on to individual professional writing.

The following example illustrates how a presentation group publicises the outline of their
presentation in the closed Facebook group. This may be viewed as a medium for informal
communication. After the informal salutation — “Hello everyone,...” “We want to primarily
focus on ...” they continue with a formal abstract.

6 Intercultural element in VC in students’ feedback

According to Byram (BYRAM 1997: 49-53), “knowledge” means “knowledge of social
groups and their products and practices in one’s own and in one’s interlocutor’s country.”
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“Attitudes” refer to openness, curiosity, and avoiding presuppositions about other cultures.
Further, Byram (BYRAM 1997: 33) states “knowledge” and “attitude™ are preconditions for
the establishment and maintenance of human relationships. He mentions two types of skills:
(1) “skills of interpreting and relating” and (2) “skills of discovery and interactions.” This first
refers to the “ability to interpret a document or event from another culture, to explain it and
relate it to documents from one’s own”. The second refers to “the ability to acquire new
knowledge of a culture and cultural practices and the ability to operate the knowledge,
attitudes and skills under the constraints of real-time communication and interaction”
(BYRAM, 1997: 49-53). Byram points out that these are mobilised in the process of
intercultural communication. Finally, there is critical cultural awareness. Byram refers to it as
the “ability to evaluate critically on the basis of explicit criteria perspectives ...”

Student evaluation is coded for the analysis purposes in the following way: the first letter H
stands for Helsinki, the second letter A stands for autumn term, 13 or 14 for the academic
year, the final digit stands for the sample number. So, for example, HA13.10 stands for a VC
of Czech law students with Helsinki University students in Autumn term 2013, sample
number 10. Abbreviation HS14.3 stands for VC with Helsinki in Spring terms 2014, sample
number 3.Similarly, AA13.10 stands for VC with the Aberystwyth University in Autumn
term 2013, sample number 10. To illustrate the points, here are examples from student
feedback:

“In general, better than “classical class.” If next semester opens this conversation class in
reasonable times, | will subscribe. Now negatives: Finns are strange, better than some

southern nations.”
HA13.10 (D.N.)

In HA13.10, the student enjoyed the VC experience, while demonstrating stereotypical
perceptions of his VC counterparts. Other samples show that students made constant
comparisons with their culture.

“... I liked VC sessions because I had the opportunity to talk to people I would never meet.
And even though they’re only from Finland (which is quite similar to Czech Rep. or
Slovakia), they showed me new ways to look at problems.”

HS14.3 (P.L.)

“... differences of nationals (girls from Brazil and Spain were very active ...)”
AA13.10 (anonymous)

7 Conclusions

The Language Centre at the Faculty of Law has experimented with introducing soft skills into
their syllabus. This paper provided some background and justification to using ICT in the
classroom for this purpose. The groups taking part in VCs also extend their perception of
differences in intercultural communication. Students are more motivated and challenged and
seem to be better prepared for their future jobs. Nevertheless, it must be stated that there are
shortcomings in the use of ICT tools. Not all students appreciate them, although the vast
majority do. Also, in collaborative writing tasks, to ensure all members of small groups get
involved equally is impossible. On the other hand, slower learners can learn from the better
ones. As we have observed and experienced so far, the use of VC and other ICT tools is a
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useful platform for enhancing foreign language learning and practising soft skills in the new
millennium.
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STUDENT PERCEPTION OF USING YOUTUBE VIDEOS IN THE ESP
CLASSROOM

Denisa Sulovska

Abstract

In recent years YouTube and other video clip sites have become very popular especially
among young adults. A wide variety of topics and issues are covered in the video clips
and thus it is relatively easy to find those with topics suitable for the ESP curriculum.
Apart from choosing a suitable topic, the ESP teacher has to carefully navigate the video
clips and decide how to deal with dubious content, poor sound, accent of the speaker,
slang, etc. In this article we share our experience with using video clips from YouTube
and explore how students perceive their integration in ESP classes.

Key words: ESP, listening, YouTube, student perception

1 Background

Developing students” listening skills should be an integral part of ESP classes. Unfortunately,
many subject areas and disciplines are neglected by publishers of ESP textbooks, as they
seem to cater to the needs of wider audiences, ignoring disciplines such as political science or
philosophy, and aiming for a more general academic content. For this reason, finding a
suitable subject-specific textbook at an appropriate level and with listening activities included
seems to be an impossible task. Not surprisingly, many ESP teachers design teaching
materials themselves, but until quite recently, it was problematic to find and prepare suitable
listening activities. However, in today’s world, this seemingly impossible task has become
much easier to overcome thanks to online audio and video publishing. The use of Web 2.0
tools, such as YouTube, Google sites, blogs, podcasts and wikis, has repeatedly been found
beneficial in EFL instruction, both by students and by teachers (BURKSAITIENE and
SELEVICIENE 2017). In this article we are going to focus on how Slovak tertiary level ESP
students perceive the integration of YouTube videos in their ESP classes.

2 YouTube —features, advantages and disadvantages

YouTube is one of the most popular sites on the Internet. Established in 2005, it is in essence
a video sharing site with social networking features. It allows registered users to upload, view,
rate, share, embed, add to favourites, report, comment on videos, and subscribe to other users”
content. Unregistered users can only view the videos uploaded by registered users. YouTube
database is “massive, ranging from real-world videos to video clips from off-air programmes*
(MORAT and ABIDIN 2011). Videos on almost any subject area can be found, including
topics such as make-up, hair styles, gardening and cooking, along with politics, literature,
philosophy, architecture and nuclear physics. Videos are usually uploaded by individuals,
although organisations and media corporations also upload some content. Commentary is
spoken in a variety of accents, both native and non-native, and with a varied level of language
difficulty, sometimes supported by embedded or optional subtitles. The sound and picture
quality of uploaded videos tends to vary and it is not unusual to find clips of very poor
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quality. As practically anyone can upload videos, dubious, inaccurate or inappropriate content
can sometimes be an issue.

While the use of video for educational purposes, and in EFL, ESL and ESP instruction is not a
new phenomenon, the use of YouTube videos is still considered to be one of the innovative
ideas to enhance language learning and teaching. Undergraduate students enter university as
Digital Natives (PRENSKY 2001) and therefore arrive to ESP classes with more than just a
passing familiarity with this site. Having lived all their lives in a digital culture, they thrive in
technology enhanced instruction, so in order to support effective learning, it is beneficial for
teachers to incorporate it in their classes.

The use of YouTube videos has mostly been described in connection with ESL or EFL
language instruction with researchers focusing mostly on the benefits and the many ESL
channels on YouTube. The list of positive aspects is quite extensive and so it is not surprising
that YouTube can be considered to be among “some of the most useful tools for learning
English” (RAMIREZ 2010: 73).

An undisputed advantage of YouTube videos is that they will usually have a positive impact
on student motivation. Students tend to find watching videos an engaging and entertaining
activity. Apart from the obvious enjoyment videos bring to students, another advantage,
supported by numerous studies, is that the more senses are involved in the learning process
(for example through the integration of video technology in instruction), the greater the
reception of the content taught (JONES and CUTHERELL 2011).

Undoubtedly, use of YouTube videos also supports 21 century skills both in the students and
in the teachers, who sometimes tend to lack these skills, being the digital immigrants in
today’s world.

Furthermore, incorporation of YouTube videos allows the teacher to be creative and flexible,
offers opportunities to address current issues and to bring more variety into the classroom. It
is possible to use videos in such a way that the topic can be seen from different points of view
and perspectives. Watching videos not created with language-teaching purposes in mind,
students will be exposed to authentic communication in authentic English. If the curriculum
incorporates speaker and presentation training, the teacher can make use of the many TED
presentations available on YouTube (https://www.youtube.com/user/TEDtalksDirector), for
example drawing the students’ attention to the structure of presentations and highlighting
those elements that make a presentation successful.

Another advantage of YouTube videos is the fact that the user friendly features and social
networking characteristics will appeal to the Net Generation. Other skills besides listening can

be practised and the videos can also function “as attention grabber, a platform for borderless
language learning and as lesson filler” (SHARI and MORAT 2016: 39).

From a purely practical point of view, it can also be argued that the use of YouTube videos
saves space and, perhaps more importantly, compared to commercially available resources, is
free.

Of course, there are also some disadvantages associated with YouTube videos. Having
reservations about the content and quality, some teachers will simply feel more comfortable
using official websites and channels such as the BBC and British Council
(KAVALIAUSKIENE 2008), where the materials will usually have accompanying
worksheets that the teacher can use. In addition, if the YouTube videos are of poor sound
quality, with bad pronunciation and / or a lot of slang, even short videos can prove too
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difficult to understand. The obvious solution to this problem is to avoid using these videos
altogether and look for a more suitable video clip.

In case of videos with a good standard of English and a good sound and picture quality, issues
with understanding may also be feared if the ESP class in not on an advanced level. However,
as Lowe emphasises, authentic material need not be difficult and therefore does not have to be
reserved for advanced students only (LOWE 2010: 3). Apart from the fact that moving
images accompanying the audio commentary greatly aid the overall comprehension (XIANG
2017), ESP students, as experts in their discipline, have the advantage of knowing their
subject, which allows then to fill in the gaps for the words they do not understand.
Nevertheless, with the sheer number of videos available on YouTube, if the teacher has
reservations about the difficulty of a particular video clip, it is usually possible to find clips
that seem easier and more appropriate for the class taught.

Although dubious content is not difficult to find on YouTube, it may not be perceived as
negative and may instead be used to stimulate debate or be exploited in countless other
activities.

The length of the video can also be an issue (as it is generally recommended to avoid using
clips over 4-5 minutes in ESP classes). However, if the teacher finds a longer video valuable,
it should not be difficult to divide it into several parts.

Finally, Morat and Jaffre also mention situations when Internet connection is a nuisance
because it is slow or non-existent, making the use of the selected video impossible or difficult
(MORAT and JAFRE 2011: 100). However, this issue can be completely avoided by
downloading the videos, by-passing the need for an Internet connection in the classroom.
Copyright issues can be another factor that may need to be addressed, especially when
designing exercises and using the video clip in a textbook. Nevertheless, | believe the benefits
far outweigh the possible negatives.

3 YouTube videos in the classroom

The studies that explored the educational potential of YouTube in tertiary education found
ESP teachers generally use them to enhance pronunciation, listening, and speaking skills, and
focused mostly on its impact on motivation and ideas for using the videos. As Shaari and
Morat claim, YouTube is” the ideal medium for an online dialogic ESL teaching and
learning* (SHAARI and MORAT 2016: 35). Likewise, Omer has found that YouTube videos
increase participation of students in speaking activities (OMER 2017: 39).

Besides speaking and listening, other skills and competences can be enhanced with the use of
YouTube videos. Watkins suggests exploiting video material to practise summarising and
note-taking skills, which are skills essential for the academic environment (WATKINS 2011).
Another activity he suggests is writing how-to texts, letting students follow the format used in
countless how-to videos and manuals.

In a particularly interesting example, Mayora recommends using YouTube to teach authentic
writing (MAYORA 2009: 1-12). His premise is that authentic writing occurs when three
conditions are met:

1) it happens for a communicative purpose,

2) for an intended audience, and

3) s integrated with other receptive skills.
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He claims that most practices that teach writing fail to integrate these features. To make
writing truly authentic, Mayora recommends making use of the comment-making feature of
YouTube (MAYORA 2009: 1-12). He argues that although the comments are brief, they
display all the features of authentic writing and can be of great benefit if done repeatedly and
for a sustained period of time.

Reading as a skill can also be practiced. Exploiting the comment making feature suggested by
Mayora above is intended to practise writing, however, the students are responding to other
commentators (along with the content of the video) and therefore reading is incorporated in
this task.

The already mentioned TED Talks videos come with a transcript that can be used as a reading
activity and so the whole video (which can be over 20 minutes long) does not have to be
viewed in the classroom. Jalaluddin found TED Talks especially beneficial when used in 4
simple activities — predicting the video content, vocabulary building, describing main points
and asking questions and sharing opinion (JALALUDDIN 2016: 3). Apart from these
activities associated with building language skills, most of TED Talk videos can also be used
as examples of how to give a presentation and how to make good PowerPoint slides — skills
that students will greatly appreciate both during and after the completion of their university
studies.

Additionally, Watkins suggests using YouTube videos to stimulate learner autonomy and
even to encourage the students to make and share their own videos (WATKINS 2011: 118,
JALALUDDIN 2016: 3). The ubiquitous smartphones, tablets and notebooks on which the
students watch YouTube videos carry the learning environment and learning itself outside of
the classroom (KIROVSKA-SIMJANOSKA 2017: 328).

4 Student perception of YouTube videos in our ESP classes

Experience with ESP instruction at Faculty of Arts, Comenius University, shows that most
disciplines not only lack suitable ESP textbooks but also other materials, such as CDs and
DVDs. This means that it is common practice for teachers of ESP at the Department of
Languages to design teaching materials themselves. In case of listening, this skill tends to be
practiced with the help of commercially available listening activities, which, unfortunately,
are not subject specific, but rather of a more general content, frequently with no connection to
the subject matter covered, for example, in reading, vocabulary building or speaking
activities. For this reason a decision was made to make use of the resources offered by Web
2.0 — specifically YouTube.

In this article | will address the use of YouTube videos in two ESP classes of first year
undergraduates — ESP for Political Scientists and ESP for Philosophy and Religious Studies.
Throughout the academic year 2016/17 YouTube videos replaced listening activities in these
classes. 40 first year students (age 19-22) participated in the study (24 students of political
science, 13 of philosophy and 3 of religious science). The students attended two separate ESP
classes — one for students of political science and one for students of philosophy and religious
science. From the sample of students, 24 were male (15 students of political science, 9 of
philosophy) and 16 female. At the beginning of the course, students were administered a
questionnaire in order to find how much experience they have with YouTube.

Not surprisingly, results showed that YouTube is a site well-known to students - from our
sample of 40 first year students, everyone claimed to use YouTube regularly, with as many as

46



28 students — that is 70 per cent — admitting daily visits to the site. Six students even claimed
to upload their own content. Students mostly go to YouTube in order to watch films, music
videos and tutorials. However, 45 per cent (18 students) claimed they never watch YouTube
videos in English.

As the next step the teacher researched subject-specific videos on YouTube, the topics of
which corresponded to the topics covered in study materials provided to students. The videos
selected were from various sources and various formats (lectures, tutorials, UN speeches, TV
interviews, party broadcasts, documentaries, extracts from sit-coms, etc.) A keyword or key
phrase was used to find relevant video clips and additional suggestions provided by YouTube
were also used to search for suitable options. From the vast number of video clips watched by
the teacher, those that were selected to be used in the classroom balance the following criteria:
topic suitability, quality of content, quality of sound and picture, appropriate accent, interest
potential, possibility of subtitles and length. Preference was given to videos with an appeal to
young adults.

Besides being used to enhance the students” listening competence, the purpose of individual
videos was, for example, to introduce a topic, provide a different viewpoint, stimulate debate
and discussion, provide information necessary for completing a task, etc. If the video itself
was longer than the segment used in the lessons, students were encouraged to finish watching
it at home.

While the length of the videos varied, the videos worked on during the lessons were typically
between 2-5 minutes, although longer clips were also used, sometimes (not always) divided
into sections. As already mentioned, the main criterion in selecting the videos was the
thematic objective (it needed to be subject-specific and corresponding to the topic currently
covered in the course).

Another important criterion was intelligibility. The accents of the videos can mostly be
labelled as educated British and American, although some videos featured non-native
speakers as well (see Murphy, 2014 for arguments supporting the use of non-native speakers
in listening activities). Occasionally, a short section of the video featured a non-English
speaking speaker with English subtitles. Some videos were supported by subtitles transcribing
what was said, or, if the video was following a lecture format, by use of notes.

For each video used in the course, an accompanying worksheet was prepared, mostly with
pre- and post- listening tasks and activities. These were all covered before any other activities
such as discussion or problem solution were attempted.

Throughout the academic year, political scientists watched 16 video clips in the classroom,
while students of philosophy and religious studies watched 8.

Observation of students throughout the course showed that students seemed to greatly enjoy
watching the video clips and that student participation after each video tended to be greatly
enhanced (corresponding to the findings in Omer’s 2017 study). Students freely commented
on the topics and issues raised in the videos, agreed or disagreed with the speaker(s) and
freely expressed their opinions.

At the end of the academic year students were administered another questionnaire aimed at
finding their satisfaction with using YouTube videos in the classroom and the benefits and
negatives as perceived by the students. For most questions students were asked to indicate
their response on a scale of 1 to 5 (strongly disagree / disagree / don't know or no opinion,
agree / strongly agree), while only a few questions were open-ended.
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Overall, the incorporation of YouTube videos in the ESP classes has been a success. The
absolute majority of students — 38 — found it an enjoyable and beneficial activity. When
specifically prompted to name one advantage and one disadvantage of using YouTube videos
in the classroom, students named fun, variety, relevance, information value, authentic
language, authentic content, practicing pronunciation and listening. Only two disadvantages
were mentioned by students, namely the need to watch it more than once if others in the class
don’t understand and when the speaker is speaking too fast.

As seen in Chart 1, most students believe YouTube videos helped them develop their listening
skills. It even encouraged them to watch videos in English outside of the classroom (Chart 2)
— an increase from 22 students to 34 students (45 to 85 per cent). We can conclude that this
development may have a great effect on the students” overall language competence.

| have improved my proficiency through watching
YouTube videos in the classroom

Strongly agree | N
Agree [N,
No opinion | N
Disagree [
Strongly disagree = 0
0 5 10 15 20

Chart 1 Student perception of improved proficiency

My experience with YouTube videos in the
classroom encouraged me to watch videos on my
own
Strongly agree  [INNNEGEGEGEGEGEENN 13
Agree NN 21
No opinion |G -
Disagree 0
Strongly disagree = 0

0 5 10 15 20 25

Chart 2 Influence on watching YT videos outside of the classroom
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One of the reservations that some teachers have about the use of YouTube videos is that the
variety of accents may prove too problematic for students to understand. However, our results
indicate that less than a quarter of our students (8) consider this to be a disadvantage, as seen
in Chart 3. Admittedly, as seen in Chart 4, two thirds (27 students) do welcome the use of
subtitles in the videos, but from our results at least we can conclude that accent variety may
not be a great obstacle, provided, and this needs to be emphasised again, the videos are
carefully selected and preference is given to accents close to what would be considered a
standard variety, be it American or British.

The variety of English accents in YouTube videos
bothers me

Strongly agree 0
rgree I :
No opinion |G 3
Disagree |GG 1
Strongly disagree [ NN, 18

0 5 10 15 20

Chart 3 Student perception of accent variety in YT videos

| welcome the use of subtitles in YouTube videos

strongly agree | 10
Agree [ 17
No opinion NG
Disagree _ 3
Strongly disagree - 2

0 2 4 6 8 10 12 14 16 18

Chart 4 Student perception of the use of subtitles in YT videos
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Finally, we attempted to find out if students would give preference to YouTube videos over
materials adapted specifically for language-teaching purposes (Chart 5). Here the results seem
to closely reflect answers illustrated in Chart 3. 20 per cent of students prefer specially
prepared materials, while almost three quarters (29) would not. We may speculate that it is the
students of lower language competence that would prefer adapted materials but cannot
ascertain it from our results.

| would prefer to use adapted audio / video
recordings rather than YouTube videos

Strongly agree - 2
reree N
No opinion [N 3
Disagree |GG °
Strongly disagree | N 20

0 5 10 15 20 25

Chart 5 Preference of YT videos over adapted materials

5 Recommendations for classroom use

As it is apparent from our study, students welcome the use of YouTube videos in the ESP
classroom. While they find it to be an enjoyable activity, they also recognise its value for
language learning. Naturally, it is up to the teacher to find materials suitable for their students
and to create worksheets and activities that would correspond to the curriculum, teaching
objectives and students” abilities. If the ESP classroom has available Internet connection or
Wi-Fi, all the teacher needs in the classroom, besides a working computer or laptop and the
data projector, is the url of the video. In situations with no Internet access, the video can be
downloaded using tools such as clipconverter.cc and saved for later use. The videos can then
be played to students from a computer or a laptop and projected onto a screen. Outside of the
classroom, students can be assigned to watch videos as homework and complete particular
tasks and exercises. The teacher can even create a playlist as part of student assignments,
either using YouTube itself or teaching sites such as Edmodo, where the videos can be
embedded. Alternatively, when the topic permits, students can be asked to find a suitable
video addressing a particular issue. Exactly what happens when this task is completed
depends on the teacher — some videos can be watched in the classroom, students can simply
report on what they have learnt, or share information in groups in order to complete a
particular task. The possibilities are endless.

50



Bibliography

BURKSAITIENE, Nijole, SELEVICIENE, Egle, 2017. University and College Teachers’
Attitudes towards Web 2.0 Technologies and Their Use for Teaching English for
General and Specific Purpose. The Journal of Teaching English for Specific and
Academic Purposes, Vol. 5, No. 2, s. 231-40.

JALALUDDIN, Mohammad, 2016. Using YouTube to Enhance Speaking Skills in ESL
Classroom. English for Specific Purposes World, No.50, v.17, s.1-4.

JONES Troy, CUTHRELL, Kristen. 2011. YouTube: Educational Potentials and Pitfalls.
Computers in the Schools Interdisciplinary Journal of Practice, Theory, and Applied
Research Volume 28, Issue 1, s. 75-85.

KAVALIAUSKIENE Galina. 2008. Authentic audio materials in ESP. English for Specific
Purposes World, Issue 5 (21), Vol. 7. Dostupné z: www.esp-
world.info/Articles_21/Docs/article.pdf

KIROVSKA-SIMJANOSKA, Daniela. 2017. Mobile Phones as Learning and Organisational
Tools in the ESP Classroom. The Journal of Teaching English for Specific and
Academic Purposes. Vol. 5, No 2, s. 321-332.

LOWE lvan, 2010. Authentic lesson material in ESP. Scientific Language. [online] Posledna
zmena 24.2. 2010. [cit. 12.9.2017] Dostupné z:
www.scientificlanguage.com/esp/authentic.pdf

MAYORA, Carlos A., 2009. Using Youtube to encourage authentic writing in EFL
classroom. TESL Reporter 42, s.1-12.

MORAT Berlian Nur Bt., JAFRE, Mohamad. 2011. The use of video in ESL teaching and
learning: YouTube’s potential as a resource. Diges Pendidik, 11(2), s. 94-104.

MURPHY, John, M. 2014. Intelligible, comprehensible, non-native models in ESL/EFL
pronunciation teaching. System, Vol. 42, s.258-269.

OMER, Mahmed, A. A. 2017 Exploring the Impact of YouTube on Enhancing Listening and
Speaking Skills of EFL Learners. . [online] Posledna zmena 20.5. 2017. [15.6.2017]
Dostupné z: http://repository.sustech.edu/handle/123456789/18328.

PRENSKY, Marc. 2001. Digital Natives, Digital Immigrants. On the Horizon, Vol. 9 No. 5, s.
1-6.

RAMIREZ, Lori Langer. 2010. Empower English Language Learners With Tools From the
Web. Corwin.

SHAARI, Anis, MORAT, Berlian Nur Bt. 2016. YouTube as a Platform for an Online
Dialogic ESL Teaching and Learning. Journal of Creative Practices in Language
Learning and Teaching Volume 4, Number 2, s.32-46.

WATKINS, Jon, WILKINS, Michael. 2011. Using YouTube in the EFL Classroom.
Language Education in Asia, Volume 2, Issue 1, s. 113-119.

XIANG, Hua Catherine. 2017 Cases on Audio Visual Media in Language Education. 1GlI
Global.

Kontaktné udaje

Mgr. Denisa Sulovské, PhD.
Katedra jazykov

Filozoficka fakulta
Univerzita Komenského
Gondova 2

814 99 Bratislava
Slovensko
denisa.sulovska@uniba.sk

51



Kratky medailon

Autorka vyStudovala anglicky a rusky jazyk na Filozofickej Fakulte Univerzity Komenského
v Bratislave, kde v sucasnosti pracuje ako odborna asistentka na Katedre jazykov. Svoju
pedagogicku, publika¢ni a vedecki Cinnost’ zameriava predovsetkym na vyskum efektivity
vyucovania odbornej angli¢tiny, tvorbu Specifickych cudzojazyénych kurzov v terciarnej sfére
a pisanie vysokoskolskych ucebnic a skript odbornej anglictiny.

52



2. PRISPEVKY V CESKEM NEBO SLOVENSKEM
JAZYCE/PAPERS IN CZECH OR SLOVAK

a) Metodologie vyuky cizich jazyki/Methodology of Teaching Foreign Languages

53



NOVE TRENDY VO VZDELAVANI

NEW TRENDS IN EDUCATION

Alica Antalova

Abstrakt
Prispevok sa zameriava na aktudlne trendy v pedagogike, v teorii vyucovania jazykov a v
didaktike cudzich jazykov. Reflektuje pristupy zamerané najmd na stratégie pisania a na
stratégie rozvijania kritického myslenia z pohladu kognitivnych vied. Prispevok
vychddza z prehladu odbornej literatury v ramci pripravy na doktorandsku skusku.

Krucové slova: vyucba jazykov, diverzita, kognitivne kompetencie, pisanie, kooperativne ucenie

Abstract
The article deals with current trends in education, language teaching theory and foreign
language teaching reflecting primarily the research focused on writing strategies and
strategies that develop cognitive skills. The article draws on theoretical and
methodological works within the preparation for doctoral examination.

Key words: language teaching, diversity, cognitive skills, writing, collaborative learning

1 Uvod

V ramci paradigmy vzdelavania pre 21. storoCie sa v suCasnosti sklofuji terminy ako
diverzita, heterogenita, adaptivne ucenie/sa, individualny pristup, kooperativne ucenie,
sebaregulacia Ci sebaorganizacia, takze podnetov pre pedagogické inovacie je dostatok.
Spolo¢nym menovatelom tychto pojmov je reSpektovanie inakosti kazdého jednotlivca
a zaroven poskytnutie takého pristupu kazdému jednotlivcovi, aky potrebuje, aby mu bola
zarucena rovnakd prilezitost vzdelavat sa, rozvijat sa azit. Ako vieme, cielom
pedagogickych inovacii je dosiahnutie vysSej efektivity vzdelavania a je potrebné zvolit
vhodni metodologicki  koncepciu vyucby pre dany stupenn vzdeldvania, zameranie
a konkrétnu Studijntt skupinu. Téato vol'ba byva najcastejSie na prislusnom ucitelovi. Je vSak
velky rozdiel, ¢i sa zohladiiovanie diverzity, a tym teda individudlneho pristupu, tyka
deti/Studentov v primarnom resp. sekundarnom vzdelavani, kde ucitel’ travi s det'mi/Studentmi
niekol’ko hodin kazdy deii a terciarnym vzdelavanim, kde pocet hodin, ktory stravi ucitel’ so
Studentmi, je ovela niz$i. Obzvlast’ naroc¢né je uplatnit’ individudlny pristup vo vyucbe
cudzicho jazyka na vysokej Skole (primarne vychadzame z poznatkov a skusenosti
V cudzojazy¢nej priprave na Katedre jazykov Filozofickej fakulty Univerzity Komenského).
Vyucba prebieha pocas 90 mintt raz za tyzden, a je vel'mi obtiazne, ak nie nepravdepodobné
spoznat’ na zaCiatku jazykovej pripravy individudlne charakteristiky Studentov, ich ucebné
Styly, motivaciu k uéeniu sa ¢i skutoné jazykové kompetencie. Otazkou preto zostava, ako
Vv podmienkach diverzity poskytnit’ kazdému Studentovi, ¢o potrebuje, s prihliadnutim na
prislusny Studijny obor ako aj sylaby odbornej jazykovej pripravy.

Téma prispevku vychddza z naSej dizertacnej prace, ktord riesi vplyv diverzity vzdelavacich
predpokladov Studentov nefilologickych odborov na vyucbu a ucenie sa cudzieho jazyka,
v nasom pripade konkrétne odborného anglického jazyka. Cielom prace je najst’ a overit’
pristupy, postupy ¢i stratégie veduce k zvySeniu efektivnosti vyucby odbornej anglictiny.
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Prispevok sa v prvej Casti venuje diverzite/heterogenite v nasSich Studijnych skupinach,
Vv druhej Casti rdmcovo predstavuje vzdeldvaci program rozvoja kognitivnych kompetencii
Studentov, prostrednictvom ktorého by sme chceli naplnit’ reSpektovanie diverzity a dosiahnut’
u Studentov lepsie Studijné vysledky.

2 Realita v odbornej jazykovej priprave

2.1 Profil Studenta novej generdcie

Novi generaciu Studentov sformoval prudky rozvoj informa¢nych a komunika¢nych
technologii a vyuCovanie tychto mladych l'udi tradiénym sposobom neprindsa ocCakavané
vysledky.

Studenti za¢inaju s odbornou jazykovou pripravou v prvom roéniku, a teda vi¢§ina z nich
prichadza priamo zo strednej Skoly. Z vyskumu E. GajdoSovej vyberame niektoré vlastnosti,
ktoré mladi l'udia virtudlnej generacie uvadzaju sami o Sebe, svoje silné stranky ako aj
nedostatky a limity:

. sme dobri v novodobych technologiach... sme schopni ziskat’" obrovské mnozstvo
informacii za vel'mi kratky cas, dozvediet sa vela o svete.. mame radi slobodu a
nechceme byt na niekoho odkazani a na nickom zavisli, nechceme, aby nam niekto
diktoval, ¢o mame robit... sme otvoreni, hrozne Uprimni... neberieme zivot vazne, robime
si zo v8etkého srandu...

...Zljeme vo virtudlnom svete, ktory nas zalina ovladat... mnohi sme na pocitatoch
zavisli... nemame reSpekt voci ziadnej autorite a nemame Uctu ani vocCi starSim... sme
dost’ konformni... rychlo rezignujeme, vzdavame sa, len ¢o sa nam dacCo nedari...sme
lenivi... (GAJDOSOVA 2015: 23-24).

Mlady clovek popri samozrejmej digitalnej gramotnosti je schopny a zvyknuty vykonavat
viacero ¢innosti sti¢asne (otazna je vysledna kvalita), prijima diverzitu akéhokol'vek druhu a
rad pracuje v time. Na druhej strane je prenho typicka netrpezlivost’ a potreba dostat’ rychlu
odpoved’ ¢i rieSenie, Co sa pri praci s jazykom prejavuje nesustredenost'ou a neschopnost'ou
preniknat’ do hibky pracovného materialu. Ci uZ ide o silné alebo slabé stranky dne§ného
Studenta, oboje sa zbichaji v online svete, v ktorom Zije. Je doslova zahlteny informaciami,
ktoré s mu dostupné, ale paradoxne to nevedie k zvySovaniu jeho odbornosti, pretoze tieto
informacie ¢asto nevie spracovat’ v suvislostiach.

V cudzojazy¢nom vzdeldvani sa uvedené premieta do zasadného nedostatku diskurznej
kompetencie, ¢ize schopnosti porozumiet’ a produkovat’ koherentny textu. Akakol'vek praca
na hodinach cudzojazy¢nej pripravy je zalozena na pouzivani textov, ¢i uz ide o tradi¢ny
spdsob vyucby alebo inovativny. Vysledkom nerozvinutej diskurznej kompetencie je napriek
porozumeniu vyznamov lexikalnych jednotiek neschopnost’ identifikovat’ zdmer textu, hlavna
myslienku ¢i postoj autora. V dosledku rychleho vyhl'adavania informacii student po prvom
precitani textu straca zdujem d’alej s nim pracovat’, pretoze sa uz dozvedel, ¢o mal, aj ked’
zhrnutia, ktoré piSe, sved¢ia o opaku. Zo Studentskych zhrnuti vidno, Ze Studenti si vyberaji
I'ubovol'né tidaje z textu, ktoré pokojne oznacia za hlavni myslienku.

Je preto dolezité diskurzni kompetenciu rozvijat, tak aby Student o najlepSie a ¢im skor
pochopil text po prvom Ccitani, pretoZe zmenit' nedostatok trpezlivosti v nich zakoreneny
nemozeme.

Podla dostupnych informacii v odbornom cudzojazy¢nom vyucovani na vysokej Skole stale
prevlada tradicny pristup k vyucbe. Aj ked’ sa ako ucitelia snazime vyucbu inovovat’ r6znymi
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sposobmi, existuji viaceré obmedzenia. Jedno z nich sa tyka pouzivania elektronickych médii
vo vyucbe. Technické vybavenie u¢ebni ndim neumoziuje napriklad vyuzivat’ pocitace pre
celoskupinovil pracu s nimi. Za d’alSie obmedzenie povazujeme skutocnost, Zze mnohi ucitelia
ako digitalni imigranti (PRENSKY 2001) nechcu ¢i nedokazu moderné technolégie pouzivat’,
uvedomujuc si, ze Studenti su v tejto oblasti d’aleko pred nimi. Tradi¢énym pristupom k vyucbe
mame na mysli vyu€ovaciu hodinu, ktorej podstatni Cast’ tvori Citanie s porozumenim.
Sucastou su rozne typy uloh ako true/false, multiple choice ¢i cloze test. Ked’ze ide o odborny
jazyk, tazko sa vyuzivaju simulované situa¢né dialégy a podobné techniky. A tak je sucasny
technologicky zdatny Student zvyknuty na rychly prijem velkého mnozstva informacii,
zvyknuty na vykonavanie viacerych cinnosti naraz konfrontovany s ,,nudnym‘ citanim
odborného ¢lanku, ktory ho vlastne nezaujima, pretoze je prvak a z odboru este vel'a nevie.

2.2 Diverzita/heterogenita vo videldavani

Tradi€ny pristup k vyucbe jazyka tiez predstavuje pristup k skupine ako k homogénne;.
Vychadza z predpokladu, Ze Studenti maju rovnaké vzdelavacie predpoklady (okrem in¢ho
maturitu z anglického jazyka)a po ukoneni vyucby vSetci dosiahnu vzdelavaci ciel.
Prirodzene, ucitelia vedia, ze to tak nie je, ale tradicny sposob vyucby konciacej jednotnym
testom neposkytuje Studentovi priestor pre individudlny rozvoj podla jeho kognitivnych
schopnosti, Studijnych a jazykovych kompetencii. Chceme zdoraznit, ze potreba nového
pristupu vychadza z reality, aki Studenti su; nemyslime si, Ze nizka Groven jazykovych
kompetencii napriek maturite z jazyka je v poriadku, iba ju musime akceptovat’ a pracovat’
s ou. Dosledky takejto vyucby sa prejavuji nespokojnostou Studentov. Ti slabsi nestihaju a
ti lepsi sa nudia. U obidvoch stran dochédza k strate motivacie.

Heterogenita Studijnej skupiny spociva v diverzite viditelnej (pohlavie, vek, etnicita,
socioekonomicky status) ako aj nevidite'nej (typ osobnosti, schopnosti, kompetencie). V
podmienkach naSich Studijnych skupin a pre ciele tejto prace viditelnd diverzita nie je
relevantna. Pre efektivnu vyucbu cudzieho jazyka je potrebné pracovat s diverzitou
vzdelavacich predpokladov - osobnostnych charakteristik Studentov, kognitivnych a u¢ebnych
Stylov a motivacie.

Prieskum odbornej literatiry ndm ukazal, a konstatuje to aj I. Turek, ze chapanie pojmov
kognitivny S$tyl a uéebny $tyl v anglo-americkych pracach nie je jednotné (TUREK 2008).
Tieto dva pojmy mnohi autori pouzivaju ako synonyma a nie je jasné ani rozliSenie vztahu
nadradenosti a podradenosti medzi nimi. Prace s problematikou uéebnych stylov slovenskych
autorov sa objavuju len v poslednych rokoch (ROVNANOVA 2015). Pri definovani pojmov
kognitivny $tyl a ucebny styl vychadzame z dichotomie kognicia - u€enie sa podla vykladu I.
Tureka, ktory chape ucenie ako S$ir§i pojem v porovnani s kogniciou, teda kognicia -
poznavanie je len jednym aspektom ucenia sa popri aspekte socialnom, motivaénom
a volovom (TUREK 2008). Kognitivny S§tyl je potom dispozi¢ny spOsob prijimania
a spracovavania informacii jednotlivcom, je tazko menitelny a neméa navéznost’ na charakter
uciva. U€ebny $tyl je sposob, akym jednotlivec pristupuje k uceniu sa. Pocas Zivota sa vyvija
a modifikuje. Je v podstate neuvedomely a viaze sa na charakter uciva resp. predmetu; moze
teda pozitivne alebo negativne ovplyviiovat’ vysledky ucenia sa. Identifikovanie a poznanie
svojho ucebného Stylu moze jedincovi pomoct’ pochopit, pre€o v urcitej oblasti dosahuje
dobré vysledky a v inej nie, pripadne vedome pracovat’ na roz§ireni svojho ucebného stylu.

Typy u€ebnych Stylov méZeme zistit’ pomocou dotaznikov, napr. podla Gardnerovej tedrie
0 viacnasobnych inteligenciach, podl'a zmyslovych preferencii VARK Fleminga, podl'a Kolba
na rozhrani s kognitivnymi $tylmi ¢i podla pristupu k uceniu Martona a Siljan (in TUREK
2008). Ucebné styly podla pristupu k ufeniu sa prelinaji s motivaciou, ktort ako
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psychologicky konstrukt nie je 'ahké jednoznacne zadefinovat. Zakladné vSeobecne zndme
delenie motivacie na vonkajsiu a vnatorni kore$ponduje s povrchovym a hibkovym uéebnym
Stylom. Povrchovy ucebny §tyl je charakterizovany pasivnym prijimanim a reprodukovanim
informécii, memorovanim a doslovnym opakovanim bez porozumenia s hlavnym cielom
splnit’ podmienky a dostat’ znamku. Mnohi Studenti v prvom ro¢niku vykazuju znaky tohto
pristupu, pretoze su pasivni, mechanicky si zapisuju, ¢o ucitel’ zdorazni, a verbalizuji svoje
postoje pozadovanim motivacie od ucitela. Inymi slovami, ,,nau¢ ma a ak mam niec¢o urobit’,
motivuj ma“. Takyto Student je produktom tradi¢ného informativno-receptivneho pristupu
k vyu€ovaniu. Zda sa teda, ze ich predoslé formalne vzdelavanie bolo vedené prevazne
takymto spdsobom. Hibkovy pristup k udeniu sa predstavuje schopnost’ jedinca chapat’, pre¢o
sa uci a pristupovat’ k uceniu aktivne s cielom aplikovat, nielen pamétat’ si ziskané poznatky.
Tymto pristupom sa vyznacuju prevazne ti Studenti, ktori absolvovali naro¢nejSie gymnéazium
a naucili sa ucit’.

V naSej praci sa zameriavame na tuto dichotomiu, pretoze diagnostikovanie ucebnych Stylov
podla inych kritérii nam vo vyucbe odbornej angli¢tiny na vysokej Skole nepomdze. Jednak
kvoli nizkej hodinovej dotécii, ktord ndm neumoznuje s tym d’alej pracovat,, jednak preto, Ze
sa priklaname ku kritickym nazorom (napr. PASHLER et al. 2008, ROGOWSKY et al. 2014).
ze vyznam ucebnych Stylov sa precefiuje, arelevantné vyskumy nepreukézali, ze zhoda
uc¢ebného Stylu jedinca s vyucbovou metodou prinasa lepsie vysledky (ibid.).

V cudzojazyCnej vyucbe je to pradve motivacia, ktora je jednym z hlavnych faktorov
dosahovania ciela. Ucenie sa cudzieho jazyka sa odliSuje od ucenia sa inych predmetov -
nejde pri nom len o zvlddnutie informacii a poznatkov, ale vstupuju don aj socialne
a osobnostn¢ faktory vo vztahu ku kultire daného jazyka. Dorneyi na zaklade
predchadzajacich vyskumov vytvoril vystizni trojzlozkova schému motivacie k u¢eniu sa
cudzieho jazyka, ktord zodpoveda trom zakladnym zlozkdm ucenia sa, teda jazyku, u¢iacemu
sa a u¢ebnému prostrediu (DORNEYT 2013: 280).

Urovei jazyka — podsystém integracnej motivacie (vonkajsej)
— podsystém inStrumentalnej motivacie (vnutornej)

Uroveii u¢iaceho sa — potreba vysledku

(afektivne a kognitivne crty jeho
osobnosti)

sebadovera

strach pouzit’ jazyk

uvedomenie si cudzojazyénej kompetencie

posudenie predoslych skusenosti

self-efficacy (byt’ si vedomy viastnych schopnosti nieco
konkrétne vykonat)

Uroveii u¢ebného prostredia
zlozky motivacie tykajice sa
predmetu

(sylabus, ucebné materialy,
vyucbové metody, ucebné ulohy)

zlozky motivacie tykajice sa
ucitel’a

zaujem

relevantnost’

oCakavanie (uspechu, mnozstva potrebného usilia)
uspokojenie

snaha vyhoviet’ ucitel'ovi
autorita ucitel'a

motivacné posobenie ucitela
modelovanie

prezentovanie tloh
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e spitna vizba
zlozky motivacie tykajice sa
Studijnej skupiny — orientacia na ciel
— normy a odmeny
— stdrznost’ skupiny
— Struktura cielov

Tab. 1. Zlozky motivéacie k uéeniu sa cudzieho jazyka (DORNEYI 2013), prelozila a upravila
autroka

Heterogenita skupiny z pohl'adu rozdielnych tGrovni jazykovych vedomosti a kompetencii je
dobre zndmym faktorom vo vyucbe cudzieho jazyka. Nase Studijné skupiny st vytvarané
podla odborov, nie podla jazykovej urovne (ked'ze sa predpoklada, ze po niekol'koro¢nom
povinnom uceni sa anglického jazyka a povinnej maturity budu ich jazykové kompetencie na
primeranej urovni). Je zname, ze v mnohych pripadoch deklarovana Groven maturity zd’aleka
nezodpoveda skuto¢nym vedomostiam, ale to je problém, o ktorom vieme a pocitame s nim.
Co pokladame za ovela vicsi problém je fakt, Ze Studenti z roznych typov strednych §kol
in¢ho ako gymnazialneho typu (a zial, aj z gymnazii) prichadzaji na vysoku Skolu
S nedostato¢ne vyvinutymi Studijnymi kompetenciami. Nemame za ciel’ analyzovat’ pri¢iny
tohto javu; ako vysokoSkolski ucitelia si s nim musime poradit’.

Rozdielnost” osobnostnych charakteristik Studentov sice nie je v podmienkach naSho kurzu
cudzieho jazyka meratelnd, ale vieme, ze existuje a ma na vplyv vyucbu rovnako ako vyssie
uvedené faktory. Diverzita existuje, a aby Sme ju nevnimali ako prekdzku vo vyuCovacom
procese, pokusili sme sa vyuzit’ pozitiva, ktoré ponuka.

3 Program rozvoja kognitivnych kompetencii

Opisany stav vo vyucbe odbornej anglictiny v stiCasnych skupinach je dovodom pre hl'adanie
moznosti, ako dosiahnut’ lepsie vysledky a zaroven vyuzit’ diverzitu v prospech vzdelavacieho
procesu. Kedze nemdézeme zmenit Studentov, potrebujeme zmenit' pristup k vyucbe.
Nebudeme pristupovat’ k skupine ako k homogénnej, ale ako k heterogénnej, akou skutocne
je. NaSou snahou je vysSie uvedené faktory zohladnit’ a vyuzit’ vo vzdeldvacom programe,
ktorého jednotlivé Casti pilotujeme.

V nasej pedagogickej praxi sa dlhodobo zaoberdme vyuzitim pisania ako stratégie vo vyucbe
cudzicho jazyka (ANTALOVA 2017.) Cielom programu je rozvijanie kognitivnych
kompetencii Studentov prave cez pisanie. Z existujiceho mnozstva definicii kompetencie
vyberdme definiciu M. Matul¢ikovej:

Kompetencia je fenomén, ktory ma komplexnu povahu, okrem poznatkov, zru¢nosti a
sposobilosti patria do ich profilu aj emoécie, motivy, postoje, etické normy.
Z dynamického hladiska sa tento komplex psychickych znakov viaze na Zivotné situacie,
vystupuje simultanne a prejavuje sa Vv Specifickych  alebo beznych ¢innostiach
(MATULCIKOVA 2016: 7).

Kognitivnu kompetenciu je mozné definovat ako schopnost mozgu spracovat ulozené
poznatky a efektivne vykonat dany proces v danej situacii. Aby sa kompetencia stala
kompetenciou, prechadza od fazy deklarativnej, ktora reprezentuje fakty, vedomosti, cez fazu
ich upeviovania precvi¢ovanim Vv praxi az k faze proceduralnej, kde dochadza k aplikovaniu
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kompetencie (ANDERSON 1982). Rozvojom kognitivnych kompetencii chceme podporit’
ucenie sa jazyka, pretoze vedomosti sa mézu zabudnut’, ale kompetencie su trvalé.

Odborna literatara neposkytuje uceleny prehl'ad kognitivnych kompetencii, preto budeme
vychadzat" zpohladu I. Tureka, ktory uvadza ako kognitivne kompetencie rieSenie
problémov, kritické myslenie a tvorivé myslenie (TUREK 2008).

Schopnost’ kritického myslenia je pre dneSného Studenta zdsadna. Potrebuje ju pri hl'adani

a vyhodnocovani zdrojov pre Studium a je zdroven kl'icom k celozivotnému vzdelédvaniu.
Mnohi na$i Studenti sa ,,nenamahaju* rozmyslat, a ¢o je horSie, zistujeme, Ze oni naozaj
nevedia, ako maju o probléme rozmysl'at. Preto by sme mohli kritické myslenie definovat
ako schopnost’ ¢loveka rozmyslat' o existujucich javoch, klast' si otazky a nie ich len
nekriticky a pasivne prijimat’. Kritické myslenie tvori sibor kognitivnych kompetencii, ktoré
st pri u€eni sa odborného cudzieho jazyka nevyhnutné, pretoze ide o pracu stextom na
receptivnej ¢i produktivnej urovni, a navySe v inom jazykovom kode, ¢o naro¢nost’ zvysuje.
P. Facione zarad'uje medzi zdkladné kompetencie pre kritick¢ myslenie interpretaciu, analyzu,
evaludciu, inferenciu a sebaregulaciu (FACIONE 2015). Schopnost’ interpretovat’ znamena
vediet’ rozlisit' podstatné od vedlajSieho, urcit’ hlavni myslienku ¢i autorov zamer a postoj.
Analyza umozni identifikovat’ ¢asti argumentu, podporné myslienky, urcit’ podobnosti alebo
rozdiely ¢i vztahy medzi vetami. Schopnost’ evaluovat umozni Studentovi posudit’
relevantnost’ argumentu, zdveru alebo hodnovernost’ zdrojov. Inferencia znamenéa schopnost’
vyvodzovat dosledky, formulovat' hypotézy alebo utvarat’ si ndzory. Sebaregulacia ako
schopnost’ identifikovat a ovladat’ vlastné kognitivne procesy je na urovni metakognicie
a v dnesnej technologickej dobe je vel'mi dolezité ju rozvijat.

Ciel'om nasho programu je rozvoj kognitivnych kompetencii a pri jeho tvorbe sme vychadzali
z kognitivnej terminologie revidovanej Bloomovej taxondmie vzdeldvacich cielov doplnene;j
prikladmi kognitivnych c¢innosti. Uvedené kompetencie koreSponduju s cielom nasho
vzdelavacieho programu.

Dimenzia kognitivnych procesov
1. Zapamitat’ si| 2. Porozumiet’ | 3. Aplikovat’ 4. Analyzovat’ | 5. Hodnotit’ 6. Tvorit’
A vymenovat | sumarizovat | kategorizovat' | usporiadat | zoradit kombinovat
- Faktické
2 poznatky
=|B. opisat interpretovat’ | experimentov | vysvetlit zvazit projektovat
S| Konceptudlne at
Q| poznatky
o/ C. klasifikovat' | predikovat’ | planovat rozIisit rozhodnut' | sformovat
& Proceduralne
(5]
£| poznatky
alD- vhodne pouzit konstruovat | realizovat’ vykonat uskutocnit
Metakognitivne pouzit
poznatky

Tab. 2. Dimenzie upravenej Bloomovej taxonémie (podl'a ANDERSON, L.; KRATHWOHL,
D. R.; et al.: 2001 a http://oregonstate.edu/instruct/coursedev/models/id/taxonomyy/)

3.1 Pisanie ako stratégia rozvoja kognitivnych kompetencii

Pisanie v kurzoch odborného jazyka zvycajne tvori len mala ¢ast’ obsahu, pretoZe je ¢asovo
naro¢né a ¢as medzi procesom pisania a spdtnou vizbou je prili§ dlhy, ¢o znizuje alebo mari
vyznam hodnotenia pre progres Studenta. V nasom programe chapeme pisanie ako proces
pozostavajuci z viacerych fdz. Vramci tychto fidz sa realizuje forma kooperativneho
vyu€ovania a poskytovanie si spitnej vizby Studentmi navzajom.
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Pisanie ako proces je zamerané na procesudlnu stranku aktu pisania, teda cielom nie je
vysledny produkt ako taky. Produkt pisania chapeme ako vysledok procesu pisania
usmeriiovaného ucitefom a jeho hodnota spociva v aktivovani kognitivnych procesov
v mozgu uciacich sa. Tieto procesy su meratel'né len prostrednictvom urcitého vystupu, o je
vV nasom pripade konkrétny vyprodukovany text. Na zdklade textovej analyzy mézeme merat,
¢i a ako sa kognitivne kompetencie Studenta rozvijaju.

V suvislosti s pisanim je potrebné spomenut’ aj skuto¢nost, ze prave pisomny prejav robi
Studentom najvacSie problémy. Aj mnohi ti, ktori maji vyborné receptivne kompetencie
a plynuly ustny prejav, produkuji pisomné texty nizkej kvality. Precviovanie pisania
vyuzivaného ako stratégiu samozrejme skvalitni aj vysledny produkt pisania v pripadoch, kde
pisomny produkt ma byt’ cielom. Prirodzene, dlhodobym cielom vyucby cudzieho jazyka je
doviest’ k produkcii kvalitnych vyslednych textov.

Na§ vzdeldvaci program je vytvoreny pre jeden semester a zameriava sa na procesualne
pisanie, priCom vyuziva moznosti, ktoré pisanie ako proces poskytuje - kooperativne formy
vyuCby a spatni vdzbu. Tematicky je zamerany na argumentdciu, vztah priina/nasledok
a sumarizaciu. Pisaniu ako proces a praci v skupinach sa v nasSich skupindch pokusame
venovat’ priestor niekol’ko rokov (ANTALOVA 2017). Rovnako sa snazime pracovat’ so
Studentskou spdtnou vdzbou, teda Studenti si prace hodnotia navzajom. Ide o hodnotenie
kratkych textov. Nie je jednoduché priviest’ Studentov k hodnoteniu spoluziakov, ale ¢asom
pochopia, Ze prospeSnost’ prevySuje pocit zahanbenia. TaktieZ sa postupne zdokonaluju
V hodnoteni - spoc¢iatku sa sustred’'uju len na opravu zjavnych gramatickych chyb, s rozvojom
kognitivnych kompetencii zacinaju vnimat’ d’alSie roviny jazyka a textu. Suhlasime s M.
Klimovi¢om, Ze z poskytovania spitnej vizby najviac profituje jej poskytovatel' (KLIMOVIC
2016: 68).

Predpokladané prinosy pisania v ramci jednotlivych fiz vo vyucbe cudzieho jazyka:

e vo faze brainstormingu kazdy Student vyuzije vlastny potencial dlhodobej paméte na
generovanie myslienok a na vytvorenie stiboru lexikalnych jednotiek na dana tému

e vo faze pisania osnovy sa uplatni analytické myslenie pri odliSovani podstatnych
bodov od nepodstatnych, kritické myslenie pri vymedzovani informacii, ktoré Citatel
potrebuje vediet, resp. ktoré si mu uz zname; rozmyslaju nad gramatikou, napr.
pouzitie ¢asov

e vo faze pisania prvej verzie pomozu pripravené osnovy odl'ahéit’ pracovnli pamét’, ¢o
umozni ststredit’ sa na formulovanie myslienok a na lexiku a gramatiku
hodnotiaceho procesu, preto vyuzivame hodnotenie prac Studentmi navzdjom (vid
nizsie)

e vo fize revidovania textu umozni kriticky sa zamysliet nad obdfZanymi
pripomienkami a komentarmi, ktoré su po kognitivnom spracovani prenesené do
druhej verzie textu s kvalitnejSou Strukturou, vhodnejSou terminologiou a Ciastocne
lepSou gramatikou

o reSpektovanie individuality - kazdy modze napredovat svojim tempom a z vlastnej
urovne vzdelavacich predpokladov.

Predpokladané prinosy kooperativnych foriem vyucby cudzieho jazyka:
e vonkajSia aj vnlitornad motivacia k aktivite vSetkych Clenov skupiny kvoli spolo¢ne;j
zodpovednosti (spoloénému hodnoteniu)
e pozorovanie myslenia ostatnych ¢lenov skupiny a porovnavanie s vlastnym
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e pozorovanie jazykovej Urovne ostatnych a porovnavanie s vlastnou, ktoré zvycajne
Vv Studentovi vyvola dobry pocit, Ze nie je sim, o nieco nevie a odhodi zabrany sa
zapojit’ do komunikacie

e Vvramci diverzity kognitivnych alebo ucebnych stylov si kazdy ndjde svoj spdsob, ako
prispiet’ k spolo¢nému vysledku.

Predpokladané prinosy Studentskej spétnej vizby vo vyucbe cudzieho jazyka:

e autorovi textu je poskytnutd spitna vdzba vo forme komentdra a poukdzania na
konkrétne prvky (od ucitel’a Student vac¢Sinou dostane znamku bez venovania d’alsej
pozornosti napisanému textu)

e spitna vdzba od spoluziaka na rozdiel od spitnej vdzby poskytnutej ucitelom (ak) je
okamzitd, Studenti si text pamitaji, si zvedavi na hodnotenie a hned” ho mozu
porovnat’ s nazorom druhych

e ponuka rieSenie ¢asového problému pre ucitel’a, ktory by ina¢ pisanie do vyucovania
nezaradil..

5 Zaver

Koncept diverzity znamena porozumiet tomu, Ze kazdy jednotlivec je iny a jedinecny.
Diverzitu na réznych urovniach je treba akceptovat’ a reSpektovat’, aby kazdy ¢lovek dostal
rovnaké Sance v Zivote ako aj vo vzdelavani. ReSpektovanie diverzity by nemalo byt
obmedzujucim faktorom vo vzdeldvani, ale naopak by sa mal potencidl rozmanitosti vyuzit
pre nové napady. Pripravovany vzdelavaci program rozvoja kognitivnych kompetencii
predstavuje vyuzite pisania spolu s formami kooperativneho vyucovania a vzdjomnou spiatnou
viazbou poskytovanou Studentmi. Pre odbornu jazykova pripravu je rozvoj kognitivnych
kompetencii relevantny z pohladu prace s textom. Pisanie chapané ako stratégia umoziuje
vykonavat aktivity, v ktorych sa moze kazdy Student najst a uplatnit’ svoje generacné
osobitosti. Pisanie tiez reSpektuje diverzitu ucebnych Stylov a individualne osobitosti
Studentov. A o je hlavnym prinosom, rozvija hibkové myslenie, analytické myslenie a
kritick¢ myslenie. Hodnotenie v podobe poskytovanie vzdjomnej Studentskej spitnej vizby
poméze Studentom pochopit’ proces tvorby textu, zvnutornit’ tieto stratégie, a rovnako aj
stimulovat’ kritické myslenie. Praca s skupinach vytvara predpoklady pre pozitivny vplyv
znakov diverzity u Studentov a uplatiiovanie principu vzajomnej pozitivnej zavislosti
podporuje rozvoj nielen kognitivnych kompetencii, ale aj osobnych a socialnych kompetencii.
Predpokladame, Ze zvySenie Urovne kognitivnych kompetencii zvySi troveil diskurznej
kompetencie Studentov, ¢o povedie k ich efektivnejSiemu uceniu sa odborné¢ho cudzieho
jazyka. Pristup reSpektujici heterogenitu skupiny umozni kazdému Studentovi napredovat
V uceni sa v rdmci jeho individudlnych kompetenénych moznosti.
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VYBRANE ASPEKTY VYUKY EKONOMICKEHO JAZYKA NA
EKONOMICKO-SPRAVNI FAKULTE MU V BRNE

SELECTED ASPECTS OF TEACHING LANGUAGE FOR SPECIFIC PURPOSES
AT THE FACULTY OF ECONOMICS AND ADMINISTRATION, MU, BRNO

Marie Cervenkova, Jitina Hrbackova, Petra Sojkova

Abstrakt

Predstavuje vyuka jazyka pro obchodni ucely omezené moznosti pri vybéru aktivit a
metod, nebo naopak pomdaha objevovat nové zpusoby, jak dany jazyk studentiim priblizit?
Jake aktivity Ize pripravit pro budouci ekonomy tak, aby byli na svoji profesi dobre
Jjazykové vybaveni? Dokdazeme reagovat na specifické potreby odborného jazyka pruzné
a atraktivné? Vyuka ekonomickée anglictiny, francouzstiny a némciny na Ekonomicko-
spravni fakulte Masarykovy univerzity v Brné se snazi reagovat na vyvoj pracovniho trhu
tak, aby studentum usnadnila zaclenéni do stdtni, privatni nebo akademické sféry.
Prispévek predstavi tri oblasti aktivit, kterée posiluji pripravenost studentii pro pracovni
prostredi.

Klic¢ova slova: videokonference, akademické psani, komunika¢ni dovednosti, flexibilita, trh prace

Abstract

Does teaching a language to business students limit the choice of activities and methods
or, on the contrary, does it bring new ways making students familiar with the language?
What activities can ensure that would-be economists have a good command of language
required for their occupations? Are we capable of reacting to specific needs of business-
focused language in a flexible and attractive way? Lessons of Business English, French
and German at the Faculty of Economics and Administration, Masaryk University, Brno
strive to respond to the development of the labour market and facilitate students’
integration in the public, private and academic sectors. The paper presents three types of
activities which help students better prepare for the working environment.

Key words: video-conference, academic writing, communication skills, flexibility, labour market

1 Uvod

Centrum jazykového vzdélavani Masarykovy univerzity v Brné€ zajiStuje vyuku odborného
ekonomického jazyka pro studenty Ekonomicko-spravni fakulty (ESF). Studium jednoho
ciziho jazyka v bakalafském i1 magisterském stupni je povinné, pfiCemz studenti maji v
bakalafském programu moznost vybrat si jeden ze Ctyi' jazykd, tedy anglického, némeckého,
francouzského a Spanclského. V nasledném magisterském programu je nabidka obohacena
0 jazyk rusky. Jazykové kurzy jsou podle programu, ve kterém se vyucuji, oznaceny jako
kurzy jazyka I a kurzy jazyka II. Jednim z vybranych jazykt je vzdy jazyk anglicky.

V porovnani s ostatnimi fakultami MU poskytuje vedeni ESF na vyuku jazykl relativné
velkorysou Casovou 1 kreditovou dotaci, a tim db4a na kvalitu jazykového vzdélavani
budoucich absolventti. Kurzy jazyka I, tedy bakalaiského stupné, sméfuji k dosazeni Grovné
C1 dle Evropského referencniho ramce pro jazyky. Vystupni Grovni kurzl jazyka II je B2 dle
ERR. Tomu odpovida i casova dotace pro vyuku. Kurzy jazyka I jsou ctyisemestralni, se
Ctyfmi vyuCovacimi hodinami tydné v prvnich dvou semestrech a dvéma vyucovacimi
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hodinami v naslednych dvou semestrech. Kurzy jazyka II jsou pouze dvousemestralni, s
dvouhodinovou dotaci tydné.

Sylaby kurza sleduji jasné specifikovany obsah a strukturu, ale diky svému rozsahu kurzy
poskytuji také prostor pro posilovani dovednosti, které by mély studentim pomoci lépe se
uplatnit na trhu prace. Jsou to dovednosti typu schopnost kritického uvazovani a hodnoceni
zdroji, samostatnost v rozhodovani a provadéni Cinnosti, tymova prace, kreativita nebo
posileni dovednosti psani v pracovnim a akademickém prostiedi.

Podle Tana Tudora ,,bude jazykova vyuka u¢inné;jsi, pokud vyucovani bude Iépe reagovat na
potieby, charakteristiku a ofekavani studentil, a pokud studenti budou povzbuzovani k tomu,
aby se sami aktivné podileli na dotvareni svych studijnich programi“ (TUDOR 1996: 1).
Pokud tedy nechame studenty zasahnout do rozhodovaciho procesu pii vytvaieni obsahu
kurzu, miizeme tim posilit motivaéni slozku vzd€lavani, a podpofit vzdélavaci proces
samotny. Pokud znadme preference studentli, mizeme piizpisobit vyucovaci metody tak, aby
Iépe odpovidaly jejich potfebam. Lze ptredpokladat, ze tim poskytneme prostor k rozvoji
jejich silnych stranek.

Studium odborného jazyka je vnimano jako prostfedek k dosazeni cile, kterym je v ptipadé
studenti ekonomie uplatnéni se na pracovnim trhu ve statni spravé, soukromych
I nadnarodnich spole¢nostech, a ¢astecné také na akademické pidé. Pokud chceme umoznit
studentiim posilit dovednosti, které jim pomohou tohoto cile dosahnout, méli bychom sami
rozuméet potfebam pracovniho trhu a jeho vyvoji. Vyvoj poslednich let naznacuje posun
k potiebé velké pruznosti absolventi s dobrou jazykovou vybavenosti a schopnosti
samostatného uvazovani. Proto do vyuky zapojujeme prvky, které jejich ptipravenost posiluji
a rozvijeji. Jako priklady, na kterych budeme demonstrovat, jak tyto dovednosti rozvijime,
a zaroven otevirame prostor studentim k dotvaieni svych vlastnich studijnich programi, jsme
vybraly kurz video-konferenci v anglickém jazyce, kurz ekonomické francouzstiny s dirazem
na akademické dovednosti a aktivity vedouci k rozvoji komunika¢nich dovednosti v ném¢éing.
Jedna se o aktivity zna¢né rozdilné po strance obsahové i jazykové, sledujici rozlicné cile
a mifici na rizné dovednosti, proto i zpiisob pojednani o nich se v jednotlivych kapitolach lisi.

2 Video-konference ve spolupraci s Univerzitou Shanghai Ocean University

Ukazkou zptisobu posilovani dovednosti studenti smétujici k lepSimu uplatnéni na trhu prace
je série videokonferenci mezi skupinou studentli Ekonomicko-spravni fakulty MU v ptfedmétu
anglicky jazyk I a studenty Sanghajské univerzity Shanghai Ocean University, ktera prob&hla
v jarnim semestru 2017. Aktivita byla iniciovdna Sanghajskou univerzitou, jiz diive zapojenou
do spolecnych projektii s Centrem jazykového vzdélavani MU. Vzhledem k tomu, Ze vétSina
¢inskych ucastnikli byla studenty ekonomie, marketingu a informacénich technologii, lze
povazovat spolupraci mezi naSimi pracovisti za logicky nésledny krok.

Studenti, ktefi se rozhodli pro ucast na videokonferencich, pracovali nad rdmec své povinné
vyuky, nicmén¢ aktivita jim byla nabidnuta jako ndhrada seminarni prace ve druhém semestru
Ctyfsemestralniho povinného semindfe anglického jazyka. Obecné se od studentli ocekavala
aktivni ucast, vlastni iniciativa pfi vymysleni témat k diskusim a schopnost samostatné
koordinovat praci v tymech. S rychlosti, s jakou byl kurz mezi univerzitami dojednan, vSak
nebyly detaily pribéhu piedem specifikovany, a takto byl kurz prezentovan také studentiim. S
pfihlédnutim k témto okolnostem je logické, Ze dobrovolniky byli pfevazné studenti s
pokrocilou znalosti anglického jazyka, se sebevédomym vystupovanim, flexibilitou
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vyjadfovani a ochotou poznavat nové véci. Tyto schopnosti nasledné sehraly dilezitou roli
V pozitivnim vniméni priabéhu videokonferenci obéma stranami.

Kurz probihal na tfech odliSnych komunika¢nich platformach, a jeho pateti byla tfi vlastni
videokonferen¢ni setkani. Ta byla podlozend online komunikaci mezi ¢inskymi a ceskymi
ucastniky v aplikaci edmodo.com, kde se diskutovalo nad volbou témat pro setkani. DalSim
komunikaénim kanalem byl sdileny dokument google, kde byla koordinovana prace
a komunikace mezi ceskymi studenty, jejich tymy a vyucujicimi, pti¢emz koordinace prub&hu
kurzu predstavovala komplexni a relativné ¢asové naroc¢nou aktivitu. Videokonference
probihaly v Brné vzdy v 8 hodin rano mistniho ¢asu (CET) a v Sanghaji v 15.00 (CST).

Pro prvni setkani si studenti pfipravili krats$i prezentace seznamujici se zakladnimi fakty o
Ceské republice, Brné a Cing, a dale takova, ktera se zamé&fovala na interkulturni povédomi a
odlisnosti mezi Ceskou republikou a Cinou. Byla prezentovana témata jako napi. typicka
Ceska/Cinska kuchyné, zndmé Ceské a ¢inské obchodni znacky, velikani Ceského filmu, hudby
a literatury. Pfi druhém setkani prezentovali pouze studenti Sanghajské univerzity, a to
vybérem nasledujici témata: Cinské vzdusné technologie, Alipay, tradicni ¢inska kuchyné,

~r w7

tym dra¢ich lodi na Sanghajské univerzité a dal3i ¢inské obchodni znacky.

Pro zavére¢nou videokonferenci si vSichni studenti ptipravili kratky format power pointové
prezentace v podobé jednoho snimku a minutové prezentace na vybrané téma. S jedendacti
studenty na Ceské stran€ a s 0 néco menSim poctem Cinskych studenti nebylo mozné, aby se
vSichni do diskusi a prezentaci zapojili stejnomérné. Proto byl zvolen format mini-prezentaci,
ktery umoznil vSem ucastnikim, aby si vyzkouSeli pracovat samostatn¢ a nasledné vést
kratkou diskusi, ve které museli reagovat na dotazy sami bez podpory tymu. Vybér témat
nebyl nijak omezen, studenti v§ak sami vychazeli z pfedchozich diskusi a dale rozvijeli nosna
napt. nezaméstnanost v Ceské republice, Sesky penzijni systém, esky vzdélavaci systém
nebo Brnénské Veletrhy a Vystavy.

Vsechny prezentace, které studenti obou univerzit predstavili, povazujeme za mnohem
autentictéjsi nez prezentace témat v seminarnich hodinach pfedmétu. K autenti¢nosti piispél
fakt, ze skupina nebyla homogenni, nevykazovala znalost dané¢ho prostfedi a ze své podstaty
tedy nepfedjimala obsah prezentovaného tématu. Tim, a zarovenl vyslovnosti ovlivnénou
¢inskym/Ceskym ptizvukem bylo porozuméni, na rozdil od prezentaci v monokulturni
skuping, narocnéjsi. Nasledkem toho byla i diskuse ¢aste¢né ozivena nutnosti dovysvétlovat,
parafrdzovat dotazy nebo se obracet na kolegy pro uptesnéni urcitych sdéleni. VC tedy byla
ukéazkou realné interkulturni komunikace v rdmei nehomogenni skupiny.

Atmosféra kurzu byla velmi ptatelskd a uvolnénd, podpofend online komunikaci mimo
samotna setkani, kdy studenti dale rozvijeli probirana témata, sdileli videa a fotografie, které
se k nim vztahovaly. Cinti studenti a jejich vyucujici vst¥icn& a citlivé reagovali na priibéh
diskusi, a zaroven pruzné¢ komunikovali s vyucujicimi na ¢eské strané.

Pro zhodnoceni aktivity byli na konci kurzu Ucastnici ceské strany pozadani o pisemnou
zpétnou vazbu. Reagovali na n€kolik bodl, napt. jakd méli od VC ocekavani, zda se tato
oc¢ekavani naplnila, zda byla VC informa¢né ptinosna a v neposledni fad¢, zda by vytvoreny
format ponechali pro nasledné béhy ve stavajici podobé nebo by doporucili upravu formatu,
a zda by kurz doporucili ostatnim studentim.
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Vysledky zpétné vazby piinesly predpoklddana zjisténi. Studenti neméli velka ocekévani,
nicméné zpétné VC oznacili za piinosnou, a to jak z hlediska interkulturniho, tak
informac¢niho. Samotné jazykové dovednosti zde byly upozadény a slouzily pouze jako
prostiedek komunikace, tudiz hodnoceny a komentovany nebyly. Casovou dotaci povazovala
vétSina studentl za dostatecnou, né¢ktefi by vsak uvitali jedno az dvé dalsi setkani, aby témata
mohla byt prodiskutovana detailnéji. VSichni by kurz doporucili dal§im studentiim, oznadili
jej za prekryv mezi studiem a realnym zivotem, coz je format, ktery studentim vyhovuje a
dobfe je pfipravuje na interkulturni prostfedi dnesniho pracovniho trhu. Ocenili poznatky
ziskané pfi koordinaci prezentaci mezi obéma stranami, ¢imz ziskali zkuSenost z prib&hu
vyjednavani.

Diky dobré zkuSenosti se spolupraci s ¢inskou stranou bylo dohodnuto pokracovani kurzu v
nadchdzejicim podzimnim semestru. S ptihlédnutim k vystupu ze zpétné vazby bylo do
navazujictho kurzu pozvano jen 9 Ceskych studentii. Mira autonomie pii rozhodovani
0 tématech 1 prib¢h diskusi byly znacné posileny a element uclitele zasahujiciho do kurzu
eliminovan na minimum.

3 Rozvoj akademickych dovednosti ve vyuce odborné francouzstiny

Trénink tzv. akademickych a mekkych dovednosti uplatnitelnych nejen na akademické ptdé v
prubchu studia, ale také v nasledujici fazi profesniho zivota absolventl je stale naléhavéjsi a
také ze strany studentli zddany, jak bylo demonstrovano na ukéazce videokonferencniho kurzu
v pfedmétu anglicky jazyk. Obé tyto oblasti - jak vyuka odborného ciziho jazyka, tak vyuka
ciziho jazyka pro akademické ucely - se v systému vysokoskolského studia do zna¢né miry
dopliuji a jejich komplementarita tak mize byt vyuzita pro zadani nejriiznéjSich jazykovych
aktivit.

Zvladnuti akademickych dovednosti stejné jako ucCeni se cizimu jazyku obecné je do velké
miry zavislé na schopnosti aplikace ucebnich strategii (srov. COHEN 1996, OXFORD 1990,
KRATHWOHL 2002). Ty se u kazdého studenta mohou postupem casu a nabyvanim
studijnich zkuSenosti vyvijet a v tomto procesu miize sehrat dalezitou roli také vyucujici,
ktery vybérem didaktickych metod klade diiraz nejen na znalost odborné terminologie, ale
vede studenty k jejimu uzivani pfi riznych typech ukoli (prace v parech, reserse a analyza
autentickych materialt, hrani roli, rizné typy produkce, diskuse, argumentace a dalsi aktivity
na rozvoj kritického mysSleni a feSeni problémul) posilujicich soucasné¢ akademickeé
dovednosti.

V této souvislosti uvadime znamou Bloomovu Taxonomii ucebnich cildi, kterd byla
revidovana Krathwohlem na dvojdimenziondlni taxonomickou tabulku ptficemz vertikdlni
osu tabulky tvofi dimenze znalosti (knowledge dimension), horizontalni osu dimenze
kognitivnich procest (cognitive process dimension). Dimenze znalosti zahrnuje ¢tyfi zakladni
skupiny znalosti: od znalosti faktd (vCetné znalosti terminologie) pfes konceptudlni znalost
(odkazujici na znalost vztahli mezi jednotlivymi prvky) a proceduralni znalost (zahrnujici
znalost specifickych dovednosti, technik a metod) k metakognitivni znalosti (spocivajici ve
znalosti strategii, znalosti kontextu a podminek a znalosti sebe sama). Dimenze kognitivnich
procest zahrnuje Sest zékladnich kognitivnich procesi: zapamatovani si, pochopeni (véetné
vysvétlovani), aplikaci (realizace a uziti procedur v danych situacich), analyzu (vztahy mezi
prvky, poznavani struktury), evaluaci (zahrnujici kontrolu a kritiku) a tvorbu (novy
koherentni celek nebo tvorba nového produktu z jednotlivych prvkia. Kategorie tvorby pak
jesté zahrnuje subkategorie generovani, planovani a produkce (KRATHWOHL 2002: 214 -
215).
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Propojeni vyuky ciziho jazyka pro odborné a akademické ucely se tedy jevi jako ptihodné a
efektivni, odpovidajici snaze vyucujicich i studujicich prostfednictvim konstruktivni vyuky
dosadhnout vytycenych vzdélavacich cilt, které nejsou zaloZzeny pouze na faktografickém
zvladnuti u€iva, ale zasahujicich i do oblasti jazykovych i mimojazykovych kompetenci. Toto
propojeni je tedy v reakci na aktudlni trendy ve vzdélavani zavadéno pti tvorbé kurikula
mnohych vysokoskolskych instituci.

Jak jiz bylo feceno v uvodu tohoto ¢lanku, Centrum jazykového vzdélavani Masarykovy
univerzity v Brné€ zajistuje vyuku odbornych cizich jazykii na Ekonomicko-spravni fakulté. V
nasledujicim textu bychom vas radi seznamili s nékolika aspekty vyuky francouzstiny pro
akademické ucely v rdmci kurzi odborného ekonomického jazyka a s teoretickym studijnim
materidlem, ktery byl vytvofen v ramci projektové prace a bude v budoucnu rozsifen
0 interkulturni témata.

Vyuka kurzi jazyka I i jazyka II se snazi reflektovat aktualni potieby studentli. Mezi né patii
schopnost sledovat odbornou piedndsku, vytvofit shrnuti, napsat zapis, vést diskusi,
komentovat uddlosti, jevy, ¢iselné udaje nebo vyvoj, prednést odborné téma pied publikem,
vyjadfit a pfednést argumenty k feSeni problému a dal$i dovednosti zahrnujici v konceptu
ucebnich cilt jak dimenzi znalosti, tak dimenzi kognitivnich procest. Praktické zkuSenosti
i teoretické znalosti v této oblasti jsou vSak u pievazné vétsiny studentd nedostatecné a ¢asova
dotace pftili§ mala na to, aby mohl byt v prezencni vyuce v€novan dostatecny Cas nejenom ke
zvladnuti penza odborné terminologie a zdokonalovani gramatickych znalosti a kompetenci
(obzvlasté kdyz je jazykova uroven studentli v jednotlivych rozvrhovych skupinach dosti
rozdilnd a v mnoha ptipadech nedosahuje pozadované vstupni tirovng), ale 1 k teoretickému
vhledu do specifik akademického jazyka a dovednosti. Tento teoreticky vhled se vSak casto
jesté pred nacvikem jednotlivych dovednosti ukazuje jako nezbytny, nebot’ mnozi studenti si
neuvédomuji a tudiz neaplikuji zdkladni poznatky jako napiiklad diilezitost strukturovani
pisemnych nebo ustnich projevii do Gvodu, stati a zadvéru nebo vyznam textové koherence
astim spojené pouzivani adekvatnich koheznich prostiedkli. Vzhledem k absenci
komplexnich podplirnych materidlii, které¢ by odpovidaly zaméfeni a podminkam naSich
kurzii, jsme se rozhodli je vytvofit sami. Diky dvéma projekttiim, které popiSeme blize v
dalSim textu, jsme vytvofili sadu vyukovych videi, ktera slouzi jako odrazovy mistek pro
nacvik alespon ne€kterych akademickych dovednosti.

Prvnim projektem, ktery ndm umoznil praci na studijnim materialu zapocit, byl projekt
Ekonomicko-spravni fakulty s nazvem Inovace studia ekonomickych disciplin v souladu
S pozadavky znalostni ekonomiky probihajici v letech 2014-2015, jehoz cilem byla mimo jiné
inovace systému elektronické podpory vyuky. Druhym byl projekt Fondu rozvoje
Masarykovy univerzity, ktery byl realizovan béhem roku 2016 a jehoz vystupem byl e-
learningovy kurz nabizeny Centrem jazykového vzdélavani s nazvem Samostudium
ekonomické francouzstiny. V rdmci projekti jsme spolupracovali s kolegynémi Kristynou
Renault a Séverine Bordeaux vyucujicimi v té dobé na bretaniské univerzité Université Haute
Bretagne Rennes II v centru pro vyuku francouzstiny jako ciziho jazyka (CIREFE — Centre
International Rennais d'Etudes de Frangais pour Etrangers) a za pomoci videokonferenéni
techniky jsme natocili pét vyukovych videi:

e FOU - I’écrit académique (Francouzstina pro akademické ti¢ely — akademické psani)
e L’argumentation (Argumentace)

o Paragraphe au sein d’un texte argumenté (Argumentacni odstavec)

e Connecteurs logiques (Logické konektory)

e Commenter des données chiffrées (Komentart ¢iselnych udaji)
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Vyhodou videonahravek o délce 6 - 12 minut je zachovani propojeni zvukové a grafické
stranky a moznost poskytnout je studentim k samostudiu jako pfipravu na aktivity
realizované ve vyuce. Casto jsme je tedy vkladali do studijnich materiald a osnov predmétt v
informa¢nim systému, aby byly studentim k dispozici mimo vyuku, ale pracovali jsme s nimi
také primo v hodingé. Napiiklad jsme pouzili kratky usek videa jako uvod k dil¢im tématiim
jako jsou logické konektory, vybér vhodného registru slovni zasoby, rozliSovani argumentt a
ptikladt apod.

Vytvotené¢ materidly se osvédcCily, studenti z nich Cerpaji rovnéz pii ptipravé na zkousku:
soucasti zkousky B2 je subtest psani, ve kterém maji studenti vytvofit argumentacni text na
cca 150 - 170 slov; na arovni C1 také pisemné argumentuji v rozsahu 300 - 350 slov, navic
ustné prezentuji vybrané téma s ekonomickou problematikou.

Na zminéné dva projekty navaZeme dalsi ¢innosti v rdmci interniho rozvojového projektu.
Kurzy francouzstiny I tak budou moci byt obohaceny o videotutorialy zahrani¢niho odbornika
znalého ceského 1 francouzského pracovniho prostiedi zaméfené na interkulturni aspekty
vnitini podnikové komunikace (napi. pfedsudky a stereotypy, mentalita, kulturni vzorce v
chovani, komunikacni etiketa, principy profesni interkulturni komunikace apod.)
a videokonferen¢ni setkani studentii naSeho kurzu s francouzskymi studenty z AFTEC Tours,
ktera budou zacilena na pracovni zkuSenosti, jejich sdileni a srovnani nékterych aspekt
podnikové komunikace.

4 Rozvoj komunikacnich dovednosti v némciné

Rozvoj dovednosti mluveni, zvlasté¢ v kurzech v navazujicim magisterském studiu, kdy se
studenti zdokonaluji ve svém druhém cizim jazyce, pfedstavuje v kurzech hospodaiské
némciny velkou vyzvu. Zatimco na bakalafském stupni je mozno diky velkorysé hodinové
dotaci vyuky a odpovidajici vstupni urovni studentd rozvinout celou Skalu osvédcenych
vyukovych metod, setkavame se v kurzech v navazujicim magisterském studiu se studenty
sice motivovanymi, avSak se vstupni urovni, ktera ¢ini vyhlidku na plynulou konverzaci na
témata korespondujici s urovni B2 Evropského referencniho ramce tézce dosazitelnou.
Hlavnimi pozitivnimi motiva¢nimi faktory pro vybér némciny jako druhého ciziho jazyka,
které jsme ziskali dotaznikovym Setfenim, jsou pozadavky trhu prace a geografickd poloha
zemé. Negativnimi faktory jsou setrvacnost pii volbe jazyka zplisobena nutnosti navazovat na
zéklady dané vybérem jazyka na zakladni a stiedni Skole, obecné¢ nahlizena nezvucnost
némciny a komplikovand gramatickd stavba. Posledni zminény faktor brzdi vili ucicich se
vyjadfovat se o tématech, kterd pro né¢ budou jiz brzy v profesnim zivoté aktudlni. Zatimco v
bakalaifském stupni je snahou ucitele pfedkladat materidly, na jejichz zéklad€ si studenti
vytvoii nejen lexikalni, ale i védomostni bazi dané tématiky, v magisterskych kurzech jde o
dobudovani gramatické stavby umoziujici komunikaci o problematice, se kterou se studenti
jiz davno szili.

V této souvislosti je nutno uvést pozitivni pisobeni ploSného zavedeni standardizované
jazykové zkousky na trovni C1 a B2, coZ bylo vychodiskem projektu Impact — Inovace pro
vzdélani, jehoZ nositelem bylo v letech 2013-2015 celé Centrum jazykového vzdélavani MU.
Cilem projektu bylo sjednotit formu zavére€ného testovani napfic¢ jazyky a vytvofit podobu
zkousky, ktera by spliovala kritéria validity, reliability a objektivity. Mezi uciteli
(hospodarské) némciny se nova forma testovani neprosazovala snadno, nardzela na malé
zkuSenosti s tvorbou testll a na nedostatek odborné literatury k tomuto tématu. Teprve
s Casovym odstupem (viz podiové diskuse na konferenci IDT 2017 — XVI. Internationale
Tagung der Deutschlehrerinnen und Deutschlehrer) se potvrdila domnénka, ze cela oblast

68



standardizace testovani je v oboru DaF (Deutsch als Fremdsprache) v praxi uciteld némciny
s vyjimkou velkych testovacich center a nakladatelstvi teprve na pocatku a potize pfi
implementaci projektu byly tudiz opravnéné.

Soucasti nové podoby zkousky je i jeji Gstni ¢ast, ktera predstavuje dvouminutovy monolog
na vylosované¢ téma a rozhovor dvou studenti na zakladé¢ urceného tématu a role
(Rollenspiel). Ve srovnani s predchozim formatem je zfetelny posun v naro¢nosti na
komunikativni kompetence, nebot’ diive praktikovana ustni ¢ast zkousky se odehravala jako
monolog studenta nad textem ustici do ,dialogu” s examinatorem. Tato podoba studenty
v pribéhu celych dvou semestrii trvani kurzu nijak nemotivovala k ochoté opustit pii
konverzaci v hodinach svou komfortni zonu a snazit se o smysluplné dialogy.

Motivace pro novou podobu zkousky byla sice zpoc€atku, v dob¢ jejiho zavadéni, negativni,
nicméné se ukazala byt funkéni. Vyucujici stali pred ukolem poskytnout studentiim
dostate¢né mnozstvi materialli pro domaci piipravu, které by garantovaly efektivni zvySovani
komunikaéni kompetence.

Opét na zékladé vysledki dotaznikového Setieni ohledné percepcnich preferenci studentt
(dve ttetiny uvadeély, ze se povazuji za vizualni typ, jedna tfetina uvadéla typ auditivni), byl v
univerzitnim informaénim systému vytvofen soubor odkazii na tematicky fazené
videoreportaZze (pfevazné vytvorené némeckou statni televizni a rozhlasovou stanici Deutsche
Welle), ktery obsahové pokryva lexikalni okruhy uréené pro ustni ¢ast zkousky. Odkazy jsou
didakticky zpracované¢ vcetn¢ poskytnutého glosare, tak aby prace s reportdzemi byla
maximalné efektivni. Cilem je poskytnout uzivatelim co nejSir§i input jako nahradu
chybéjiciho kontaktu s rodilymi mluv¢imi jazyka a motivovat studenty k aktivni produkci
jazyka. Ta se odehrava bud’ v hodinach formou tizené konverzace, nebo doma pii individualni
praci. Videoreportaze provazeji studenty kazdym tydnem dvousemestralniho kurzu. Na
zacCatku, kdy jesté gramatickd kompetence nestaci k vyjadiovani slozitych vécnych obsahi,
identifikuji studenti kli¢ové pojmy a reprodukuji pozadované informace, pozd¢ji, kdy se diky
pokroku v upeviiovani gramatické stavby jazyka vyjadiuji plynuleji, se dafi simulovat
profesné relevantni komunikaci.

Pti zavérecném ovefovani dopadu zavedeni novych materidli bylo zjisténo, Ze studenti
pochopili a piijali soubor videoreportdzi predevsim jako zdroj informaci o hospodaiském
zivoté zeme. Rovnéz jej ocenuji coby kompenzaci chybéjiciho kontaktu s rodilymi mluvéimi,
ktera napomahd ptekonani stile pfitomné interference s angli¢tinou (uvadi 80% ucicich se
jazyka II, 50% jazyka I), a jako zprostfedkovatele interkulturnich poznatkl a kladné¢ hodnoti
ptinos pro zvyseni své kompetence v oblasti mluveni.

5 Zavér

Znalost odborného ciziho jazyka je dulezitou soucasti profilu absolventli Ekonomicko-spravni
fakulty MU v Brné a vyuka tudiz musi reflektovat soucasné potieby pracovniho trhu. Cilem
naSich kurzi je nabidnout studentim nejenom moZnost rozvoje lingvistickych kompetenci,
tedy schopnosti vyjadiovat se v cizim jazyce na odborna témata, se kterymi se v praxi mohou
setkat, ale také rozvoj kompetenci sociolingvistickych a pragmatickych. Nékolik zplsobii
sméfujicich k dosazeni téchto cilli jsme demonstrovali v pfispévku: ve videokonferenénim
kurzu anglictiny mezi ESF MU a Shanghai Ocean University, ktery pfedstavoval autentickou
komunikac¢ni situaci obohacenou o interkulturni prvky, studenti posilovali mimo jiné svou
dovednost domluvit se v cizim jazyce se zahrani¢nimi studenty, aniz by doSlo k
nedorozuméni, schopnost s nimi diskutovat, vyjednavat a koordinovat tymovou praci na

69



vybraném ukolu, prezentovat urcité téma, klast dotazy a samostatné na né reagovat. Ve vyuce
francouzstiny studenti mohou tézit z priniku znalosti odborného jazyka a akademickych a
mékkych dovednosti rozvijenych prostiednictvim rtiznych typa tkoli a budovanych kromé
jiného na zakladech teoretickych informaci, které byly shrnuty formou vyukovych videi
vytvotenych ve spolupraci s francouzskymi kolegynémi z Cirefe. Podpora komunikaénich
dovednosti ve vyuce némciny podlozena tvorbou souboru materialt, jez zohlediiuji percepéni
preference studentti, vyustila ve zvySenou pozitivni motivaci studentd pfi pfipravé na vyuku a
na zavérecnou standardizovanou ustni zkousku, jejiz vysledky dokladaji posun kuptedu v této
oblasti.

Zavérem lze konstatovat, ze zplisoby vyuky studentl vybirajicich si ze Skaly kurza cizich
odbornych jazykli nabizenych Centrem jazykového vzdélavani MU na ESF mohou byt
riznorodé, presto vSak sméfuji ke stejnému cili: pripravit budouci absolventy tak, aby byli na
svoji profesi dobfe jazykove vybaveni.
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vzdélavani a didaktické a metodologické otazky s ni spojené.

Petra Sojkova vyucuje hospodarskou némc¢inu na Ekonomicko-spravni fakult¢ MU v Brné
a v ramci Univerzity tretiho véku MU se teoreticky a prakticky zabyva vyukou seniort.
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SPECIFIKA VYUCBY SLOVENSKEHO JAZYKA AKO CUDZIEHO
JAZYKA V PROSTREDI LEKARSKEJ FAKULTY UPJS V KOSICIACH

SPECIFICS OF TEACHING SLOVAK LANGUAGE AS A FOREIGN LANGUAGE
AT THE FACULTY OF MEDICINE AT UPJS IN KOSICE

Beata Jureckova

Abstrakt

V nasej praci sa pokusime poukdzat' na osobitost vyucovania slovenského jazyka ako
cudzieho jazyka na Lekdrskej fakulte UPJS v Kosiciach (LF UPJS). V akademickom roku
2016/2017 Studovalo na LF UPJS priblizne 1050 zahranicnych Studentov medicinskeho
zamerania z 37 krajin. Roznorodost tejto medzindrodnej komunity sa odrdza aj pri
formovani Studijnych skupin a je jednym z urcujucich faktorov pri vybere metodickych
postupov vo vyucbe. Cielom prispevku je priblizit vyuzZitie niektorych tradicnych a
inovativnych foriem a prostriedkov vyucby slovenského jazyka Studentov medicinskych
odborov.

KPucové slova: slovensky jazyk ako cudzi jazyk, slovencina pre medikov, vyuovanie cudzincov

Abstract

In our work we are trying to point out some specific features of teaching the Slovak
language as a foreign language at the Faculty of Medicine at P.J. Safdrik University in
Kosice (UPJS LF), Slovakia. In the academic year 2016/2017, about 1050 international
students of medical specialization from 37 countries studied at UPJS LF. The diversity of
this international community is also reflected in the composition of study groups and it is
one of the determining factors in a selection of methodical teaching practices. The aim of
the paper is to describe use of some traditional and innovative forms and means of
teaching the Slovak language to students of medical specializations.

Key words: Slovak language as a foreign language, Slovak language for medical students, teaching
international students

1 Organiza¢ny kontext

Centrum jazykovej pripravy Filozofickej fakulty UPJS v Kosiciach (dalej CJP FF UPJS)
existuje pod tymto nazvom sice iba treti rok, no organiza¢né jednotky, v ktorych ako
nastupnicka generacia pokracuje, mu umoznili stavat’ na viac ako 50-ro¢nej tradicii. Jednou
z aktivit CJP je vyuCovanie slovenského jazyka ako cudzieho jazyka. Doposial
najpocetnejSou ,klientelou® st zahraniéni Studenti Lekarskej fakulty Studujici vSeobecné
a zubné lekérstvo. Vyucovanie sloven¢iny ako cudzieho jazyka, ktorého cielovou skupinou st
buduci lekari, ma svoje Specifika, na ktoré poukazeme v nasej praci.

Na ilustraciu, v akademickom roku 2016/2017 absolvovalo $tadium na Lekarskej fakulte
UPJS priblizne 1050 frekventantov z 37 krajin. Tato heterogénnost skupin je jednym z
urcujucich faktorov pri vybere metodickych postupov vo vyucbe. Povinny predmet Slovensky
jazyk ma stvorhodinova dotaciu tyzdenne v prvom a druhom semestri a dvojhodinovu dotaciu
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V tretom a Stvrtom semestri. Celkovo je to 168 lekcii. Vo vysSich ro¢nikoch ponuka CJP
moznost’ vyleps$it' si jazykové zrucnosti aj v ramci volitelnych predmetov: Komunikacné
zruénosti v SJ pre zubarsku prax I. a II., Medicinska komunikécia v slovencine, Prakticka
slovenské gramatika.

Aktudlne nemame pre naSe potreby jeden univerzalny Studijny materidl, no pedagogicky
kolektiv ho postupne na zaklade skusenosti vytvara. Absenciu univerzalneho Studijného
materialu ,,na mieru® Ciasto¢ne supluju ucebnice a studijné materialy pracovisk s podobnym
zameranim. Selektivny vyber uciva sice plni funkciu a v kone¢nom désledku si Student osvoji
potrebné vedomosti, no pésobi nekonzistentne.

2 Ciele

V prvych dvoch rokoch §tudia je nasim cielom naucit’ frekventantov komunikovat’ v beznych
zivotnych situaciach na univerzite, v meste, Vv obchode, prioritne vSak v medicinskom
prostredi ambulancie, nemocnice ¢i kliniky. Usilujeme sa o osvojenie komunikativnej
kompetencie Studentmi v medicinskom prostredi tak, aby boli schopni pouzivat’ odbornt
sloven¢inu ako pracovny jazyk. Vo vysSich ro¢nikoch (Stvrty a piaty) sa Vvramci Studia
vSeobecného lekarstva vyzaduje aktivna ucast’ Studentov na praktickych cviceniach
realizovanych na roznych oddeleniach v nemocnici kde je potrebné komunikovat' so
slovenskymi pacientami, bez potreby timoc¢enia do anglického jazyka.

Po dvoch rokoch stidia musia byt’ Studenti schopni viest’ komunikaciu v pozicii lekara pocas
praxe V medicinskom zariadeni rdézneho zamerania (napr. kardiologia, pediatria, ORL,
chirurgia, neurologia, gynekologia a pod.).

3 Metédy

Pri vyucbe slovenciny uplatiiujeme metodologiu postupu od receptivnych metdd cez
reproduktivne az ku konstruktivnym a tvorivym metdédam. Tento pristup reflektuje zédkladné
principy vyucby jazyka (BLOOMFIELD 1914) a v slovenskych podmienkach je bezny najma
zasluhou priekopnikov prvych udebnic slovendiny pre cudzincov (DRATVA, BUZNOVA
1969). V sulade s tymto postupom vyuzivame v prvom semestri Studia, pri praktickych
kurzoch slovenc¢iny pre cudzincov, audiooralnu (audiolingvalnu) metodu vyucby.

Pri audioorélnej (audiolingvalnej) metode, ktord je spdtd aj so psychologickou tedriou
behaviorizmu (poévodne povazovala ucenie za jednoduché napodobniovanie znakov,
vzorov), vychddzame zo zasad :

1. jazyk ma audiooralny charakter (uciaci sa najprv uci poc¢uvat s porozumenim a hovorit’
az neskor sa uci citat’ a pisat),
2. jazyk je stibor navykov (mechanizmus reci sa realizuje vo fonologickom, morfologickom
alebo syntaktickom systéme),
ucime sa jazyk, nie o jazyku,
ucime jazyk taky, aky je, nie taky, aky by mal byt (native speaker),
5. jazyky sa navzajom liSia (neexistuje univerzalny gramaticky systém).
(BALINTOVA 2003: 28)

Hw

V dalsich semestroch vyucujeme kombinéciou:
e priamej,

e sprostredkovacej,

e komunikativnej a

e komunikativno-kognitivnej metody.
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Kombinacia metdd je nevyhnutnd, ked’Ze nie je mozné v heterogénnych skupinach preferovat
jednu univerzalnu. Ovplyviiuje to aj fakt, ze Studenti prichadzaji s roznymi Groviiami znalosti
cudzich jazykov, tempo Studia ovplyviiuje aj jazykova pribuznost so slovencinou (napr.
slovanské jazyky — vel'ka skupina pol'skych Studentov) a gramaticky systém uz osvojenych
jazykov. Lektor preto musi metodologicky pristupovat ku kazdej Studijnej skupine
individualne, ,,$it’ lekcie na mieru®. Na urovniach Al a A2 vyuzivame v limitovanej miere aj
sprostredkovaci jazyk — anglictinu, ktora spresfiuje vyznam pojmu pre Studenta a je prentho
Studijnym jazykom odbornych predmetov. Tla¢i nds k tomu aj nizka hodinova dotacia
predmetu v porovnani s d’al§imi pracoviskami, ktoré zabezpecuji vyucbu slovenciny a Cestiny
ako cudzieho jazyka.

Pri vyklade sa snazime vyuzivat’ rozne formy prezentacie uciva, od tradicnych (klasickych),
ako je praca s textom, aZ po najnovsie e-learningové varianty. Od uvodnych lekcii je sicastou
vykladu medicinska terminologia. Tu si Studenti osvojuju postupne od zakladnej lexiky Casti
I'udského tela cez samostatnu tvorbu dialogickych foriem na jednotlivych oddeleniach az po
rieSenie konkrétnych pripadovych Studii (kazuistiky).

Vzhl'adom na stanoveny ciel’ nam 168 lekcii nevytvara priestor ucit’ slovencinu ako uceleny
systém. Vyber gramatickych a lexikdlnych javov, spracovanie tém a gramatiky zohl'adnuje
hl'adisko frekventovanosti a ucelnosti dan€¢ho javu v jazyku. Vrstvenie gramatickych a
lexikalnych informacii pomaha rozvijat’ potrebné lingvistické kompetencie (nizku prioritu ma
pisana graficka stranka jazyka). V gramatike sa opierame o ziskané znalosti pouZitia padov
pri vyucbe singularu, teda o nadobudnuté zakladné pochopenie. Pri vybere ucebného
materidlu zapasime s problémom nevyhnutnej minimalizacie a hl'addme optimalny rozsah
uciva, pricom mame stale na zreteli Specificky ciel’ a orientdciu na rozvijanie komunikativne;j
kompetencie s odbornym zameranim.

Velmi doélezitym momentom pri vyuCovani slovenského jazyka ako cudzieho je
psychologicky moment — prekonanie ostychu a odvaha komunikovat’ v ,novom* jazyku. Z
tohto dovodu casto volime formu skupinovej prace a prace vo dvojiciach. Osvedcilo sa nam
kombinovat’ neslovanskych Studentov so slovanskymi — vytvara sa timové povedomie a
zéklady spoluprace, buraju sa interkultrne bariéry, ¢o nam pomaha ndjst kompromisné
tempo vyucovania.

Naroc¢nost’ materialu, ktory by si mali Studenti osvojit' (vSeobecna a odborna lexika,
gramatika, fonetickd a graficka stranka slovenciny), si vyZaduje od lektora schopnost’ vhodne
vybrat’ metédu prezentovania obsahu uciva. Tu je vhodné obmienat’ s akcentom na doleZitost’
zazitkového ucenia.

4 Specifika

Z uvedeného vyplyva, Ze Uspesnost’ osvojenia si slovenského jazyka ako cudzieho v pocas
lekcii slovenginy v prostredi Lekérskej fakulty UPJS ovplyviiuju nasledujice faktory:

e jazykové prostredie z ktorého Student prichadza (Slovan — Neslovan),

e uroven vstupnej jazykovej zrucnosti (aké cudzie jazyky a kolko cudzich jazykov Student
ovlada),

schopnost’ narabat’ s jazykom ako s objektom, schopnost” abstrahovat’,

psychické bariéry a kolektiv, do ktorého je Student zacleneny,

¢asova dotacia,

kontakty s ,,native speakers‘ (ich zaujem nadvdzovat’ kontakty a spoznat’ kultaru),
schopnost’ rozpoznat’ chyby v jazyku kolegov — uciacich sa,
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e absencia komplexného uc¢ebného materialu,
e lektor — jeho odborna pripravenost’ a schopnost’ vybrat efektivnu metédu pre danu
skupinu a pre vyklad prezentovanej problematiky.

5 Efektivne vyucovacie metody

Pocas naSej pedagogickej praxe sme zaznamenali, Ze u Studentov su niektoré formy
prezentacie uciva oblibenejsie ako iné. Reaguji na ne spontannejsie, zapajaju sa do diskusie
bez potrebnej aktivizacie. Uvedieme vybrané typy vykladu uciva, ktoré sa nam osved¢ili pri
vyucbe ako oblibené a jazykovo produktivne.

5.1 Pojmové mapy

V praxi sme zistili, Ze efektivnym spOosobom rozSirovania slovnej zasoby je vytvaranie
slovotvornych hniezd. Slovotvorné hniezdo definuje J. Furdik ako ,,usporiadany stibor slov so
spolo¢nym korenom, pricom medzi slovami existuji redlne motivacné vztahy ZzZivo
pocitované prisluinikmi jazykového spolo¢enstva v stiéasnom jazyku (FURDIK 2008: 38).

Slovotvorni motivaciu vyuzivame v procese lektorovania pri tvoreni odvodenych slov od
znamych zakladovych slov. Vo vSetkych mozno najst’ spolocny vyznamovy i formalny prvok,
ktorym st motivované. Na hodinach pracujeme s Kratkym slovnikom slovenského jazyka
(2003), ktory spractuva priblizne 60 tisic heslovych slov tvoriacich jadro slovnej zé&soby.
Vyhodou prace s nim je, ze obsahuje slova spracované hniezdovanim, t. j. uvedenim pri
zékladnom slove. Grafickym zndzornenim Student spoznava niekol’ko slov naraz. Osvojuje si
slovotvorné postupy, nepriamo si subezne rozsiruje slovnu zasobu o niekolko lexikdlnych
jednotiek. Kazdy jazyk disponuje r6znymi sposobmi slovotvorby, tie frekventované slovenské
si Studenti osvoja v priebehu $tudia a Casto sa s nimi stretavaja pri realizacii pojmovych map.
Studenti, v nagom pripade ,,nefilolégovia“ medici, by mali po absolvovani jazykovej pripravy
vediet’ identifikovat’ aj také slova, ktoré sa v ucebnych textoch nevyskytli, ale ktorych zlozky
pozna aich syntézou pochopi vyznam. Tato schopnost je vel'mi dodlezitd pre tvorbu

¢

, ,,0Setrit

¢

»doplnkového slovnika®. Ako priklad uvadzame slovotvorné hniezda verb ,,lieCit
a ,,operovat* v podobe pojmovej mapy.
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lekarnictvo

lekarnik

lekarnicka

~ lekarensky /-ska /-ské
lekdrensky material, lekarenska

Obr. 1: Slovotvorné hniezdo verba ,,lie¢it* v podobe pojmovej mapy

Obr. 2: Slovotvorné hniezdo verba ,,08etrovat™ v podobe pojmovej mapy
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: operatér (M3) { operatérka (F)
" operacia (F) . operainy/-nd /-né
C vyoperovat A

slepé crevo

voperovat J
implantat

k(913

Obr. 3: Slovotvorné hniezdo verba ,,operovat

operovat

pacienta

v podobe pojmovej mapy

Pri uceni Studenti Casto prichadzaju aj s vlastnymi ndvrhmi novych slov, napr. pri verbe
»operovat* nasli v slovniku slovo ,,opera®. Foneticky sa im do slovotvorného hniezda zdalo
vhodné. V takychto pripadoch je dobré upozornit’ aj na homonymne ¢i podobne znejuce
slova.

Pojmové mapy sme vytvarali v ramci hodin aj pre nasledujice slovotvorné hniezda:

e ruka —ru¢ny/a/é, rukavica, rukavnik, rukovat’,

e hlava — hlavovy/a/é, zahlavie, hlavicka,

e kost — kostny/a/¢é, kosticka, kostnaty, okostica,

e koleno — kolenny/a/é, kolienko, predkolenie.

Slovotvorné hniezda byvaji niekedy pre Specifické ciele vyucby netplné.

5.2 Tvorba komentarov

Obl'ibenou formou precvicovania si slovnej zasoby je tvorba komentarov k video ukazkam,
rozpravkam, video klipom, reportdzam. Internet je bohatym zdrojom materidlu, dolezité je
v8ak vybrat’ material koreSpondujici s osvojenou slovnou zasobou. V druhom semestri by
mali Studenti vS§eobecného lekarstva zvladnut' pripravit’ ,titulky* napr. k rozpravke o Patovi
a Matovi ,,Horucka®, z ¢eskoslovenského animovaného serialu reziséra Ladislava Palka A je
to!. Studenti zubného lekarstva radi komentujii animovanii snimku reZiséra, scendristu
a vytvarnika Viktora Kubala ,Petra boli zub“. Vo vysSich ro¢nikoch je moZné v ramci
opakovania vyuZit' neozvucené reklamné spoty. Tieto aktivizujuce ulohy patria medzi vel'mi
obl'ibené. Podporujeme nimi tvorbu viet a stylizaciu. Dal§im zdrojom vhodnym na vyuzitie
si reportazne vided z prostredia zdravotnickych zriadeni, na ktorych sa Studenti zozndmia
S nazvami ich jednotlivych Casti. ReportdZe im prezentujeme neozvucené, Studenti sa snaZia
do st reportéra vkladat’ vlastny komentar.

6 Zaver

Na komunika¢nom principe st postavené mnohé vyuzivané metdody a vtomto duchu
pripravujeme aj vlastné uc¢ebné Studijné materialy. NaSich Studentov pripravujeme do praxe,
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neaspiruju na vedecku drdhu v slovenskom prostredi. Je pre nds preto dolezité naucit’ ich
spravne pochopit’ situacie, ktoré im zivot pocas pobytu na Slovensku pripravi a reagovat’ na
ne, zvladnut’ komunikéciu s pacientom z pozicie lekara rozneho zamerania.

Vyucovanie ktoréhokol'vek cudzieho jazyka je narocny proces, vyzvou pre kazdého lektora.
Vhodny vyber metddy prezentacie uciva v ramci konkrétnej Studijnej skupiny je velmi
dolezity, nezaru¢i vSak univerzalnu uspesnost’ osvojenia uciva. Aj my, v Centre jazykovej
pripravy FF UPJS v Kogiciach, hladame efektivne spdsoby vyuéby na dosiahnutie
stanoveného ciel’a podl'a aktudlnej poziadavky Studentov.
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KONCEPT PLURICENTRISMU — AUSTRACISMY VE VYUCE
NEMCINY JAKO CIZIHO JAZYKA

THE CONCEPT OF PLURICENTRICITY — AUSTRIANISMS IN TEACHING
GERMAN AS A FOREIGN LANGUAGE

Jiti Novy

Abstrakt

Prvni éast prispevku zamérena teoreticky definuje pojem pluricentrismu, nemcinu jako pluricentricky
jazyk, dale pak terminy jazykova varieta a jazykova varianta atd. 'V textu jsou ddle ilustrativné
systematizovany zvlastnosti rakouské némciny, tzv. austriacismy zejména v roviné lexikalni. Druha
cast je zamerena prakticky a zkouma postaveni austriacismii v u¢ebnicich nemciny jako ciziho jazyka.
V této casti budou také predstaveny vysledky malého empirického vyzkumu k otdzce, jak studenti
nemciny na CJV FF UP rozumi austriacismuim.

Klicova slova: pluricentrismus, pluricentricky jazyk, jazykova varieta, jazykova varianta,
austriacismus, u¢ebnice DAF

Abstract

The first, theoretical part of the article, defines the term pluricentricity, German as a pluricentric
language, the terms language variety and language variants, etc. Specific characteristic features of
Austrian German are then systematized in the text — the so-called Austrianisms above all in terms of
vocabulary. The second, practical part, deals with the role of Austrianisms in the textbooks Deutsch
als Fremdsprache. The results of a small empirical research are presented here, showing how students
of German at CJV FF UP can use Austrianisms.

Key words: pluricentricity, pluricentric language, language variety, language variants,
Austrianisms, DAF textbooks

1. Uvod

Znamy rakousky herec a kabaretni umélec Karl Farkas (* 1893 Viden — f 1971 Viden)
pouzival ve svém kabaretnim programu Casty bonmot, ktery velmi pregnantné charakterizuje
zakladni problematiku tohoto prispévku: ,,Der Osterreicher unterscheidet sich vom Deutschen
durch die gemeinsame Sprache* (KRUG 2012).

Prvni ¢ast prispévku zaméfena teoreticky charakterizuje némcinu jako pluricentricky jazyk a
pokousi se objasnit s tim spojenou terminologickou problematiku — pojem pluricentrismu,
pluricentrickych jazykl, terminy jako jazykovéa varieta a jazykovéa varianta: ,,Varietdt® vs.
»Variante*, a dale pak ,,Halbzentrum® vs. ,,Vollzentrum®. V ptispévku jsou dale ilustrativné
systematizovany zvlastnosti rakouské ném¢iny — tzv. austriacismy zejména v roviné lexikalni.
Druhé ¢ast je zaméfena prakticky a zkouma postaveni austriacismi v ucebnicich Deutsch als
Fremdsprache (dale DaF). V této ¢asti budou také predstaveny vysledky malého empirického
vyzkumu k otézce, jak studenti némciny na Filozofické fakulté¢ Univerzity Palackého rozumi
austriacismim.
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V soucasné dobé existuje enormni potieba zprostitedkovat studentim rozdily mezi
jednotlivymi variantami ném¢iny (MUHR 2000: 30). Vyskytuje se cela fada s tim spojenych
otazek: Jsou varianty némciny ve vyuce na ¢eskych skolach patti¢né zohlediiovany? Co védi
cesti studenti resp. ucitelé o rakouské némciné? Jak se prezentuji austriacismy ve vyuce DaF?
Existuji deficity ve zprostfedkovani pluricentrického védéni?

Podle nasich zkuSenosti nejsou varianty néméiny ve vyuce patfi¢né zohlediiovany, coz miize
byt zptisobeno nékolika diivody (ONAK 2013: 5):

a) nedostatek Casu ve vyuce

b) strach vyucujicich, ze budou studenti témito poznatky ptetizeni

€) nedostatek znalosti o této tématice ze strany vyucujicich

d) nedostatek informaci o pluricentrismu v uéebnicich DaF (tzv. pluricentricky koncept

vyuky)
2. Vymezeni pojmu

2.1. Definice pluricentrismu
K pojmu pluricentrismus existuje cela fada definici. Némecky sociolingvista Ulrich Ammon
jej vysveétluje nasledovné:

\on einer plurizentrischen Sprache spricht man dann, wenn diese in mehr als einem Land als nationale
oder regionale Amtssprache in Gebrauch ist und wenn sich dadurch standardsprachliche Unterschiede
herausgearbeitet haben (AMMON 2004: XXXI).

Rudolf Muhr z univerzity v Styrském Hradci pojem definuje obdobné, pfi¢emz zdiraziuje
dvé zakladni podminky, které musi byt spln€ny, aby jazyk platil za pluricentricky:

Das Hauptmerkmal dieser Sprachen ist es, dass sie in zwei oder mehreren Staaten vorkommen, dort
den Status einer offiziellen Verwaltungs - oder Staatssprache haben und dadurch eine gewisse
sprachliche und kommunikative Selbstandigkeit entwickeln (MUHR 2003: 191).

Pollak pak klade dliraz na rovnost vSech tti jazykovych variant:

Der Terminus ,,plurizentrisch* als Qualifikationsmerkmal der hochdeutschen Standardsprache
stellt gleichsam die ,,Magna Charta* fiir die Anerkennung der drei staatsnationalen Varietdten
des Deutschen in Osterreich, in der BRD und der deutschsprachigen Schweiz (Austriazismen,
Teutonismen, Helvetismen) dar und impliziert deren absolute Gleichberechtigung (POLLAK
1994: 12).

2.2. Pluricentrické jazyky
Némcina se fadi podobné jako jiné jazyky k tzv. pluricentrickym jazyktim. JestliZze ma byt na
némcinu nahliZzeno jako na jednotny jazyk, musi byt zohlednény jeji narodni varianty. V této
souvislosti rozliSujeme mezi dvéma riznymi terminy: ,,Varietdt“ (varieta) a ,,Variante*
(varianta).

Podle Ammona pochéazi termin ,,Varietdt“ z latiny (,,varietas) a znamena rozli¢nost,
subsystém: ,,Teil einer ganzen Sprache, die in aller Regel eine grofere Zahl von Varianten
umfasst, wie z. B.: Dialekte oder Standardvarietit (AMMON 2005: 717).
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Pod pojmem nérodni varieta se tedy rozumi cely jazykovy systém pluricentrick¢ho jazyka.
Tak je naptiklad rakouska standardni némcina varietou néméiny (AMMON 1997: 5). Narodni
varieta némciny tedy obsahuje jak narodni varianty pfislusného centra, tak prvky
,celonémecké®. Timto pojmem rozumime jak rozdily, tak spoleéné prvky (HAGI 2006: 280).

Pod pojmem narodni varianta se rozumi jednotlivé konkrétni jednotky (napt. lexémy), které
se od sebe odlisuji. Tak napf. Ribisl je narodni variantou némeckého slova v Rakousku.
Ammon variantu definuje jako: ,,Eine fiir eine Nation spezifisch geltende Sprachform.* Jedna
se tedy o rozdilny jazykovy vyraz stejného vyznamu jako Johannisbeere (AMMON 1997: 5).
Narodni varianty v Némecku se nazyvaji teutonismy (Teutonismen), deutschlandismy
(Deuschlandismen), resp. v néméin¢ také binnendeutsche Ausdriicke, rakouské varianty
austriacismy, Svycarské helvetismy, jihotyrolské slidtyrolismy, lucemburské letzeburgismy
atd.

Jako dalsi priklad pluricentrickych jazyklh mize slouZit vedle némciny také angliCtina se
svymi jazykovymi varietami na Novém Zélandu, v Kanad¢, USA, Australii a Velké Britanii;
francouzstina a jeji jazykové rozdily v Kanadé (Quebec), Svycarsku, Belgii, Lucembursku a
ve Francii; $panélitina ve Spanélsku a vzemich jizni Ameriky; nebo portugalitina
Vv Portugalsku a Brazili. Muhr hovoii jest¢ 1 o dalSich jazycich, které maji status
pluricentrickych jazyk®: arabstina, c¢inStina, hindStina/urdstina, indonézStina/malajStina,
arménstina, nizozemstina a také korejstina (MUHR 2000: 28).

DANEMARK

o 2

NIEDER- £

LUXEMBURG ‘——

FRANK-
REICH

ITALIEN

—— Nationale Amtssprache Bl Regionale Amtssprache

Obr. 1 Nérodni centra némeckého jazyka

2.3. Centra némeckého jazyka

Némcinou se hovoifi v mnoha zemich svéta a to bud’ men$i, nebo vétsi casti jejich
obyvatelstva. Jako ufedni jazyk plati némc¢ina v sedmi zemich — jako ufedni jazyk na narodni
trovni v Némecku, Rakousku, Lichtenstejnsku a ve Svycarsku (spolu s francouzitinou,
italtinou a rétoromanstinou), a také na regionalni urovni v Lucembursku (spolu
S lucemburstinou a francouzstinou), ve vychodni Belgii a Jiznim Tyrolsku v severni Italii
(regiondlni Ufedni jazyk vedle italStiny v autonomni provincii Bolzano) (AMMON 2004:
XXXI).
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Jako pluricentricky jazyk se tedy oznacuje jazyk, kterym se mluvi ve vice ,,centrech®. Tyto
staty ¢i regiony jsou pak centry pluricentrického jazyka, které si vytvofily standardni
jazykové zvlastnosti. Ammon zde rozliSuje tzv. ,,Vollzentrum® a ,,Halbzentrum*“ (AMMON
2004: XXXI). Prvni z nich vlastni jazykové slovniky, které jsou autorizovany a ve kterych
jsou shrnuty jazykové zvlastnosti tohoto centra — sem patii Némecko, Rakousko a némecké
Svycarsko. ,,Halbzentren® pluricentrického jazyka pak jsou Lichtenstejnsko, vychodni Belgie,
Lucembursko a Jizni Tyrolsko. Standardni variety jsou pak oznacovany pojmy jako
,,Deutschlindisch® nebo ,,Bundeslindisch® v Némecku, ,0strerreichisches Deutsch® nebo
,Osterreichisch® v Rakousku a ,schweizerisches Deutsch® nebo ,,Schweizerisch® ve
Svycarsku (MUHR 1997: 49).

Je zfejmé, ze centra némeckého jazyka disponuji riznym poctem mluvcich, rozdilnou
ekonomickou silou a také rozdilnymi publicistickymi moznostmi, na zdklad¢ toho prevazuje
némecka varieta oproti rakouské a Svycarské. To znamena, Ze teutonismy jsou v Rakousku a
jsou také v souvislosti s ekonomickou silou Némecka a vét§i prestizi v uméni, zejména
V beletristice diivodem, pro¢ jsou ve vyuce v zahrani¢i zprostiedkovavany pravé ony (HAGI
2006: 19).

3. Rakouska ném¢ina jako narodni varianta

Rakouska némc¢ina se odliSuje v rtiznych jazykovych
rovindich od dominantni némc¢iny v Némecku, nebo ve
Svycarsku. Nejmarkantngj§i rozdily se projevuji ve
vyslovnosti a intonaci a predev§im v oblasti lexika
(AMMON 2004: XXXVIII).

bz <0 Whiew «1,60

Obr. 2 Pekaftstvi ve Vidni

Ammon rozdé€luje rozdily v oblasti lexika nasledovné (AMMON 1995b: 157):

1) Gastronomie (zde jsou rozdily nejmarkantné;si):
Krapfen (A) — Berliner (CH/D),
Karfiol (A) — Blumenkohl (CH/D),
Kren (A) — Meerrettich (CH/D),
Marille (A) — Aprikose (CH/D), ...

2) Domacnost:
Mistkiibel (A) — Miilleimer (D) — Kehrichtkiibel (CH),
Polster (A) — Kissen (CH/D),
Stiege (A) — Treppe (CH/D),
Sackerl (A) — Tiite (CH/D)....

3) Statni sprava/justice/Skolstvi/zdravotnictvi:

Matura (A) — Matur (CH) — Abitur (D),
Erlagschein/Zahlschein (A) — Zahlkarte (D) — Einzahlungsschein (CH), ...
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4) Obchod/hospodaistvi, doprava:
Putzerei (A) - Reinigung (CH/D),
Realkanzlei (A) - Immobilienbiiro (CH/D),
Rauchfang/Kamin (A) — Kamin/Schornstein (CH/D), ...

5) Sport:
Autodrom (A) — Auto-Scooter (CH/D), ...

6) Lidské chovani/ povahové vlastnosti:
fesch/schick (A) — schick (D) — chic (CH),
Bub (A) — Junge (CH/D),
sich verkiihlen (A) — sich erkdlten (CH/D), ...

4. Pluricentrismus ve vyuce DaF

Zielbewusste Beriicksichtigung der sprachlichen und kommunikativen Fertigkeiten sowie die

Vorbereitung auf die linguistische Realitdt in den deutschsprachigen Lédndern spielt im
DaF/Z- Unterricht eine wichtige Rolle (MUHR 2000: 34).

Jak udava Mubhr, podle nejnovejSich vyzkumt k této problematice jsou predevsim ucitelé
némciny, ktefi nejsou rodilymi mluvéimi, spiSe skepticti k velké jazykové rozriznénosti
Z hlediska variant. Ucitelé ptiznavali, ze pii zafazeni pluricentriky do vyuky bude potieba vice
casu a vneposledni tfad¢, Ze budou Zaci pretéZzovani. Navic k této problematice ucitelé
postradali odpovidajici vyukové materialy (ONAK 2013: 26).

Zvyzkumu je dale zfejmé, Ze na zahraniCnich univerzitich je vyucCovana varianta
,Binnendeutsch®. Rakouska varianta je na jedné strané vnimana jako ,,Sarmantni a piijemna“,
ale na druhé¢ stran¢ je hodnocena jako ,,nekorektni (RANSMAYR 2006:154), a podle toho je
také korigovana. Rakouska néméina je povazovana za non-Standard, resp. substandard.
Ransmayr kromé toho upozornuje na fakt, Ze koncept pluricentrismu neni v germanistice
témer vibec realizovan a Ze na rakouskou némcinu je nahlizeno jako na variantu, kterd je
podfizena varianté ,,.Binnendeutsch®. VSeobecné tedy plati, Ze deutschlandismy piedstavuji
normu a informace o austriacismech jsou naprosto nedostate¢né. K tomuto piispiva i fakt, ze
studenti 1 vyucujici jsou ptfesvédceni o tom, ze rakouskd némcina je pouhym dialektem
(RANSMAYR 2006: 291).

5. Ucebnice DaF a pluricentrismus

V této souvislosti se naskyta otdzka, do jaké miry jsou ucebnice DaF studentim napomocny
zaintegrovat do vyuky pluricentricky koncept.
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GruR Gott

e Gruezi

® Servus

e Griuf Euch (Sie/lhnen)
Hoi

* Moin

e Guten Nachmittag/Abend

» Guten Tag e :
: I\hungﬁén . R M,
LSy WIS

Mﬂjz‘u& .

e Hallo

Zweitmeldungen Kemer

Obr. 3 Pozdravy v nérﬁecky mluvicich zemich

5.1.Pozdravy/redlie/mistni jména

a) Vseobecné plati, Ze na zacatku kazdé ucebnice hraji pozdravy dulezitou roli. Tak
napt. v ucebnici ,,Alles klar* se studenti jiz v prvni lekci ucebnice dozvédi, ze
v Rakousku se zdravi jinak nez v Némecku ¢&i ve Svycarsku. Jinak je tomu napf.
V ucebnici ,,Berliner Platz, kde rakouské pozdravy uvedeny nejsou.

b) Ve zminénych ucebnicich je na zacatku prezentovana mapa Evropy a studenti jsou
vyzvani, aby zde ukazali némecky mluvici zemé.

Jinak je tomu v ucebnici ,,Delfin“, kde nenajdeme ani mapu némecky mluvicich zemi ani
zminku, Ze se napt. v Rakousku mtze zdravit Griiff Gott. V této ucebnici jsou tedy narodni
varianty ignorovany.

c) V ucebnici ,,Direkt neu* je tomu obdobné — ucebnice obsahuje dvé mapy, na prvni
map¢ na zacatku ucebnice je zobrazeno pouze Némecko a az v zavéru ucebnice je na
druhé mapé uvedeno Némecko, Rakousko a Svycarsko. Odkaz na pozdravy
V jednotlivych variantach némciny zde rovnéz absentuje.

d) Velmi dobrym dukazem toho, jaky koncept autoifi uéebnic zastavaji, jsou mistni
jména. Je ziejmé, Ze autofi vSech Ctyr ucebnic se koncentruji vyluéné na mésta a mista
Vv Némecku, piicemz rakouskd mésta jsou uvedena v textu spise sporadicky, mésta ve
Svycarsku viibec.

Obr. 4 Berlin Obr. 5 Viden
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5.2. Slovni zasoba

a) V pracovnim se$ité ucebnice ,,Delfin“ jsou ve slovni zasob¢ za jednotlivymi lekcemi
uvedeny i vybrané austriacismy napf.:

,In Deutschland sagt man: Haltestelle, Krankenhaus, klingeln,
in Osterreich sagt man dagegen Station, Spital, liuten “.

b) V ucebnici ,,Alles klar je ve druhém dile pouze v jedné kapitole stru¢né zminén
rozdil mezi ,rakouskou® némcinou a némcinou v Némecku, pticemz je zde uvedeno
celkem 11 austriacismt (Bub, Jdnner, Kipferl, Sessel, Tabak atd.).

c) V ucebnici ,,Berliner Platz* najdeme lexikalni austraiacismy ztfidka. V 1. dile najdeme
v 9. kapitole kratky text o vyletu do Vidné, kde je pouzit pouze jediny austriacismus, a
to ,, Beisl“.

5.3. Gramatika

Muhr (2000: 69) uvadi ve své typologii tykajici se diferenciace narodnich variant v oblasti
gramatiky celkem tf1 zédkladni gramatické jevy: tvofeni perfekta pomoci ,,haben* a ,sein®,
konjugaci nepravidelnych sloves a rod substantiv.

a) Perfektum sloves |, liegen®, , sitzen a ,,stehen* je v rakouské némciné realizovano
prostfednictvim pomocného slovesa ,,sein“ na rozdil od slovesa , haben™ v
,Binnendeutsch®. Ve vSech ¢tyrech sledovanych ucebnicich ,alles klar®, ,,direkt neu*
,Delfin® a také ,,Berliner Platz* je uvedeno tvofeni perfekta zminénych sloves pouze
pomoci slovesa ,, haben “.

b) Ztratu ptehlasky u sloves ,,fahren*, , laufen*, , backen* ¢i, braten* ve 2. a 3. osob¢
singuldru prézenta, ktera je aktualni v souc¢asné rakouské némciné€, nezminuje zadna ze
Ctyf ucebnic.

c) RovnéZ rozdily vrodu substantiv (napf. diec Cola vs. das Cola, nebo die Mail vs.
das Mail) nejsou v zadné z ucebnic zohlednény.

| Ein Obusgsbuch
| Hlorverstehen filr Anfins

E o Emp
i periner Pl

In

3
Deatsch

Dél 1

Hueber

ot

Obr. 6, 7, 8, 9 Sledované ucebnice DaF

r v w

6. Jak rozumi ¢eSti studenti austriacismum?

Na podzim 2017 byla mezi studenty Centra jazykového vzdélavani FF UP provedena mensi
anketa k problematice austriacismii. Respondety tvofilo celkem 40 studentt t¥i kurzd:
némciny pro stfedné pokrocilé (KAL/NSP1-3), némc¢iny pro pokrocilé (KAL/NPKI) a kurzu
ptipravy na Goethe certifikdt urovné Cl1 (KAL/GZC1). V posledné jmenovaném kurzu §lo
vyhradné o studenty oboru némecka filologie. Studentim byl pfedloZzen seznam celkem 15
austriacismil v abecednim potadi (viz tabulka) s otdzkou: ,,K danym austriacismiim uvedte
nemecky ekvivalent, pripadné ekvivalent cesky.
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Vysledky ankety jsou shrnuty v tabulce. Z celkem 15 austriacismii byla vice neZ tfetina
studentim znamad/srozumitelnd, napt. Erdapfel, Karfiol, Marille, Jinner, Nachtmahl, Zuckerl.
Naopak nasledujici lexémy byly studentim naprosto nesrozumitelné: Autobahnpickerl,
Dancing, Germ, Hendel, Mascherl, Nullkommajosef. Studenti germanistiky prokazali vétsi
znalost austriacismi nez studenti obecnych kurzii. Pfi porovnani znalosti studentii obecnych
kurzi navzajem nebyl zjiStén markantni rozdil v zavislosti na urovni pokrocilosti.

ANKETA CJV FF UP:

AUSTRIACISMUS| NEMECKY VYRAZ |VYHODNOCENI

1 spravnd odpoveéd; jiné odpovédi:

dopravni zacpa, odpocivadlo, néco s dalnici
Autobahnpickerl Autobahnvignette atd.

Zadna spravnd odpovéd’; 100%
Dancing Disko/Club nespravnych odpovédi: tanec, tancovani

30 spravnych odpovédi = témér 80%; jina

odpoveéd’: granatové jablko; studenti
Erdapfel Kartoffel germanistiky 100% spravné

zadna spravna odpoveéd’; odpovedi: virus,
Germ Backhefe bacil, bakterie, Némec....

zadna spravna odpoveéd’; odpovedi: klika,
Hendl Brathédhnchen potok, mobil

15 spravnych odpovédi = témér 40%:;
Jinner Januar studenti germanistiky 100% spravné

30 spravnych odpovédi = témér 80%; jiné

odpovédi: karafiat, kapusta; studenti
Karfiol Blumenkohl germanistiky 100 % spravné

30 spravnych odpovédi = témér 80%; jiné

odpoveédi: makrela; studenti germanistiky
Marille Aprikose 100 % spravné
Mascherl Fliege 2 spravné odpovedi; zadné jiné odpoveédi
Mistkiibel Abfalleimer 7 spravnych odpovédi; Zadné jiné odpovedi

10 spravnych odpovédi; studenti
Nachtmahl Abendbrot germanistiky 100% spravné

Nullkommajosef

absolut nichts

1 spravna odpovéd’; Zadné jiné odpovedi

Obers Sahne 4 spravné odpovédi; jind odpoveéd’: Kellner

Vorrang Vorfahrt 5 spravnych odpovédi; Zadné jiné odpoveédi
10 spravnych odpovédi; studenti

Zuckerl Bonbon germanistiky 100% spravné)
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7. Zavér
V souvislosti s prohlubujici se internacionalizaci v terciarni sféfe se stale zvySuje potieba
zprosttedkovat studentim rozdily mezi jednotlivymi variantami némciny. V tomto smyslu je
nezbytné, aby se kazdy ucitel DaF zabyval rozdily mezi némé¢inou v Némecku, rakouskou
néméinou a néméinou ve Svycarsku a zaroven systematicky zvySoval svou odbornou
kvalifikaci v této oblasti. Jak ve vyuce DaF tak pii tvorbé uCebnich materiald je rovnéz
zapotiebi neustale pracovat na zvySovani prestize rakouské némciny.
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odbornym asistentem na Katedte aplikované lingvistiky FF UP (nyni CJV), kterou od roku 2012 vedl.
Je autorem védeckych praci v oboru soucasného némeckého jazyka.
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KOOPERATIVNI TRIDA: METODY VYUKY PRO NOVE GENERACE

COOPERATIVE CLASSROOM: TEACHING METHODS FOR NEW
GENERATIONS

Dagmar Sieglova

Abstrakt

S rozvojem informacnich a komunikacnich technologii se meni zpiisoby prace
s informacemi i v rdamci mezilidskych vztahii. Tato skutecnost se odrdzi i do oblasti
vzdelavani. Nova generace studentii ma takika neomezeny pristup ke zdrojim i
spolecenskym sitim, a S tim souviseji jejich odlisSné pracovni navyky i pristupy k praci. U
studentit dochazi k castému deleni pozornosti a kratsi schopnosti koncentrace, soucasné
inklinuji k multitaskingu. Od studentii se predpokldadaji pokrocilé dovednosti v oblasti
Cteni, porozumeéni textu, kritickem mysleni, psani a komunikaci. Tradicni frontalni
wyucovani nedokdze sprdavné reagovat na tyto vyzvy a pripravit studenty na noveé
pozadavky pracovniho trhu. Soucasni studenti tak pravem od svého vzdélavani ocekavaji
kvalitativné jiné vystupy na urovni znalosti a dovednosti. Vzdeéldvani na makro a mezo
urovni musi tyto skutecnosti reflektovat.

Jedno z moznych vychodisek autorka vidi ve zméné organizace vyuky. PredloZeny text
popisuje moznosti aktivniho zapojeni studentit do vyuky prostiednictvim konceptu tzv.
kooperativniho uceni, ktery se zakladd na principu spoluprace. Jednd se o systém
interaktivnich forem prace, ktery umozZiiuje maximalné zapojit vSechny zucastnéné do
vyukového procesu a soucasné podporuje rozvoj zdkladnich studijnich i profesnich
kompetenci mluveného i psaného projevu. Text v prehledné formé popisuje varianty,
specifika a zpiisoby vyuziti jednotlivych technik parové a skupinové prace, jejichz format
maximalné reflektuje podminky a potieby vzdélavani 21. stoleti.

Klicova slova: kooperativni uceni, metody vyuky, kritické mysleni, spoluprace, interakce, tymova
prace

Abstract

Modern communication technologies and media bring new challenges to education.
Current time students are adopting new approaches and habits in the ways content and
communication are managed. Traditional frontal teaching methods are no longer
efficient. Students need to acquire skills to organize, critically evaluate and use
accessible content. Research shows that the growing amount of information available
through modern technologies and media cause split attention and shortening of the
attention span in students. At the same time, they pose an increased demand on advanced
skills in reading comprehension, critical analysis, and spoken and written interaction.
Education at the macro and micro level needs to seek new, functional approaches to
teaching and learning.

This paper argues that cooperative learning methods are an ideal tool to deal with these
challenges. By maximizing social encounters in pair, team or group cooperation, the
methods provide ample opportunities to form and refine opinions, boost critical thinking
and develop communication skills. They also help maintain students’ attention by
actively involving all participants at all times. As such, they represent an ideal tool to
develop key competences to both academic and professional success, maximally
reflecting the conditions of the 21% century. The following text explains the fundamentals
of the cooperative learning framework, and outlines for its implementation in the
educational practice.
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1 Uvod

Rychle se rozvijejici komunikacni technologie a socidlni média vyrazné akcelerovaly
generacni rozdily, patrné mimo jiné v oblasti vzdélavani. AC se zptisoby studia a interakce ve
vyuce zdsadné proménuji, tradiéni vyucovaci ramce pretrvavaji. Je proto nezbytné hledat
cesty, jak na danou situaci vhodn¢ reagovat.

1.1 Generace 21. stoleti

Problematice kulturnich generaci se vénuji odbornici z oblasti sociologie, psychologie,
demografie ¢i marketingu ve snaze popsat a zapracovat jejich specifika do novych strategii
jednotlivych oborti. Generaci soucasnych studentti vysokych S$kol nejlépe vystihuje
charakteristika tzv. generace Z (GECK 2007, BRONCEKOVA 2010, BERSHIDSKY 2014,
SEGRAN 2016) narozend mezi lety 1995-2009. Je pro né samoziejmosti svét digitalnich
technologii, umi intenzivné¢ vyuZivat moderni ndstroje komunikace, rychle se ptizpiisobuji
novym situacim, na druhé strané se htife soustiedi a velmi Casto déli pozornost mezi studium
a socialni média.

Komunika¢ni technologie jsou proto novou realitou vzdélavani. Studenttim jsou pomocniky
ve vyhledavani informaci nebo k feSeni aktualnich problémt, studijnich nebo pracovnich
ukolii. Jsou kanadlem v komunikaci se Sirokou spolecenskou siti. SlouZzi pro zébavu ve volném
case nebo jako unik pfed piimym spoleCenskym kontaktem. Poskytuji rychlé odpovédi na
slozité otazky ¢i situace. Byvaji inspiraci, kdyz schdzi napady. Jejich uzivani ve vyuce se
stava vSudypiitomnou realitou a mize byt jak zadouci, tak nezadouci. Nelze s jistotou tvrdit,
ze student zabyvajici se svym mobilnim telefonem nevénuje pozornost vyuce, ani ze jej
Vv dané chvili vyuziva k praci na zadaném tkolu.

Generac¢ni zmény s sebou nesou nové vyzvy pro pedagogy. Pfi charakteristice soucasné
mladeze je Casto zminovana schopnost multitaskingu - vykonavani vice ¢innosti najednou.
Tato schopnost je vSak sporna v souvislosti sucenim. Podle Lindy Stone (1998) je
multitasking motivovan vy$$im vykonem a je mozny pouze u cinnosti, které vyzaduji
minimalni zapojeni kognitivnich funkci. Pro déleni pozornosti u mentalnich ¢innosti Stone
pfedstavuje pojem ,,neustald ¢astecnd pozornost®, na jejimz zdklad€ je pozornost rozptylena
mezi vice Cinnosti. Autorka pfipodobnuje tento jev k trvalému krizovému stavu, ktery za
urcitych podminek miize byt nezbytny pro pieziti, ale ve vzdélavani predstavuje prekazku.

Na limity multitaskingu upozornuji dal§i vyzkumy, které se zabyvaji pojmem ,d¢lend
pozornost* (FOLK 2010, CHABRIS a SIMONS 2010, STRAYER et al. 2013). Jejich vysledky
potvrzuji, Zze vykon vice Cinnosti najednou je mozny pouze u jednoduchych, Céastecné
automatickych aktii, které nevyzaduji koncentraci a mentalni zpracovani. V opaéném piipadée
dochazi k chybam, ¢innost trva déle a tikol neni zpracovan diikladné. Podle dalsi studie mize
byt tendence odvadét pozornost také disledkem Uzkosti, rozruseni, ¢i nedostatku schopnosti
ukol vyfesit (STERNBERG a STERNBERG 2012).

Otevieny pfistup k technologiim a internetu negativné ovliviiuje také soustiedéni. Odbornici
Z oblasti marketingu, ktefi se zabyvaji chovanim konzumentd, odkazuji na pozorovani
kanadského vyzkumu spole¢nosti Microsoft, ten ve své studii odhalil, Ze u mladé generace
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doslo mezi roky 2000 a 2016 k vyznamnému poklesu schopnosti koncentrace (McSPADEN
2015, EGAN 2016). Podle agentury Sparks a Honey (2017) od roku 2003 narostl také pocet
diagnéz syndromu ADHD.

Z pohledu uceni predstavuje naduzivani technologii riziko nezadoucich studijnich navyku.

oy oo

vvvvv

Snadny pfistup k informacim déle méni kvalitu a hierarchii vztahu mezi ucitelem a zdkem.
Ucitel a ucebnice jiz nejsou jedinym zdrojem poznatkl. Ve vysoké mife 1ze oCekavat znacné
rozdily ve vychozich znalostech, kdy n€ktefi studenti pfevySuji ostatni studenty, ptilezitostné
1 pedagoga. To vyzaduje zcela novy pfistup v organizaci vyuky, chceme-li zamezit ztraté
nejen pozornosti ¢1 zajmu, ale 1 autority ucitele.

Nutno podotknout, Ze technologicky vyvoj je produktem ptedchozich generaci, soucasna
mlada generace se do této situace jiz narodila. Je proto zodpovédnosti vSech se na hledani
novych feSeni aktivné spolupodilet. V nasledujici Casti prace jsou piedstaveny tzv.
kooperativni formy uceni, které reflektuji vySe zmin€na specifika a s tim souvisejici potieby
vzdélavani ve 21. stoleti.

1.2 Vyzkum potieb

Podobné jako v oblasti obchodu a marketingu, také vzdélavaci sféra se potifebuje podrobné
seznamit s profily a potiebami svych cilovych skupin a tomu pak ptizptisobit podobu
narodnich a Skolnich vzdé€lavacich programt a kurikul. Nasledujici text vychazi z vysledki
vyzkumu realizovaného na SAVS (SIEGLOVA et al. 2017) za téelem upravy vzdélavacich
plana vyuky jazyku tak, aby lépe vyhovovaly potfebam soucasnych studentt pro jejich vstup
na pracovni trh. 72 respondentll z programu obchodni angli¢tiny magisterského studia, ktefi
jiz absolvovali povinnou semestralni praxi v obchodnim prostiedi, odpovidalo formou
dotazniki na uzaviené i oteviené otazky zaméfené na jejich potieby a ocekavani v oblasti
jazykového vzdélavani a kompetenci. Studie sledovala, jak studenti vnimaji uroven svych
jazykovych kompetenci i jak si piedstavuji vyuku jazykl a jejich organizaci.

51% respondentil hodnoti své jazykové dovednosti jako vyborné nebo velmi dobré, zbylych
49% jako pouze zakladni nebo slabé. Mezi kompetence, které povazuji za klicové, 60% tadi
slovni zasobu a mluveni. To odpovida aktivitdm, které studenti podle vypovedi preferuji ve
vyuce, 59% uptednostiiuje jako zaklad vyuky konverzaci, diskuzi, dialog, interakei,
prezentaci, vyjednavani a socializaci.

V narativni ¢asti dotaznikli popisuji studenti, jak si pfedstavuji idedlni jazykovou vyuku. V té
dominuje poZadavek na skupinové aktivity (“team work and role plays are always the most
effective and useful, give more understanding”, “every one of us would have a specific role
and would have to defend his (her) interest”, “work in groups, discussions”, “learning in
games”, “interactive activities”, “group conversation leading by the teacher”, “interactive,
based on developing professional communication and self-presentation skills”, “I like group
work during the class”). Studenti také preferuji praci s realnymi materidly, praktickymi tkoly
a souCasnymi tématy (“a lot of conversation about diverse topics, topics from the business and
professional world but also topics from the everyday life connected to politics”, “use real life
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examples and discuss”, “small groups talk about actual topics”, “learn through solving the
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problems through discussions”, “speaking about current problems”, “the most important is
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speaking and solving some problems”, “model situations such as job interview”, “maybe to
give teams some case studies, or points of view which they should defend”, “only life
conversation, discussion. Let it be an active dispute, there should be some conflict or a
controversial point of view, which will push everyone to speak. There should be business
cases, some problems which team should solve”, “I also prefer solving more practical tasks
than theoretical problems”, “to solve some problematic topic relating to real enterprises
(factory, firm)”, “prepare to good communication with colleagues, suppliers”). Vyrazny je
také zajem studentli o aktivnéjsi zapojeni do vyucovaciho procesu (“students should actively
participate”, “emphasis on the role of student is very important”, “student is active participant
of dialogue”). Totéz dale zduraziuji popisy vztahu ucitel a student (“teacher should be like a
moderator, judge, will help to express”, “teacher should create interesting, creative tasks for
students, which will wake them up”, “the role of the teacher would be as a moderator of the
discussion and feedback provider”, “teacher should not have long monologues”, “teacher

more of a facilitator, guide™).

Z vysledku této sondy je evidentni zajem studentll o0 zmény organizace vyuky smérem k jejich
aktivnéjsimu zapojeni do skupinové prace a o komunikaci na Grovni socialniho prostiedi, tak
jako 1ze sledovat v pracovni dynamice. Nasledujici text se proto v€nuje roli spoluprace
V uceni.

1.3 Kooperativni uceni

Je prokazano, ze uceni je vysledkem socializace (VYGOTSKY 1962, COSTA 1992).
Diilezitym faktorem uceni je proto spoluprace. Jejim prostfednictvim lidé tvoii spolecenské
sité, dochazi k vyméné ndzor, rozvijeji se myslenky a napady. V ramci spolecenského styku
lidé ziskavaji zkuSenosti a ty ovéfuji v praxi. Takto nabyté znalosti a dovednosti si ¢lovék
uchova trvale. Na této tezi je postavena i myslenka kooperativniho uceni.

Kooperativni uceni je vzdélavaci koncept, podle kterého k trvalému upevinovani dovednosti a
znalosti dochazi pouze prostfednictvim spoluprace. Ross a Smyth (1995) v tomto duchu
piipominaji, ze kooperativni uceni je intelektualné narocné, oteviené a tézko predvidatelné a
aktivizuje proto vyss$i kognitivni funkce. Podle Bloomovy taxonomie vzdélavacich cila
(BLOOM 1956, ANDERSON a KRATHWOHL 2001, STEEL et al. 2007a) tak ptesahuje
uroven nizsich kognitivnich funkci (zapamatovani, pochopeni a aplikaci) a naopak plné¢
aktivizuje vyssi kognitivni funkce (analyzu, syntézu a evaluaci). Tyto jsou nezbytné pro
rozvoj kritického mysleni.

Podobné popisuji koncept kooperativniho uceni i dal$i odbornici (JOHNSON a JOHNSON
1999, JOHNSON a JOHNSON 2009) jako sdilen¢ usili postavené na kombinaci principu
spoluprace, soutézivosti a individudlniho snazeni. Jednotlivé aktéry spojuje spolecny cil,
individualni zodpovédnost a vyrovnané Sance na uspéch. Ziskdni novych dovednosti a
znalosti neni urcujicim faktorem vzd€lavaciho procesu, ale pouze konecnym produktem
interakce a spolupréace.

Kooperativni uceni je popsdno jako systém variabilnich technik organizace vyuky ve
dvojicich ¢i skupinach rGznych velikosti, které kreativné vyuzivaji pfirozeného pohybu
V ramci prostorovych moznosti tradicniho uspotadani uc¢eben (STEEL 2001, STEEL 2007b).
Tento pfistup umoziuje soub&zné aktivni zapojeni vSech studentli, ¢imz eliminuje Stépeni
pozornosti 1 v ptipad¢ skupin s vy$sim poctem aktérd. Opousti také tradi¢ni formy frontdlni
vyuky a vztah uéitel a zak piepisuje na partnersky. Ustfedni postavou jiz neni pedagog, ale
student, podstatou prace pedagoga je odborné vedeni a organizace vyuky. Student sdm tak
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prebira vysokou miru zodpovédnosti za své uceni, pricemz ucitel jiz neni hlavnim
zprostfedkovatelem informaci, ale odbornych znalosti a zkusenosti.

Metody kooperativniho ueni téz optimalizuji vyuku, jelikoz umoziuji efektivné pracovat
s diverzitou. Pomoci téchto technik lze formovat tymy dle z4djmu, odborného zaméfeni ¢i
naroc¢nosti tkolu. Davaji také prostor méné smélym studentim, zbavuji trémy pfitomné v
situacich, kdy je vyzadovan projev pied celym kolektivem. Jsou proto vynikajicim néstrojem
pro individualni ptistup.

Metody kooperativniho uceni predstavuji také vhodny nastroj k rozvoji kli¢ovych
komunikacnich a studijnich dovednosti. V ramci spoluprace se vyjasiiuji vyznamy, stavéji se
do kontrastu mySlenky a napady, formuji se ndzory. Dochazi k zivym diskuzim, které rozviji
zékladni komunika¢ni dovednosti v mluvené i pisemné formé a s tim souvisejici schopnost
aktivniho naslouchani. Prace s mySlenkou a nazorem v sociadlnim kontaktu pak tfibi kritické
mySleni.

Kooperativni u¢eni nabizi inspirujici, kreativni a podnétné formy prace, které z dlouhodobého
hlediska pfispivaji k efektivnimu a dlouhodobému uchovani poznatki a motivuji k dalSimu
studiu a cinnosti. Vysledkem je aktivni, kriticky uvazujici a koncentrovany student.
Nasledujici text stavi na tomto predpokladu a popisuje mozna uspotadani vyuky na zakladé
praxe moderniho vyucovani.

2 Techniky kooperativniho uceni

Techniky kooperativniho uceni lze rozdélit do Ctyf kategorii, a to podle poctu ucastnik,
struktury a zptisobu spoluprace. Jedna se o praci v parech, ve variabilnich skupinach, pevnych
tymech nebo se zapojenim vSech se vSemi.

2.1 Parova spoluprdce

Parova spoluprace je zékladni jednotkou kooperativniho uceni. Pary lze formovat podle
pozice, kde studenti sedi, nebo podle jiného libovolného klice. Prace v parech zahrnuje
piimou spolupraci na spolecném ukolu nebo vyménu feSeni z predeslé individudlni prace.
Spoluprace v parech je vhodna k aktivizaci vSech zacCastnénych soucasné. Je nenarocna na
Mezi oblibené formy prace v paru se fadi brainstorming - spontanni diskuze s cilem vymény
nazorl nebo napadl. Diskuze probihd Ustn€, ucastnici si mohou vést 1 pisemné zdznamy.
Prioritou brainstormingu je kvantita, je dalezité nasbirat co nejvice napadi. Diskuze musi
probihat v bezpecném a liberalnim prostfedi, je vSak vhodné vystupy korigovat formou
konfrontace s dalsim parem, celou skupinou nebo prostfednictvim zpétné vazby uditele.

Druhou variantou je pdrové cteni zamétené na porozuméni textu. Cilem je ve spolupraci
S partnerem pochopit obsah studijniho materidlu. Partneti rozd€li materidl na kratké sekce,
idedlné odstavce, které postupné shrnuji a diskutuji o jejich obsahu. Identifikuji hlavni
mySlenky, klicova slova, shrnuji obsah jednotlivych sekci. Tato technika je velmi efektivni
nejen pro porozuméni textu, ale miZe slouZit také jako podpora pfi samostudiu.

Alternativou k parovému c¢teni je cteni pomoci dotazovani. Ke kazdé sekci si partneti
vzajemné formuluji otdzky, na néz je odpovéd obsaZena v textu. Mohou si také rozdélit a
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pii odpovédi na otdzky. Partner odpovidd na zdkladé¢ toho, co si z dané cCasti textu
zapamatoval.
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Dalsi metodou je zrcadlové cteni. Studenti obdrzi stejny text ve dvou verzich, v jedné jsou
prazdnd mista pro liché a v druhé pro sudé odstavce. Studenti postupné dopliuji obsah
chybéjiciho textu, ktery mu vlastnimi slovy sdéluje partner.

Praci v parech lze aplikovat i na poslechové aktivity. U sdileného poslechu mohou partneti
nejprve pracovat na stejném ukolu a sva feSeni ndsledné¢ srovnat, nebo si mohou podle
charakteru zadani role délit. Jeden z partnert se mize plné soustiedit na zapamatovani
obsahu, druhy aktivné zapisovat, co slysi, obsah pak vzajemn¢ rekonstruuji. V piipad¢ vétsiho
poctu aktérti v nahravce se kazdy z partnert miize zamé&fit pouze na jednoho z nich. Pokud se
jednd o argumentaci, mohou se jednotlivi partnefi soustfedit na identifikaci opacnych
stanovisek, jeden pro a druhy proti. V jazykové vyuce se jeden z partnerti mize soustfedit na
hlavni myslenky, druhy na slovni zasobu, klic¢ova slova a terminologii.

Nejnaro¢néjs$i parovou technikou je sdilené psani. Jednd se o interaktivni proces, ne o
skladani textu do jednoho celku. Partnefi spole¢né fesi téma, cil, strukturu prace i strategii
postupu. V priibéhu psani pak sladuji mysSlenky, obsah, 1 samotny styl psani. Nesmi
opominout ani zavérecnou revizi. Sdilené psani je vhodné realizovat piimo ve vyuce za
aktivniho vedeni ucitele.

Sdilena editace znamend vzajemnou evaluaci individualné psanych texti. Namisto hodnoceni
od ucitele, jez je Casto oznaCovano jako netcinné, se studenti sami stavaji dobu uditeli. Ke
zpétné vazbé aplikuji pfedem stanovend kritéria hodnoceni, jako jsou pozadovana struktura,
jazykova forma, slovni zasoba ¢i terminologie. Zpétna vazba musi byt emoc¢né neutrdlni a
vécna.

2.2 Skliadankové uéeni

Skladankové uceni spociva v proménach slozeni skupin v prabéhu jednotlivych stadii
¢innosti. Studenti stfidaveé navstévuji expertni a domovské skupiny, coz posiluje jejich aktivni
zapojeni do procesu uceni, zodpovédnost a koncentraci na dany ukol. Studenti se pohybem a
zménou pozic také aktivizuji. Skladankové uceni vyzaduje pecliveéjsi pripravu a realizaci
samotného procesu ze strany ucitele, je vhodné k analytické praci s materidlem. Interaktivné
socializa¢ni charakter jednotlivych technik soucasné posiluje komunikac¢ni dovednosti.

Jednodussi formou skladankového uceni je trifazovy dialog. Aktivita zadina individualnim
ukolem, ten je néasledné sdilen a dale rozvinut v rdmci parQ, nato dva pary utvoii Ctvetice.
Ctvefice vramci celé skupiny mohou pracovat na stejnych tikolech s cilem poukazat na
moznost riznych feSeni, na rozdilnych tkolech, které vzajemné prezentuji, nebo na dilc¢ich
ukolech v ramci feSeni jednoho spoleéné¢ho problému. Ttitdzovy dialog je dobrou pfipravou
na pokrocilejs$i tymovou préci.

A<B A< B

Lo ol

Obr. 1. Ttifazovy dialog

Metoda naslepo predstavuje naro¢néjsi techniku skladankového uceni. Je zaméfena na
sdélovani a predavani obsahu, nejcastéji textu, a dale na jeho reprodukci. Prace je zahdjena
Vv paru, kdy kazdy z partnerii pracuje s jinym zdrojem. Obsah zdrojového materidlu si pak
partneti vzajemn¢ zprostiedkuji verbalné. Dal§im krokem pfi vyuZziti dané metody je formace
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expertnich skupin. Studenti, ktefi ziskali informace o obsahu ze stejného zdroje, utvofi tym,
ten pak spole¢né reprodukuje ptivodni obsah. Metoda naslepo posiluje schopnost porozuméni
textu, aktivniho naslouchani i verbalni komunikace. Vhodnym materidlem jsou dva rtizné, ale
formatem podobné texty, aktivitu je vS§ak mozno aplikovat i s grafickym materidlem. Studenti
na zakladé popisu ztvarni podobu ptivodniho vizuélu.

AZB A>B A 2B

Y e

Obr. 2. Naslepo

Technika jeden ziistava — tri rotuji (A-BCD) predstavuje dal$i z kombina¢nich schémat
vyuzivajici princip sbéru nebo sdileni informaci mezi ostatnimi tymy. Zakladni variantu tvoti
Ctyfi tymy o Ctyfech lidech. Kazdy tym rozpracuje zadani, pak dochazi k presunu tii ¢lenti
tyml do ostatnich tfi tyma. Zde sdileji informace nebo ziskavaji odpovédi na riizné otazky.
Poté se vraci na své puvodni stanovisté a ziskané poznatky zapracuji do kone¢ného feseni.

AB —— BA
CD DC

|

A BA
CD<——DC

Obr. 3. Jeden zlistava — tfi rotuji

SloZeni tymil 1ze podle potieb variovat. U tfi¢lennych tymut jeden zlstava a dva rotuji (A-
BC), ¢tvetice mohou také rotovat po dvou (AB-CD), u pétic zastava jeden a Ctyfi rotuji (A-
BCDE) nebo dva a tii rotuji (AB-CDE). Tato technika rozviji komunika¢ni a studijni
dovednosti, je vSak relativné naro¢na na organizaci.

Nejslozitéjsi technikou skladankového uceni je jigsaw. Zakladnim principem je rozdéleni
ukolu na n€kolik c¢asti, které jsou nejprve zadany ke studiu jednotliveim (A-B-C) v ramci
domovskych tymull. Obsah c¢asti stejného obsahu je poté feSen v expertnich parech (AA-BB-
CC) a nasledné rekonstruovan v celek sledujici kone¢né zadani zpét v domovskych skupinach
(A-B-C).

ABC ABC

o< )

AA BB CC

335

ABC ABC

Obr. 4. Jigsaw

Tato technika mize byt variovana do riznych kombina¢nich schémat, jejichz volba zalezi na
charakteru vychoziho materidlu nebo na velikosti skupin. Podle poctu ¢leni domovskych
tymu je material rozdélen na odpovidajici pocet Casti. Expertnimi tymy, vytvofenymi
ve druhém kroku, mohou byt i trojice ¢i Ctvefice. Technika je sloZitd na koordinaci, je vSak
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vybornym nastrojem k maximalnimu aktivnimu zapojeni vSech zucastnénych i ve velkych
skupinach. Hodi se k praci s del§imi texty nebo s vétsim poctem zdroju.

2.3 Pracovni tymy

Pracovni tymy piedstavuji pevné slozeni skupin, které se v prib&hu aktivity neméni.
Jednotlivé tymy sleduji spoleéné zadani i cil, pracuji na zékladé specifického rozdéleni roli a
s tim spojené spoluzodpovédnosti za kone¢né feseni. Tymové role mohou byt hierarchicky
definované: skupiny pracuji pod vedenim vedouciho tymu, ten rozd€luje ukoly, fidi praci a
dohlizi na plnéni zadani; mohou byt také definované podle specializace, kdy jednotlivei na
sebe berou role expertli. Tymova prace ttibi klicové komunika¢ni dovednosti a je vhodnou
ptipravou na pracovni praxi, jelikoZ pomaha simulovat realitu. Prace v tymech je jednoducha
na organizaci a stiedné naro¢né na prostorové pozadavky.

Jednou z variant tymu jsou musi skupiny. Jedna se o uskupeni libovolné velikosti bez pfedem
definovanych roli. Kazdy z ¢lent pfispiva spontanné, vedeni se ujimaji viid¢i osobnosti,
ostatni se na feSeni tkolu spolupodili v rizné mife. Musi skupiny jsou vhodné k tréninku
kooperace, asertivity nebo k brainstormingu.

Dalsi variantou tymové spoluprace jsou ndzorové skupiny tvotrené na bazi sdileného nazoru ¢i
postoje, ktery vii¢i ostatnim spole¢né obhajuji. Nazorové skupiny umoznuji flexibilitu v poctu
Clend a jsou vhodné k ptipravé a realizaci skupinovych debat. Pomahaji formovat vlastni
nazor a uci kultivované argumentaci.

Expertni tymy se pak skladaji ze specialisti vramci vybraného oboru, naptiklad z
obchodniho prostfedi (manazer, financnik, personalista, marketingovy specialista aj.),
politické scény (ministr, prezident, lobbista, poslanec, senator aj.) a podobné. K uspésnému
splnéni tikolu vede kombinace individualni zodpovédnosti a schopnosti spoluprace. Expertni
role lze vyuzit i ve vyuce jazyka, a to se zaméfenim na jednotlivé kompetence. Tym se mtize
skladat ze specialisti zaméfenych na obsah, slovni zasobu nebo gramatické jevy. Expertni
tymy umoziuji komplexni zpracovani zadané¢ho tkolu a jsou vhodné pro feseni piipadovych
studii, projekta ¢i vyzkumnych praci.

2.4 Skupinové konference

Cilem skupinovych konferenci je umoznit setkédni kazdého s kazdym. Zakladni jednotkou
byvaji pary, jejichZ slozeni se v pritbé¢hu celé aktivity opakované méni, pfipadné se pocet
¢lenti skupin postupné navySuje a tim se maximalizuji ptilezitosti vzajemného kontaktu.
Skupinové konference piedstavuji velmi efektivni nastroj kooperativniho uceni, diky
aktivnimu zapojeni vSech zucastnénych pfispivaji k upeviiovani znalosti. Dale utvari
prilezitosti kontaktu s diverzitou, ¢imz posiluji pozitivni vztahy, toleranci, trp€livost, respekt,
uméni kompromisu a kultivované komunikace. Jsou proto vybornou piipravou na praxi. Je

v v

prostorové podminky.

Technika snéhové koule spoiva na principu postupného spojovani skupin a ma predem
urceny postup. K prvnimu kontaktu dochdzi na tirovni pard, nato se dva pary spoji ve Ctvetice
a aktivita pokracuje, aZ se cela skupina spoji v jeden tym. Technika sné¢hové koule je vhodna
pii feSeni probléml a strategii, vyuzivd se také k tvorbé spole¢nych pravidel, seznamu
vybranych polozek a podobné.

96



AB CD EF GH 2
ABCD EFGH 4
ABCDEFGH 8/12
A B Cc D E F G H | 7
ABC DEF GHI 3
ABCDEFGHI 6/9

Obr. 5. Snéhova koule

Cilem metody zvané kruhy je umoznit v§em ptispét kratkymi prezentacemi, argumenty nebo
mySlenkami do spolecné diskuze, a to s vyuzitim vybrané¢ho klie organizace jednotlivych
vstupt. Ty mohou nésledovat v ur¢itém sledu nebo nahodile. V pribéhu kazdého kola Ize
vyuzit pomuicky, napt. tuzku, kterou kazdy po svém vstupu umisti na viditelné misto.
Studenty muze postupné vyzyvat i pedagog, coZ umoziluje praci s riznymi osobnostnimi
charakteristikami. Smélejsi studenti pfichdzi na fadu diive, méné sméli dostanou vice Casu.
Méné koncentrované studenty lze udrzet v pozornosti jejich vybérem az k zavéru. Jednotlivé
vstupy je vhodné omezit ¢asoveé (napi. minuta pro kazdého), Ize také stanovit pevnou osnovu
prispévkl (napf. jeden nazor, tii podpirné argumenty, zaveér). Technika kruht je vybornym
nastrojem na ttibeni jazykovych a prezentac¢nich dovednosti pted SirSim publikem.

Obr. 6. Kruhy

Technika hraciho hristé utvaii piilezitosti setkavani kazdého s kazdym pii vyuziti volného
pohybu Vv prostoru. Studenti postupné vyhledavaji partnery k parové diskuzi, a to do té doby,
dokud se nesetka kazdy s kazdym. Tato technika mtiZze probihat ve dvou variantach. V prvni
varianté pedagog pripravi spole¢nou otazku, na kterou si studenti vzajemné sdéluji a objastiuji
odpovédi (napt. Kterou zemi byste radi navstivili? Jakd osobnost vas inspiruje? Ktery obor
vas nejvice zajima?). Tato varianta je vhodna k vyméné nazori na dané téma a k nacviku
argumentace. Druhd varianta je postavena na principu dotaznikového Setfeni. Kazdy student
pracuje s vlastni otazkou zadanou pedagogem, na kterou v ramei rozhovort ve dvojicich sbira
odpovédi od ostatnich. Tyto odpovédi zaznamend a nasledné¢ vyhodnoti. Pocet otdzek je
nutno pfizpsobit poctu ucastnika.

Obr. 7. Hraci hiisté
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Posledni technikou umoziujici setkani kazdého s kazdym je kolotoc. Aktivita zacina v parech,
které je nutné umistit tak, aby partnefi sedéli proti sobé v fad¢ ¢i kruhu a vznikla tim moznost
pfesunu o jedno misto vpravo nebo vlevo. Jednotlivé pary pak tesi rtizné ukoly, napf.
argumentuji na dané téma nebo vedou fizeny rozhovor. V kazdém péaru dochazi k rozdéleni
roli: jeden argumentuje a druhy je oponent, respektive jeden z partnert je tazatel a druhy
odpovida. Poté se jednotlivci v jedné tade€ ¢i kruhu pfemisti o jedno misto doprava a v opacné
doleva, pticemz kol zlstava na ptivodnim misté. Kazdy tak zméni partnera, zadani i roli.
Tento proces probiha do té doby, az vsichni vystfidaji vSechna stanovisté a dojde k setkani
kazdého s kazdym. Tato technika je vhodnym nastrojem nacviku komunikac¢nich dovednosti
pro praxi, naptiklad pro argumentaci nebo pracovni pohovory.

A B
1 2
F s 5 C
s 4
E D

Obr. 8. Koloto¢

3 Diskuze

Pfestoze v praxi pfevazuji pozitiva, je nutné pii implementaci metod kooperativniho uceni
pocitat i s fadou moznych nesnazi. V prvni fad¢ se pro mnohé pedagogy i studenty jedna o
novy zpusob prace. Primarni postoj k zavadéni téchto metod miize byt proto vahavy nebo
skepticky, ze strany nckterych studentli je mozné z pocatku ocekavat zabrany, pokud na
tymovou praci nebyli dosud zvykli. Pfedpokladem pro uspéSnou implementaci je proto
otevienost. Pedagog musi byt presvédcen o pfinosnosti tohoto piistupu, studenti pak musi byt
seznameni s jeho pozitivy a musi mit dostatek ¢asu k postupné adaptaci.

Kooperativni u¢eni vyzaduje peclivou piipravu i koordinaci vyuky. Jednd se o dynamicky
proces, pedagog musi jednotlivé techniky detailn¢ ovladat a je také nezbytné, aby kazdou
aktivitu promyslené piipravil. Pro zdarné vyuziti téchto technik je dale nutna urcitd mira
flexibility a schopnosti adaptace na necekané situace. Nekteré z technik také vyzaduji
odpovidajici prostorové podminky a vybaveni. Ty by mély umoziiovat volny pohyb v
prostoru, ménit pozice zidli ¢i lavic, k dispozici by mél byt dostatek prostoru na pisemné
prezentace, napt. tabule ¢i mobilni flip-chartové stojany a papiry.

Ze strany studentll se naopak pfedpokldda jejich schopnost a ochota spolupracovat, byt
tolerantni a projevovat vzijemny respekt. Kooperativni uceni také vyzaduje velkou miru
samostatnosti a individualni zodpovédnosti, jelikoZ klade vysoké naroky na aktivni zapojeni
studentli, jejich iniciativu a pozornost pii sledovani spole¢ného cile. Pro to je nutné je
dostatecné motivovat.

Tak jako frontalni vyuka, tak i pfevedeni centralni role na studenta a jeho spolupraci s
ostatnimi s sebou nese riziko naduzivani tohoto pfistupu. Pfestoze studenti tyto metody ve
velké mife vitaji (SIEGLOVA et al. 2017), neda se o&ekavat, ze budou vyhovovat kazdému.
Kooperativni u€eni dava ptilezitost aktivniho zapojeni vS§em zucastnénym, je proto piinosem
pro méng pribojné ¢i nesmélé studenty. Se zdpornym piistupem k této technice se lze naopak
setkat u asertivnich nebo dominantnich osobnosti, které¢ se mohou citit v tymech odsunuti do
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pozadi. Studenti, kteti upfednostiiuji samostatnou préci, se mohou citit omezovani pii feSeni
ukolu. Obdobné je to u studentt, ktefi jsou pokrocilejsi ve znalosti predkladané tematiky ¢i v
jazykovych a komunikaénich dovednostech. Ti mohou vnimat techniky kooperativniho uceni
jako zdlouhavé. Je mozné se také setkat s neochotou spolupracovat z divodu nedostatku
sebedlivery, strachu z neuspéchu, piipadn€é z pohodlnosti. Je tedy velkou vyzvou pro
pedagogy se s osobnimi charakteristikami studentti naucit spravné pracovat.

Studenti mohou vyjadfit téZ pochybnosti o zpiisobu evaluace sdilenych vystupti, métitelnosti
podilu za kone¢ny produkt a s tim souvisejici moznosti ovlivnit vlastni kone¢né hodnoceni.
Z tohoto divodu je tfeba peclivé vyvazit pozadavky tymové spoluprace s vystupy na
individualni bazi, evalua¢ni kritéria tymové prace piedem jasné¢ definovat a studenty s nimi
detailn¢ seznamit.

Praxe vSak potvrzuje, Ze pres vySe zmin€na rizika pii implementaci technik kooperativniho
uceni prevazuji jejich pozitiva (TSAY a BRADY 2010, BROWN a CIUFFETELLI 2009).
Kooperativni uceni lze UspéSné implementovat napii€¢ obory 1 Urovnémi vzdélavani.
Obzvlasté vhodné jsou pro obory, které akcentuji interakci a jazykové dovednosti.
Prostfednictvim sdileni a aktivni spoluprace vznikaji prilezitosti pro komunikaci,
vyjednavani, argumentaci nebo prezentaci vlastnich myslenek a postoji. Kooperativni uc¢eni
maximalizuje individualni zapojeni, motivuje k dalSimu uceni, upeviiuje znalosti a
dovednosti, buduje pozitivni vztahy a kultivuje spole¢enské dovednosti.

Kooperativni uceni je také soufasné vhodnym nastrojem k individualnimu pfistupu.
Umoznuje velkou miru flexibility pfi skladani tymt a roli, a to na miru dané skupiné ¢i
vybranym jednotliveim nebo v reakci na osobnostni specifika. Pedagog se stava aktivnim
mediatorem, ktery vyuku pfipravuje, fidi a usmeériiuje, poskytuje zpétnou vazbu a vénuje
individualni pozornost tém, kdo ji potiebuji.

Kooperativni uceni téz vyrazné pomaha rozvoji osobnosti a studijnich dovednosti. Distribuce
roli podporuje udrZzeni pozornosti a aktivni zapojeni studentli. Soucasné¢ posiluje jejich
komunikacni a spoleCenské dovednosti a tim 1 sebejistotou zucastnénych. Studenti trénuji
zdravou asertivitu, organizaci a fizeni. Na osobni urovni pak tfibi schopnosti dialogu,
rozhodovani, feSeni problémt, vyjednavani, u¢i se kompromisiim a piedchazeni konfliktim
pii feSeni problému. Prostfednictvim tymové spoluprace na sebe berou zodpovédnost za
vlastni uceni. Aktivuji jak produktivni, tak receptivni dovednosti, pfichazeji do styku s
odbornymi zdroji prostfednictvim riznych médii, ty pak spolecné zpracovavaji do vystup
vyzadovanych v autentickém prostiedi.

Pro vySe zminéné divody se kooperativni uceni jevi jako vynikajici pfiprava na pracovni
praxi. Prace v parech, malych ¢i stiedné velkych skupinach, fixnich tymech nebo setkavani
vramci velkych kolektivii odrézeji realitu a charakter prace v pracovnich kolektivech. U
zadanych tkoll se sleduje spole¢ny cil, déli se role a individualni zodpoveédnost, pracuje se na
projektech. Je proto kli¢ové zasadit se o reformu vzdélavaciho systému tak, aby lépe odrazela
potieby soucasnych absolventl a pfipravila je tak na tispéSné zvladani pracovnich zaleZitosti.
Je nutno si uvédomit, Ze cilem vysokoSkolského vzdé€lavani neni jen vychovéavat dalsi
akademické pracovniky, ale praktiky a profesionaly pro celou $kélu oborti na pracovnim trhu.
Studenti pfi studiu primarné neziskdvaji encyklopedické znalosti, které v soucasnosti lze
z velké miry Cerpat a dopliiovat podle aktudlni potieby a zajmu v rdmci samostudia. Je proto
nutné zamétit vzdélavani prevazné na rozvoj kompetenci spojenych se schopnostmi orientace
v informacich a feSeni nadro¢nych ukoli.
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Kooperativni uceni nabizi proto nedocenitelny potencial pro spole¢nost. Studenti ve vyuce
ziskavaji sebejistotu, u¢i se samostatnosti, zodpoveédnosti i vzajemnému respektu s cilem
dosdhnout spole¢nych cili. Kooperativni uceni rozviji schopnost kultivované diskuze,
vlastniho usudku a s tim souvisejiciho kritického mysleni, ¢imz reaguje na ptirozené potieby
soucasnosti. Skrze aktivni spolupraci pomaha ptipravit generaci zodpovédnych, samostatné a
kriticky uvazujici jedinci schopnych ptevzit zodpovédnost za spole¢nost jako celek a za jeji
budoucnost v globalnim métitku.
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KONCEPCE VYUKY NEMECKEHO ODBORNEHO JAZYKA PRO
KONKURENCESCHOPNOST ABSOLVENTU SAVS NA SOUDOBEM
TRHU PRACE

DESIGN OF EDUCATIONAL MODULES OF GERMAN LANGUAGE FOR
COMPETITIVESS IN THE LABOR MARKET FOR SAVS GRADUATES

Martina Zac¢kova

Abstrakt

Prispévek informuje o vyukovém konceptu, ktery byl vytvoren pro splnéni nové stanovenych cilii
vwuky odborného némeckého jazyka v podminkach Skoda Auto Vysoké skoly (dile SAVS) a
doposud ziskanych vysledcich pri jeho aplikaci. Cilem cizojazycné vyuky je ziskani odborné
Jazykové kompetence. Koncept vyuky némeckého odborné ekonomického jazyka na SAVS je
zalozen na modulovém systému vzdélavani a dany vyukovy koncept se snazi vhodnym zpiisobem
o propojeni vSech rovin odborného jazyka: profesniho, ekonomického (odborného) i roviny
ciztho jazyka pro specifické akademické ucely. Z teoretickych i praktickych vystupii byla
koncipovana vyuka, kterda propojuje odbornou stranku (ekonomickda témata), pouzivani
aktivizacnich metod vyuky (FeSeni probléemu, situacni hledisko), moderni postupy (prdce na
projektu, tymove pojeti, vyuzivani hypertexti a hypermédii) a socialni kompetence studentii.

Klic¢ova slova: koncept, odborny jazyk, jazykova kompetence
Abstract

This paper describes the teaching concept for the purpose of meeting the objectives of
professional language learning, in this case the German language in terms of SAVS. The aim of
foreign language teaching is to obtain professional language competence. The concept of
teaching the professional economic German language at SAVS is based on a modular system of
education and the educational concept attempts to properly link all levels of professional
language: the professional, economic and levels of foreign language for specific academic
puUrposes.

Keywords: concept, professional language, language competence

1 Uvod
Vytvafeni evropského hospodaiského prostoru s sebou piinasi i standardizaci evropského
vzdelavaciho systému, jehoz cilem je stejnd uroven odborné a jazykové kvalifikace,
umoznujici mobilitu pracovnich sil v rdmci hospodafského prostoru Evropské unie. Prave
vétsi mobilita a stale se zrychlujici vymeéna informaci skrze nova média méni pozadavky na
vzdélani v mnoha profesich. K témto zmé&nam patii 1 stoupajici naroky zaméstnavatelii na
jazykové znalosti, které se staly v mnoha oborech jednou z rozhodujicich odbornych
kompetenci.

Problematikou cizojazy¢né vybavenosti zaméstnancil se zabyva ve svém programu i Evropska
unie. Jednim z projektii je pfedlozend zprdva Podnikatelského fora o mnohojazycnosti.
Podnikatelské forum o mnohojazyc€nosti, zalozené v roce 2007, mélo za cil posoudit, jaky
dopad mohou mit jazykové znalosti na obchod a zaméstnanost v Evropské unii. Zprava
obsahuje celkovy piehled krok, které je tfeba ucCinit, aby spole€nosti ziskaly pfistup k novym
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trthim a novym obchodnim pfilezitostem v globalizovaném svété. Zpradva vychazi
z védeckych zprav, ptipadovych studii, rozhovora a osobnich zkusenosti ¢lenti fora.

I podle zpravy Podnikatelského fora ELAN ,,Vicejazycnost posiluje konkurenceschopnost®
(zpravodaj — odborné vzdélavani v zahrani¢i, XVIII, 3/2007) prichazi kazdoro¢né tisice
evropskych podniki o obchody nebo kontrakty v disledku nedostatecné jazykové
vybavenosti zaméstnanct. Tato zjisténi naznacuji, ze malé podniky v Evropé mohou vyrazné
zlepsit své postaveni, budou-li investovat do jazykového vzdélavani a rozvijet promyslené
jazykové strategie. Udaje ve zpravé jsou zaloZeny na vzorku 2000 malych a stiednich podnika
z celé Evropy a téméf polovina téchto podnikii planuje, ze v pristich tfech letech bude
expandovat na nové zahranicni trhy. V disledku toho ptedpokladaji zvySeni poptavky po
jazykovych dovednostech. Nechtéji vSak do jazykového vzdélavani investovat samy,
ocekavaji, ze vzdeélavaci systémy cClenskych stath by se mély lépe postarat o jazykovou
vybavenost absolventt.

Odborné orientované vysoké skoly, mezi néz patéi i SAVS, se musi tedy v ramci podpory
mobility svych absolventli na pracovnim trhu vice sousttedit na zlepSeni cizojazycné vyuky a
orientovat ji pfedev§im na rozvoj odborného jazyka. K tomu je téeba stanovit cile a znalosti,
které budou od absolventli v jednotlivych profesich ndrokovany a nasledné vytvofit cilené
studijni materidly, které budou témto pozadavklim v maximalni mozné mife odpovidat.

Zaméfeni studijniho programu (SAVS je $kolou ekonomickou), povinnost absolvovat
odborny piredmét v cizim jazyce a spojeni s praxi, béhem které studenti jiz své jazykové
znalosti uplatiuji, ¢i pozd¢jsi aktivni vyuzivani jazyka v pracovnim procesu jsou atributy,
které by mély uréovat naplii jazykové piipravy na SAVS.

Inovovanim a uz$im specifikovanim cili vyuky odborného némeckého jazyka na SAVS se
zabyvam del$i dobu. Mam tim na mysli pfedev§im zdokonalovéni stanovenych cilti vyuky,
tvorbu nového koncepéniho ztvarnéni vyuky a jeho ovéfeni v praxi. Toto nové koncepcni
ztvarnéni vychazi zejména z analyz specifickych potteb pro danou studijni skupinu. Pravé na
zéklad¢ konkrétnich potfeb studijni skupiny je mozno piesnéji formulovat cile vyucovani
a uceni se, které budou vice redlné a pro studenty motivacni.

Neékterymi z problémt cizojazycné odborné vyuky, konkrétné zda je teoretickd vyuka
odborné némciny vyuzitelna v profesnim zivoté a zda doposud vyuzivané vyukové materialy
vyhovuji cili vyuky, jsem se zabyvala v projektu Interni grantové agentury SAVS (dale jen
IGA) ,,Koncepce vyuky némeckého jazyka na SAVS v souladu s vystupy projektu IGA
CJI07/09* (ZACKOVA 2009). Hlavnim cilem projektu bylo definovani nérokii na jazykovou
vybavenost studentil a zaméstnancl ze strany firmy, definovani narokti studentii na vyukové
materidly z hlediska stimulujictho a motivaéniho v procesu uceni se cizimu jazyku a
k vysledkiim téchto dvou analyz, v soucinnosti s teoretickymi poznatky a nasimi zku$enostmi,
naslednd tvorba dvou vyukovych materidld ,.Die Firma“ a ,,Geschiftsverhandlungen®.
Definovani naroka firem na jazykovou vybavenost studentdl i definovani narokt studentl na
vyukové materidly z hlediska stimulujiciho a motiva¢niho v procesu uceni se cizimu jazyku
bylo provedeno analyzami vysledki dotaznikovych Setfeni. Téchto dotaznikovych Setfeni se
z&astnilo 32 oddéleni firmy Skoda Auto a.s., 25 firem pisobicich v jihoéeském regionu a
111 respondentti — studentd SAVS, 54 respondentii — studentti anglického jazyka a 57
respondentl — studentll jazyka némeckého.

Zaveéry projektu, nejnovéjsi teoretické poznatky v oblasti teorie odborného ciziho jazyka,
jakozto 1 vlastni pedagogické zkuSenosti byly rozhodujicimi faktory pii vytvoreni nového
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vyukového konceptu. Pfedlozeny koncept vyuky je inovativnim pfistupem ztvarnéni vyuky
odborného ciziho jazyka ve spojeni jazyka pro profesni ucely a jazyka ¢ist¢ odborného, tedy
ekonomického a v tomto kontextu je zaméfen na optimalizaci vyuky némeckého odborného
jazyka v podminkach SAVS vzhledem k specifickym cilim studijni skupiny, tzn. studentd
odborného némeckého jazyka na SAVS.

2 Uvod do problematiky vyuky odborného jazyka na SAVS

Vyuka ciziho jazyka patii zcela opravnéné do systému celozivotniho vzdélavani a znalost
minimalné dvou cizich jazykl je v mezinadrodnim métitku nutnd u kazdého kvalifikovaného
odbornika z hlediska dnesni stéle rostouci konkurence. Vedle znalosti obecného jazyka je pro
profesni uspésnost nutna 1 znalost jazyka odborného. Pocatkem vyuky odborného jazyka by
méla byt vysoka Skola, kterd ma ptipravovat jazykoveé zdatné odborniky v ptislusném oboru.
Udrzeni, rozSifovani a upeviovani téchto nabytych jazykovych znalosti je mozno jejich
praktickym pouzivanim v pracovnim procesu.

V soucasné dobé se na SAVS setkavam se dvéma urovnémi pouzivani odborného jazyka:

1) V prvni situaci jde o vyuku odborného, v naSem ptipadé ekonomického ptedmétu v cizim
jazyce, kdy vyuku vedou odbornici — ekonomové v anglickém ¢i némeckém jazyce. Zde se
jedna piedevsim o zprostiedkovani odbornych teoretickych i praktickych znalosti a zkuSenosti
z daného oboru. Lze ptfedpokladat, ze pokud maji studenti tyto predméty zvladnout, méli by
mit nejen zédkladni ekonomické védomosti v prislusném predmétu, ale i znalosti ciziho jazyka,
ve kterém se vyuka vede.

2) Ve druhém ptipad¢ se jednd o vyuku odborného ciziho jazyka v predmétu cizi jazyk, kdy
ma student zvladnout odborny jazyk minimalné na urovni B2 dle SERR a to v souladu s
vyukou ekonomickych modulii obou studijnich programti. Cilem cizojazy¢né vyuky je ziskani
odborné jazykové kompetence. Absolvent by mél byt schopen samostatné a adekvatné
komunikovat v situacich spjatych s jeho odbornosti a profesi, mél by byt schopen pracovat s
cizojazy¢nou odbornou literaturou, porozumét piednaSce v cizim jazyce a diskutovat na
obecn¢ ekonomicka témata. Ve tedy sméfuje k tomu, aby absolvent mohl svymi jazykovymi
znalostmi obstat na trhu prace evropského hospodatského prostoru.

Kazda z téchto moznosti setkani se s cizim odbornym jazykem ma jisté¢ své zakonitosti.
Hlavni rozdily najdeme ve vétsSi odbornosti ekonomicky vzdélanych kolegt, ktefi nejsou
filologové ani v pravém slova smyslu pedagogové. Jisté vSak mizeme pfipustit, Ze se jedna i
o vyuku ciziho jazyka, cizi jazyk zde vSak plsobi jako prostfedek ke sdéleni daného obsahu
pfedmétu. Oproti nim je vyuka odborného ciziho jazyka vedena pievazné uciteli cizich jazyki
jako didakticky promysleny a fizeny ucebni proces se vSemi aspekty, které k takové vyuce
nalezi. Takto fizend vyuka zohlediiuje pfedevSim rozdily vstupnich jazykovych znalosti
studijni skupiny, vysvétluje ucivo z hlediska lingvistického, zahrnuje vSechny &tyfi slozky
jazyka a vybira adekvatni metodologické postupy, které jsou efektivni k dosazeni uéebniho
cile.

Uceni odborného pfedmétu v cizim jazyce jisté¢ zvysSuje jazykové znalosti studentl a pii volbé
vhodnych vyu€ovacich metod, pfi vyuZivani informacnich médii ¢i projektové ¢innosti, mize
pomoci studentiim i v pfipravenosti na prakticky pracovni Zivot. Problémy miiZeme spatfovat
pfedevsim na pocatku studia, kdy studenti nemaji odpovidajici troven odborné slovni zasoby,
kterd je potfebna k zvladnuti odborného piredmétu a pokud student nezna terminologii,
nemuze v Zadném piipadé porozumét obsahu sdéleni.

Je tedy Zadouci, aby vyu€ovani pfedmétu v cizim jazyce predchazela vyuka odborného ciziho
jazyka, a to v souladu s obsahem studijniho oboru a aby vyuZivala takové formy a metody
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prace, které uci studenty i dal§im dovednostem pottebnych nejen pro studium, ale i pro praxi.
Pokud by student ziskal dostate¢né znalosti v odborném jazyce, pfedevSim v odborné
terminologii a seznamil se se zdklady odborného stylu, mohl by v cizim jazyce snadnéji
ptijimat odborné védomosti.

2.1 Sylabus odborného cizojazyéného vyucovini na SAVS

Tvorba sylabti vychdzi z profilu vzdélavani s prihlédnutim ke studijnimu oboru. Pfi tvorbé
sylabil je tieba uplatnit komplexni, interdisciplinarni piistup, kdy lingvisticky a metodicky
vzdelani uditelé cizich jazykl potiebuji ziskat a zakomponovat do sylabu i odborné znalosti z
prislusného oboru. Pfi studiu odborného ciziho jazyka na vysoké Skole je tfeba vhodné
propojit hledisko jazykové, metodické a odborné vzhledem k pozadovanému profilu
absolventa. ,,Modely sylabti zahrnuji obecné planovani a projektovani vyuky, které jsou
zalozeny na didaktické analyze vztahu cile, potfeb zakl, obsahu a dal§ich materidlnich a
nematerialnich prostiedki, véetné zptisobt a nastroji hodnoceni.“ (REIMANOVA 2011: 64.)
Tzn., ze pii planovani vyuky odborného jazyka je nutné:

- analyzovat potifeby zakl

- konkretizovat cile

- stanovit u¢ivo

- zvolit zplisoby vyuky (metody, organizac¢ni formy, materidlni prostfedky...)

- vymezit ¢innosti zZaka

- urcit zplisoby a nastroje hodnoceni.

a. Hlavni vychodiska a vystupy analyz projektu IGA pro tvorbu sylabu odborného
némeckého jazyka na SAVS:

> piedpokladem je pouzivani ciziho jazyka ve dvou rovinach: studium odborné¢ho
predmétu v cizim jazyce (pfizpiisobeni cizojazyéného vyucovani zplsobu vyuky
ekonomickych predméti — zpracovani ekonomického tématu v némeckém jazyce dle
profilu absolventa, jazykova podpora studenta pro studium ekonomického predmétu v
cizim jazyce) a piipravenost studenta po strance jazykové do praxe (firemni
komunikace)

> v odborné zamétfené vyuce je jazyk neoddélitelné spojen i s jinymi oblastmi aktivit
studenta a je tedy ve vyuce vniman jako prostiedek slouzici k ucelim profesnim,
odbornym ¢i akademickym

» v odborném cizojazy¢ném vzdelavani jde o komplexné komunikativni ptistup: rozvoj
predevsim produktivnich feCovych dovednosti a specidlnich odbornych dovednosti,
aspekt zaméfeni se na zdka, na jeho kognitivni a fe€ovou Cinnost s nutnosti jeho
samostatného myslenkového pifinosu v ucebnim procesu — aktivizujici metody a
rozmanité organizacni formy prace, rozvoj ucebnich strategii, zvySovani motivace,
podpora kritického mySleni

» zékladem ztvarnéni obsahu vyuky odborného jazyka: osvojené feCové automatismy v
roving jazyka obecného a pro vytvareni odbornych fe¢ovych automatismi je ve sloZce
receptivni 1 produktivni vhodné vymezit obsah arozsah uciva, které by svymi
vlastnostmi vyhovovaly stanovenému cili

» lingvodidaktické problémy pii osvojovani NJ jako odborného ciziho jazyka: vymezeni
lexikalniho zékladu, morfologické, syntaktické i stylistické stranky cilového jazyka

> pro potfeby praxe by vyuka na vysokych Skolach méla byt orientovana k danym
profesnim tceliim, aby student mohl provadét své pracovni ukoly i v cizi feci
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> motivaénim faktorem pro studium jazyka na SAVS je piedeviim lepsi uplatnéni na
trhu prace

» v navaznosti na analyzu potteb firem: nejvice pracovali studenti s odbornym textem,
nejmén¢ se studenti ve vyuce setkdvaji s vytvarenim realnych situaci v pracovnim
procesu (telefonovani, obchodni jednani, prezentace, psani korespondence)

» pii vyuce je pro studenty motivujici: prace s textem a na text navazujici tematické
zameteni vyukového materialu

» pfi preferenci vybéru jazykovych cviceni uptednostiuji respondenti aktivni ptistup ve
vyuce, at jiz moznosti formulaci vlastnich mySlenek a stanovisek, vytvarenim
modelovych situaci pti feseni ukolu

> umoZnéni vlastniho proZitku pfi vyuce je pro né jednim z rozhodujicich motivacnich
prvkl a je tedy predpokladem pro uspéSnou ucebni ¢innost.

Tvorba vlastnich vyukovych koncepti ma v podminkach terciarniho odborného
cizojazy¢ného vzdelavani své opodstatnéni a vyrazné zvysuje tlohu ucitele pii feSeni otazek s
vyucovaci praxi. Ucitel by mél mit moznost uplatiovat v souladu s védeckymi poznatky
Z lingvodidaktiky takové metodické postupy, které poklada za vhodné a efektivni a tim ucinné
napomahat k zvySovani komunikativni kompetence studentti.

b. Koncepce vyukovych modulii odborného némeckého jazyka na SAVS

Vyse uvedené zavéry nam poskytly moznosti efektivnéjsiho ptistupu k vyuce a cilenou tvorbu
ucebnich materiali. Inovované koncep¢ni pojeti vyuky odborného némeckého jazyka na
SAVS vychazi:
> z nového organizaCniho uspotfadani jazykové vyuky: modulovy systém, stanoveni
tematickych celku
>z koncep¢niho chépani jde o funk¢ni propojeni jazyka pro ekonomické ucely a jazyka
profesniho, tzn. pievést teoretické poznatky danych ekonomickych témat do realnych
situaci praxe (vystavba odborné slovni zasoby, osvojeni si charakteristiky odborného
nemeckého stylu a osvojeni si zpusobu uceni pro studium ekonomickych predméti
v némeckém jazyce, profesni komunikace a dovednosti)
> z metodickych postupt, které propojuji odbornou stranku (ekonomicka témata),
aktivizacni metody vyuky (feSeni problémi, situacni hledisko), moderni postupy (prace
na projektu, tymové pojeti, vyuzivani informacnich databazi pii studiu) a rozviji
socialni kompetence studentti
» ztvorby vlastnich vyukovych materialii dle konceptu: student fe$i na podkladé
teoretickych poznatkli danych ekonomickych témat a na podkladé ptipravenych
ucebnich uloh redlnou situaci z praxe v cizim jazyce, nové vytvafené vyukové
materidly provadi studenty cely semestr formou zpracovani tkolu-projektu danym
tématem a upfednostiiuji komunikativné orientované ucebni metody v realnych
situacich praxe.

Modul je charakterizovan jako ,relativné ucelend jednotka zplsobu projektovani kurikula,
v ném? je strukturovan obsah“ (PRUCHA, WALTEROVA, MARES 1998: 135).

Modul tedy tvoii ucelenou ¢ast vyuky v jednom pfedmétu a pii modulovém zplsobu
vzdélavani mlizeme vyuZivat aspekty moderniho pojeti vyuky — diiraz je kladen na studenta,
na jeho potieby béhem vzdélavani a na vyuCované téma, které je probirdno v odborné i
praktické ¢asti vzdélavaciho procesu. Vzhledem k tomu, Ze pii vyuce odborného némeckého
jazyka na SAVS v inovovaném koncepénim pojeti dochazi k zamérnému propojeni jazyka
odborného (ekonomického) a profesniho, tzn. k propojeni teoretického a praktického
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zaméfeni vyucovaciho procesu, vykazuje modulovy systém vyuky s timto koncepénim
pojetim shodné rysy.

Propojeni obou rovin odborného jazyka je koncipovano monotematickym pojetim vyuky,
studenti pracuji v modulu na jednom odborném tématu po dobu celého semestru. Odborné
téma je rozclenéno do Ctyf na sebe navazujicich kapitol, obsah a rozsah byl zkonzultovan s
vyucujicimi daného odborného predmétu. Obsah jednotlivého vyukového modulu je presné
urcen sylabem, ktery vlastné obsahuje vyukovy program pro dany modul. Obsah vymezuje
tematickou (odbornou) ¢ast, dale je stanoveno gramatické ucivo a komunikativni pojeti
odborného jazyka je zékladnim principem tvorby sylabii a jim metodicky pfizplisobenym
vyukovym materidliim.

Z hlediska koncepce zpracovani je vytvoreny ucebni material rozdélen na ¢ast textovou, ktera
obsahuje vychozi odborny text, text dopliiujici a jim ptitazené tkoly. Druha ¢ést, tematicka,
obsahuje soubor cvi€eni, kterd jsou orientovana na praktické navozeni situaci a jejich feSeni
(metoda situa¢ni jako metoda problémové vyuky), a jsou v souladu s obsahem vyuky a v
souladu s jazykovymi dovednostmi studenti.

Odborny jazyk ekonomicky je tedy studentim zprostiedkovan v kazdém tématu vychozim
odbornym textem a doplitujicim textem autentickym. Texty slouzi pfedevSim jako zdroj
novych lexikalnich jednotek, seznamuji studenty se specifiky odborného stylu a uci je rychlé
orientaci v odborném textu pifi vyhledani potifebnych informaci. Na podklad¢ ziskanych
teoretickych poznatkli danych ekonomickych témat fesi student v cizim jazyce realnou situaci
z praxe, kdy nové vytvarené¢ vyukové materidly provadi studenty danym tématem formou
zpracovani ukolu-projektu.

Zpracovani projektové ¢asti je formou tymové spoluprace. Skupiny studentii fesi zadany kol
v ramci svych moznosti, samostatné, vyucujici pouze napomaha pii potizich a pouze
koordinuje vlastni ucebni ¢innost. Na konci nésleduje prezentace feSeni zadaného tkolu, at
jiz formou pocitacové prezentace, textového zpracovani ¢i simulace. Vyucujici dané vykony
hodnoti, znovu shrnuje nejpodstatnéjsi znalosti a dovednosti, které studenti béhem semestru
ziskali a v konecné fazi prokazali.

Konkrétné je vyuka odborného némeckého jazyka koncipovana formou cviceni po dobu 5
semestrti v bakalafském studijnim programu a tii semestrii v magisterském studijnim
programu s tydenni dotaci 4 hodin a je ukoncena zkouSkou. Vyuku sdileji ¢esky ucitel a
rodily mluvéi, vzdy po 2 hodindch tydné a kazdy vyucujici probira nezavisle na sobé jeden
tematicky vymezeny modul. Piehled vybranych moduli piedepsanych sylabem pro vyuku
odborného némeckého jazyka na SAVS nové koncipovanou formou dle tabulky:
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Modul, tematicky celek

Kapitoly tematického celku

Prakticka projektova
¢innost

WIRTSCHAFTLICHE
GRUNDBEGRIFFE

- Qiiter

- Wirtschaftskreislauf
- Markt

- Steuern

Arbeitsmarkt in Tschechien -
referat

BEWERBUNG,
PERSONALWESEN

- Stellensuche, Infosuche

- Vorbereitung
(Bewerbungsmappe)

- Vorstellungsgesprach

- Personalwesen —
Arbeitnehmerim Kontext
(Arbeitsrecht, - vertrag, -
regeln, - vorschrifte)

Vorstellungsgesprach —
simulace,

Bewerbungsmappe — pisemny
projekt

VERKEHR, LOGISTIK

Verkehr
(Rahmenbedingungen,
Risiken)

- Logistik (Definition,
Fachdisziplinen, Ziele,
Funktionen)

- Unternehmen und

Die Ware befordern — projekt,
prezentace v Power-pointu

Logistik
- Auftragsabwicklung
MARKETING - Produktlebenszyklus Das neue Produkt auf den
- Marketing — Markt bringen — projekt,
Grundbegriffe prezentace v Power-pointu
- 4 P —Produktmix,
Preismix,
Distributionsmix
- 4 P - Kommunikationsmix
FINANZEN -  Geld Bankprodukte vergleichen -
- Banken referat
- Versicherung
- BIP, Sozialprodukt
GESCHAFTS- - Verhandlungen Siewollen an einer
VERHANDLUNGEN - Formulierungenun Geschiftsverhandlung
- Redemittel teilnehmen -

- Interkulturelle Kompetenz

simulace obchodniho jednani

Tabulka ¢. 1
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3 Zavér

Doposud ziskana zkuSenost pii aplikaci inovovaného systému pii vyuce odborného
némeckého jazyka na SAVS (od akademického roku 2010/11) nam ukézala, Ze vyuka v
uceleném dvandcti-tydennim modulu se stanovenym tematickym celkem umoziuje studentim
koncentrovat se na danou problematiku v Sir§im méfitku a zvladnout a zpracovat dané
odborné téma ve vSech dil¢ich ¢astech.

Po absolvovani vyuky dle nového konceptu, ktery je podporovan k tomuto ucelu vytvorenymi
vyukovymi materialy, ziskd student vedle odbornych jazykovych znalosti také schopnost
samostatn¢ a adekvatné komunikovat v odbornych a profesnich situacich na zakladé¢ danych
témat, dale umi pracovat s cizojazycnou literaturou, umi si vyhledat potfebné¢ odborné
informace, umi prezentovat v cizim jazyce a aplikovat a rozvijet techniky samostatného uceni,
které jsou predpokladem pro jeho rist pti dal§im studiu ciziho jazyka. Takto koncipovana
vyuka umoznila studentim ziskat nejen potfebné komunikativni kompetence v odborném
jazyce, ale i profesni dovednosti a byla studenty piijata kladné.

Zavérem mohu zkonstatovat, Ze umét ,plnit pracovni tkoly* v cizim jazyce umozZiuje
studentim SAVS ziskavani pracovnich pozic v ramci celého koncernu a je silnou motivaci pti
jejich studiu a samoziejme povzbuzenim pro nasi praci.
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THE BASICS OF GRAECO-LATIN MEDICAL TERMINOLOGY:
TVORBA NOVYCH UCEBNYCH MATERIALOV PRE STUDENTOV
VL A ZL STUDUJUCICH V ANGLICKOM JAZYKU

THE BASICS OF GRAECO-LATIN MEDICAL TERMINOLOGY: NEW
TEXTBOOK FOR STUDENTS OF GM AND DM STUDYING IN ENGLISH

Alexandra Kavecéanska

Abstrakt
Predkladany prispevok popisuje tvorbu nového ucebného textu lekarskej terminologie
wytvoreného pre potreby Studentov vseobecného i zubného lekarstva Lekarskej fakulty
UPJS v Kosiciach Studujiicich v anglickom jazyku. Ucebnica sa zameriava na
zatraktivnenie a zefektivnenie vyucby zdakladov latinského jazyka, ktory je napriek
vzrastajucemu tlaku anglického jazyka stdale povazovany za neoddelitelnu sucast’ studia
mediciny.

Krucové slova: latin¢ina, medicinska terminologia, u¢ebny text, UPJS, inovacie

Abstract
The present paper describes the process of creating a new textbook of medical
terminology designed for students of general and dental medicine of the Faculty of
Medicine of Pavol Jozef Saféarik University in KoSice, who study in English. The textbook
focuses on making the teaching of the basics of the Latin language more attractive and
effective. Latin language is despite the increasing pressure of the English language still
considered to be an irreplaceable part of the study of medicine.

Keywords: Latin language, medical terminology, textbook, UPJS, innovation

1 Uvod

Na Lekarskej fakulte UPJS v Kogiciach boli pri vyu¢be §tudentov $tudujucich v anglickom
jazyku aZz doposial’ pouzivané uc¢ebné texty vydané Univerzitou Komenského v Bratislave —
Introduction to Latin medical terminology od autorick M. Bujalkova / A. Jureckova z roku
1996 a ich doplnena a prepracovana verzia z roku 2013, Terminologia Medica: Greco-Latin
Medical Terminology. Napriek tomu, Ze tieto ucebné texty nepochybne skusenych autoriek
spinali kritéria kladené na u¢ebné texty tohto druhu (k popisu ich obsahu a §truktury pozri
KATRENICOVA 2014: 63), pri konfrontacii s poziadavkami kladenymi na zahrani¢nych
Studentov inymi katedrami na LF UPJS, boli z hl'adiska slovnej zasoby zhodnotené ako
nevyhovujice. Z tohto dovodu sa pristipilo k procesu tvorby nového ucebného materialu.
Vysledkom je ucebnica The Basics of Graeco-Latin medical terminology vydana
vydavatel'stvom Univerzity P. J. Safarika v Kosiciach v roku 2017.
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Obr. 1
2 Vychodiska pre tvorbu ucebnice

Potreba zjednotit’ anatomickd terminologiu sa zacala pocitovat uz v 19. storoc¢i, nakol’ko pre
jednotlivé Casti 'udského tela sa v tej dobe pouzivalo vySe 50 000 terminov. T4 ista Struktara
mala rozdielne nazvy na roznych lekarskych skolach v roznych krajinach atak medzi
odbornikmi panoval nesulad, nedorozumenie a zmitok. Revizia modernej anatomicke;j
terminologie zaCala vroku 1887 vLipsku ajej vysledkom boli Basiliensia Nomina
Anatomica (BNA) publikované v roku 1895 v latin¢ine potom, ako boli na 1X. kongrese
anatomickej spolocnosti v SvajCiarskom Bazileji jednomyselne schvalené. Redukovali
povodnych cca 50 000 terminov na 4 311 (KACHLIK et al. 2015: 8). Primarny ciel’ — prijatie
rovnakej terminoldgie, ktord by eliminovala narodné rozdiely a odstranila chaos — sa vSak
BNA nepodarilo dosiahnut, nakol’ko neboli celosvetovo pouzivané a presadili sa len
v nemecky a taliansky hovoriacich krajinach, v USA a latinskej Amerike (KACHLIK et al.
2015: 8).

V roku 1903 bola prof. Nicolasom z Nancy vo Francuzsku zalozena IFAA — the International
Federation of Associations of Anatomist. Hlavnou ulohou bolo vytvorenie uniformnej
nomenklatury pre anatomické ucely, ktora by bola pouzivana univerzalne. Kazdy termin mal
oznacovat’ len jednu anatomicku Struktaru. Z toho dévodu mali byt BNA revidované, no
napriek trom spoloénym medzindrodnym anatomickym kongresom (1905 Zeneva, 1910
Brusel, 1930 Amsterdam) nebol zaznamenany ziaden pokrok v anatomickej a ani
v embryologickej terminologii (FCAT 1998: 157).

V roku 1933 Anatomicka spoloénost Velkej Britinie a Irska (the Anatomical Society
of Great Britain and Ireland) aktualizovala BNA a vytvorila tzv. Birminghamsku reviziu (BR).
O dva roky neskor nemeckd Anatomické spolo¢nost’ (Anatomische Gesellschaft) predstavila
JNA — leniensia Nomina Anatomica. Napriek tomu, Ze obe revizie boli po odbornej stranke
pokrokom od BNA, neboli celosvetovo prijaté: Francuzi, Ameri¢ania a Japonci presadzovali
vlastné narodné terminologie a tak opét zavladol v terminologii zmitok. Nasledné vojnoveé
obdobie (1939-1945) nebolo pre akykol'vek pokrok v zjednoteni a ustaleni terminologie
priaznivé.

Na V. kongrese IFAA konanom vroku 1950 v Oxforde bola ustanovena komisia na
vypracovanie Standardizovanej anatomickej terminologie — the International Anatomical
Nomenclature Comittee (IANC). Vysledok prace tejto komisie bol na VI. kongrese v Parizi
(1955) schvaleny a je znamy ako Parisiensia Nomina Anatomica (PNA). Neskor bol nazov
skrateny len na Nomina Anatomica (NA). NA obsahovalo 5640 pomenovani ¢asti l'udského
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tela. Zaroven bolo ustanovené, ze komisia na zvazovanie a schval'ovanie dodatkov a alternacii
I na aktualizaciu NA bude pdsobit’ permanentne a jej vysledky buda schvalované kongresmi.
NA sa tak dockalo nasledujucich 6-tich edicii: 1961 (schvalené na VII. kongrese konanom v
New York), 1966 (VIII. kongres, Wiesbaden), 1977 (IX. kongres, Leningrad a X. kongres
Tokyo), 1983 (XI. kongres, Mexico City), 1989 (XII. kongres Londyn; po roztrzke medzi
IFAA a TANC tato 6. edicia NA nebola IFAA schvalend) (FCAT 1998, 160).

Nezhody medzi IFAA alANC vyutstili vroku 1989 do vytvorenia novej medzinarodnej

komisie — Federative Commitee on Anatomical Terminology (FCAT), ktora plne podlichala
IANC. Ciel FCAT bol nasledovny:

To present the official terminology of the anatomical sciences after consultation with all
the members of the International Federation of Associations of Anatomists, thus ensuring
a democratic input to the terminology. (WHITMORE 2008: v)

(Po porade so vsetkymi ¢lenmi Medzinarodnej federacie asociacii anatomov predstavit’
oficialnu terminolégiu anatomickych vied a tym zabezpecit demokraticky vklad do
terminologie.)

Vysledkom 13-tich stretnuti v rozmedzi rokov 1990-1997 bola Terminologia Anatomica
(TA), ktora bola publikovana v roku 1998 a je platna dodnes. Obsahuje 7635 terminov pre
Casti I'udského tela. Pri mnohych st uvedené 1 synonymné pomenovania. Najvac¢sSou slabinou
celého projektu bola vSak jeho dostupnost’, resp. nedostupnost. Propagacia, ¢i uz zo strany
IFAA, alebo vydavatel'stva Thieme nebola velmi vyrazna (KACHLIK et al. 2015: 9). Ak sa
mala dosiahnut’ celosvetova jednota v pouzivani TA, publikacia mala byt pristupna vSetkym
odbornikom, lekarom i Studentom, ¢o spociatku nebolo mozné. Tento problém bol ¢asom
vyrieSeny prostrednictvom FIPAT (Federal International Programme on Anatomical
Terminology), ktora v roku 2009 spristupnila TA v on-line podobe na stranke Univerzity vo
Freiburgu http://www.unifr.ch/ifaa. On-line verzia TA98 ma okrem celosvetovej pristupnosti
oproti tlaéenej verzii aj d’alsie vyhody. Obsahuje totiz aj abecedné indexy, ktoré ulah¢uju a
urychl'uju vyhladdvanie, a aj samostatné stranky pre analyzu slov a syntaxe latinskych
terminov s vysklofiovanim jednotlivych slov (vid’ obr. 2).

cavitas abdominis -

SECTION Item or Ref ID Value or text

TA code  A01.1.00.051
Entity ID number  THA:97

TA98 Latin preferred term  cavitas abdominis

cavitas  noun, declension 3, nominative, feminine, singular
abdominis  noun, declension 3, genitive, neutral, singular

[ c_cavitas ]
2 -> ( Cpl ) ->[ cl_abdomen ]

cavitas  cavitas - cavitatis - cavitates - cavitatum

abdomen  ahdomen - abdominis - abdomina - abdominum

Date: 29.01.2013

Obr. 2
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Spristupnenie TA online mad vyznam aj vtom, ze povodné chyby tladenej verzie (¢i uz
typografické, alebo gramatické) st prostrednictvom IWG (Informatics Working Group —
pozostavajica z troch ¢lenov: Robert Baud, Pierre Sprumont a Paul E. Neumann) opravované
a postupne je pridavany material, ktory v tlacenej verzii chybal. Spravne a presné pouZzivanie
latin¢iny a jej gramatiky je totiz zdkladnym znakom terminologie. Napr. povodny termin
siphon caroticum bol opraveny na gramaticky spravny tvar siphon caroticus, ked’ze slovo
siphon je rodu muzského (vid’ obr. 3 — tlaéena verzia a obr. 4 — on-line verzia).

A12.2.06.022 , Meningeal branch
A12.2.06.023 | Carotid syphon

A12.2.06.016 | Ophthalmic artery

A12.2.06.024 | Accmrahs retinae ! Central retinal artery

Obr. 3

i |

- . ot/
|S|phon carotlcus| -

SECTION Itemn or Ref ID Value or text

TA code  Al12.2.06.023
Entity ID number  THA:3920
Type of entity  Material entity

TA9S Latin preferred term  siphon caroticus
TA98 English equivalent  carotid siphon

8 Bilaterality ~ This entity has left and right instances.

The Latin word siphon is considered to be masculine. Therefore, the adjective

TA9E correction note . ;
was corrected from caroticum to caroticus.

Obr. 4

Rovnako povodné, dlhodobo pouzivané terminy diameter obliqua a diameter transversa boli
v on-line verzii zmenené na diameter obliquus a diameter transversus s vysvetlenim, Ze
latinské slovo diameter je rodu muzského. Povodné grécke slovo oiduetpoc je sice rodu
zenského a asi z tohto dévodu bolo s tymto substantivom doposial’ v lekarskej terminologii
takto nardbané (pozri napr. CERNY 2015:181; STANKOVA 2015: 178; SVOBODOVA
2007: 280; DAUBER 2007: 490; ARTIMOVA et al. 2006: 106; BUJIALKOVA — SIMON
2015: 28 a.i.) (vid’ obr. 5, 6 a 7). AvSak latinské slovniky uvadzaju pre slovo diameter rod
muzsky, hoci tvary diametros i diametrus si rod Zensky uchovavaji (PRAZAK et al. 1955: A-
K 394; GAFFIOT 1934: 518; GEORGES 1913: B1 2129) (vid’ obr. 8).

dwapetp-og, ov, diametrical: Astrol., diametrically opposed, Ptol. Tetr: 115, Man.1.89.

I1. Subst. 8. (sc. ypoppm iagonal of a parallelogram, Pl. Men.85b.al.; katda 8. cuvtiBeaOau,
Obr.5heslovLS)
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S | e Y, AT 5 bk SRR SRR
A02,5.02.002 Cavxtas pel_vus Pelvic cavity

A02.5.02.003 | Arcuspubicus . Pubicarch
A02.5.02.004 | Angulus subpubicus | Subpubic angle o
A02.5.02.005 | Pelvis major Greater pelvis; False pelvis
A02.5.02.006 | Pelvisminor - Lesser pelvis; True pelvis
A02.5.02.007 | Linea terminalis | Lineaterminalis
A02.5.02.008 | Apertura pelvis superior | Pelvicinlet
A02.5.02.009 Apertura pelvns inferior Pelvicoutlet
A025.02.010_ i | Aisofpelvis
A02.5.02.011 | Diameter transversa Transverse diameter
A02.5.02.012 | Diameter obliqua . ~ | Oblique diameter
ﬁi‘?bibii onjugata anatomica S Anatomical conjugate

Obr. 6 tlacend verzia TA

diameter transversus

SECTION Item or Ref ID Value or text
TA code  A02.5.02.011
Entity ID number  THA:1089
FMA identifier  FMA:49502

Type of entity

MNon-physical entity

TA98 Latin preferred term
TA98 English equivalent

diameter transversus
transverse diameter

K Bilaterality
Non physical

This entity has left and right instances.
This entity is a non physical object.

Zoznam
www.unifr.ch/ifaa/Public/EntryPage/T A98Corrections.html.
pristupny aj zoznam zmien vzhl'adom na pravidla RAT (Regular Anatomical Terminology) —
https://www.unifr.ch/ifaa/Public/EntryPage/T AQ8RAT Changes.html.

TASS correction note

The Latin word diameter is considered to be masculine. Therefore, the adjective
was corrected from transversa to transversus.

Obr. 7 on-line verzia TA

Idiameter

‘ Gaffiot

djcfro

a9

Definitions

-4L0

QuInT. 2, 20, 7,

dJilectlee, 4 1 adv., suivant
I'art de la d.lalecthue, en dialec-

- Mun

At _2 o

Identified words |diameter

“ WAACH AW VEATYY Ty

tique : CIc, Ac. 2, 91 Br. 309 ;
Or. 113 ou d.wlectlee. és, f.,

Lay  UACALGALT

elc.

0o Tden 2 TH

Lde <YL I

didmeliton, n. ind. (&% peie-
twv), onguent & base de miel :
TH. Prisc. 4, 1.

diiméter, tri(m.) c. diametros :
BOET. Ar. an. pri1, 23.

Liliwits 2y wy wus

Obr 8 heslo diameter v Gaffiotovom slovniku

oprav. v TA98

schvalenych  IWG
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verzii TA niektoré terminy nespliiali pravidla RAT, mohli mat’ dvojzmyselny vyklad a preto
boli schvélené nasledujuce pravidla: 1) pouzivaji sa iba podstatné a pridavné mena (t.z.
spojky a predlozky s z terminov postupne odstranované); 2) pridavné mena nasleduji po
podstatnych menach, ktoré modifikuji (s vynimkami ako napr. pia mater a arachnoidea
mater, kde je pozicia pridavného mena pred podstatnym obhajend starobylostou terminu;
dura mater je povazovana za synonymum a uprednostiiuje sa termin pachymeninx); 3) slova
V genitive nasleduji po slovach v nominative; 4) v ramci terminov nie je pripustnd
interpunkcia. Tak napr. povodny termin cavitas abdominis et pelvis bol v on-line verzii
zmeneny na cavitas abdominopelvica, aby sa z terminu odstranila spojka et, ktorej pouzitie
nie je podl'a RAT pripustné (vid obr. 9 a 10). AvSak ani on-line verzia TA nie je v uplatiiovani
vlastnych pravidiel dosledna. Pouziva napriklad gramaticky nespravne formy dala ossis ilii,
corpus ossis iz, hoci v BNA a JNA boli pouzivané spravne tvary corpus ossis ilium, ala ossis
tlium od slova ilia, ilium, n. Na druhej strane pouziva spravne tvary v spojeniach arteria /
vena circumflexa ilium profunda, no ignoruje zasadu, ze adjektivum mé byt za substantivom,
ktoré modifikuje (t.z. podla pravidiel by termin mal byt’ artéria / véna circumflexa profunda
ilium) (KAVECANSKA — SALAMON 2017: 81).

Opravy a zmeny zavedené do on-line verzie TA neboli doposial’ schvalené ani FIPAT, ani
IFAA, apreto sa na webovej stranke TA za jediny medzinarodne platny Standard l'udskej
anatomickej terminologie oznacuje printova podoba TA. Vedie to vSak k problémom, nakol’ko
prevazna Cast odbornej verejnosti pracujuca s TA pouziva prave jej on-line verziu a tak
pouziva vyrazy, ktoré st v nej oproti tlatenej verzii opravené. Je preto potrebné, aby aj
v tomto doslo v ¢o najkratSej dobe k zjednoteniu.

72  Anatomia systemica | Systeimic anatamy

A101.50.000 I Cavitas abdominis et pelvis I Abdominopelvic cavity
A10.1.00.007 | Cavitas abdominis; Cavitas abdominalis | Abdominal cavity
A10..00.002 | Cavitas pelvis; Cavitas pelvina | Pelvic caviry

Obr. 9 tlacena verzia TA

TA code and terms Problem ‘ Remedy
A01.1.00.050
Cavitas abdominis et pelvis Use of conjunction (ef). Cavitas abdominopelvica
Abdominopelvic cavity

Obr. 10 — on-line zoznam oprav a zmien VTA

3 Proces tvorby ucebnice

3.1 Zdrojové materidaly pre tvorbu ucebnice okrem TA98

On-line verzia TA bola hlavnym zdrojom pre pripravu podkladov novej u¢ebnice The Basics
of Graeco-Latin medical terminology, aby terminy v nej pouzité zodpovedali sti¢asnym
pravidlam RAT. Ako uz bolo spomenuté v tvode, problémom doposial’ pouzivanej ucebnice
bola slovnad zasoba, sktorou sa zahraniéni $tudenti pocas svojho $tudia na LF UPJS
nestretdvali na dalSich predmetoch. Ztohto doévodu sme presli nasledujice ucebnice
pouzivané na LF UPJS a vytvorili databazu terminov vyskytujucich sa v tychto publikaciach:
Gilroy, Anne M. et al. Atlas of Anatomy; Frankovi¢ova, Maria et al. Surgery for medical
students; Guyton, Arthur C. — Hall, John E. Textbook of Medical Physiology; Longauer,
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FrantiSek et al. Practising in Forensic Medicine. Povodne bolo v plane prejst’ vSetky uc¢ebnice
pouzivané na LF UPJS, no z ¢asovych dovodov to nebolo mozné.

Okrem tychto ucebnic, ktoré boli pouzité na vytvorenie databazy terminov a pojmov, sme
pouzili aj u¢ebnice medicinskej terminologie pouzivané vo viacerych krajinach (Slovensko,
Madarsko, Cesko, Bielorusko, USA a.i.) a latinské gramatiky a slovniky (pre kompletny
zoznam pozri KAVECANSKA — SALAMON 2017: 319-320).

3.2 Koncepcné rozdelenie ucebnice

Koncepéne je uéebnica rozdelend do 4 &asti: prva tvori Uvod do medicinskej terminoldgie,
vV ktorom sa vysvetluje dolezitost’ postavenia latinského jazyka. Jeho vyznam podciarkol aj
lan Whitmore v Uvode k Terminologia Embryologica, kde zdoraziuje, Ze: ,,A rigorous,
common language is the bedrock of communication.* (Presny spolo¢ny jazyk je zakladom
komunikacie.) (WHITMORE 2009: 1) V Uvode k Terminologia Histologica vysvetluje
pritomnost’ anglického jazyka v terminologii, no zarovei upozoriuje ze:

Only the Latin list of terms should be used as the basis for creating lists of
equivalent terms in other languages. English equivalents are given in this list
because English is spoken in many countries. It is not the basis for terminology in
other languages. (WHITMORE 2008: vi.)

(Jedine latinsky zoznam terminov by sa mal pouZzivat’ ako zdkladné vychodisko
pri tvorbe zoznamov ekvivalentych terminov v ostatnych jazykoch. Anglické
ekvivalenty st v tomto zozname uvedené z toho dovodu, Ze anglictina slazi ako
dorozumievaci jazyk v mnohych krajindch. Anglictina nie je vychodiskom pre
tvorbu teminolédgie v ostatnych jazykoch.)

Latincina tak napriek rasticemu tlaku anglického jazyka zostava nad’alej oficidlnym jazykom
medicinskej terminologie a, ako je vidiet' zo zmien, ktorym v on-line verzii TA podlieha,
nemozno ju oznacit’ za jazyk nemenny (HAMAR 2017: 25).

V prvej ¢asti udebnice st vysvetlené pravidla vyslovnosti (s. 12-16), slabika, prizvuk a dizka
(s. 16-18), gramatické kategérie podstatnych a pridavnych mien (s. 18-24), Struktira
medicinskych terminov (s. 24-26) a predlozky (s. 26-27). Uz vramci tohto Gvodu su na
precvicenie jednotlivych javov pridané cviCenia (s. 16, 17, 22-24, 28) a okrem farebnych
zvyrazneni a ¢leneni pouzité i obrazky na lepsie osvojenie si vysvetlovaného javu. Uz v roku
1954 James S. Kinder a F. Dean McClusky v nimi editovanom zborniku The audio-visual
reader zhodnotili, Ze vizualne pomodcky zefektiviiuju Studium a robia ho skutoénejsim,
presnej$im, aktivnejSim (KINDER — McCLUSKY 1954: v-vi). Vizualizécia stimuluje
myslenie, ul'ahcuje memorovanie. Vhodne zvolend vizudlna forma ucebnice je teda prvym
predpokladom k tomu, aby sa vyucovaci proces medicinskej terminologie a jazykovych
zakonitosti, ktoré su s fiou spojené, pre Studentov zatraktivnil. Tak napr. pri vysvetlovani
vyznamu dizky samohlasok je na poukazanie rozdielu medzi pojmami 0s = kost’ <> 4s = usta,
pouzity nasledujici obrazok (KAVECANSKA — SALAMON 2017: 14).
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CH

Canis os ore tenet.

Obr. 11

V celej ucebnici je pouzitych 46 farebnych obrazkov a 19 prehladnych tabuliek, ktoré maja
Studentom ulah¢it’ osvojenie si preberaného uciva.

Druhéd cast’ ucebnice je rozdelend do 13 lekcii. V 11-tich lekcidch sa preberaji nové
gramatické javy, dve lekcie — lekcia ¢. 9 a lekcia ¢. 13 — sluzia na zopakovanie a upevnenie
prebraného uciva. Lekcie maju rovnakt Strukturu: vysvetlenie gramatickych javov, cvicenia,
dopliujuce cviCenia so spravnymi odpoved’ami, slovna zasoba a latinské prislovia. V rdmci
vysvetl'ovania javov ¢i cviceni st pouzivané poznamky pod ¢iarou. Tie sluZzia na:

1) vyklad o historickych zaujimavostiach (napr. na s. 10, pozn. 3 a 4 0 Hippokratovi
a Galénovi);

2) upozornenie na isté zvlastnosti (napr. pozn. 33 na s. 73 upozoriuje na to, ze Gen.
pl. slova mater je matrum, nie matrigm);

3) poukazanie na terminy, ktoré su preferované TA (napr. pozn. 17 na s. 33
upozoriiuje na to, ze medulla oblongata je synonymom pre myelencephalon, ktory je TA
uprednostiiovany; s. 93, pozn. 41 poukazuje na to, Ze TA uprednostituje organum olfactorium
namiesto organum olfactiis; arteriolae rectae su zase uprednostiiované namiesto terminu vasa
récta — pozn. 31 na s. 66);

4) poukazanie na vypozi¢ky medzi latin¢inou a anglictinou a na rovnaké gramatické
javy v obidvoch jazykoch (napr. pozn. 22 na s. 45 upozorfiuje na neutra 2. deklinacie, ktoré su
prevzaté do anglictiny bez zmeny; pozn. 47 na s. 128 poukazuje na rovnaké sposoby tvorby
komparativov a superlativov a.i.);

5) poukédzanie na zmeny v gramatike ako: poradie adjektiv (napr. s. 65, pozn. 30
poukazuje na to, ze termin vagina tendinum miiscult extensoris digitorum longi neobsahoval
adjektivum za substantivom, ktoré modifikuje a tak bol zmeneny na vagina tendinum miisculi
longt exténsoris digitorum); odstranovanie predloziek (napr. s. 96, pozn. 42 upozornuje na to,
7e povodny termin aditus ad antrum mastoideum bol upraveny na aditus antri mastoider,
rami commiinicantes facialés zase nahradili termin rr. commiinicantés cum nervo faciali —
pozn. 46 na s. 120); zmena rodu slova diameter (s. 46, pozn. 23);

6) vysvetlenie odstrafiovania eponym v terminolégii (s. 80, pozn. 35) a.i.

Cielom mnohych z tychto pozndmok je, aby si Studenti uvedomili, Ze aj v ramci TA dochadza
k zmenam a preto by sa mali stale priebezne vzdelavat a sledovat’ on-line terminologiu.
Samozrejme neplati to len pre anatomicku, ale aj pre histologickt (TH vydana v roku 2008,
pristupna on-line v r. 2011) a embryologickt terminologiu (TE vydana v roku 2009, pristupna
on-line vr. 2010). Sucasnym trendom je terminologiu ¢o najviac zjednodusit, ¢o sa
odzrkadlilo nielen v odstrafiovani preloziek a spojok, ale aj v postupnom vytlacani genitivu na
ukor jednoduchsich adjektiv (ako napr. preferovanie terminu véna cardiaca magna namiesto
véna cordis magna). Studenti viak musia mat’ aj solidne znalosti z gramatiky a uplatnit’ pri
on-line zdrojoch dorazné caveat, nakol’ko ani tie sa nevyhli chybam a preklepom (napr. pri
analyze terminu vena circumflexa ilium profunda je pri ilium uvedené, Ze patri do 6.
deklinacie — vid’ obr. 12).
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v. circumflexa ilium profunda

SECTION Item or Ref ID Value or text

TA code A12.3.10.027
Entity ID number THA:4774

TA98 Latin preferred term  v. circumflexa ilium profunda

v. noun, declension 1, nominative, feminine, singular
circumflexa  adjective, declension 1, nominative, feminine, singular

I ilium  noun, declension 6,Igenitive, neutral, plural

profunda adjective, declension 1, nominative, feminine, singular

Obr. 12

Do casti s cviceniami su vkladané informacie, ktoré by mohli Studentov zaujat’ a tym im
ulah¢it’” zapamétanie si istych terminov (napr. pdvodny vyznam slova cancer na s. 52, slova
miisculus na s. 50 — vid’ obr. 13, slova coccyx na s. 68, slova pancreas na s. 106; pouZzivanie
substantivizovanych adjektiv — s. 35, s. 51), vysvetlenia pojmov (napr. terminy varus a valgus
na s. 37, faciés Hippocratica na s. 93), historické pozadie istych terminov (napr. calcar avis
na s. 80, ditra mater na s. 82, liecba parotitidy podl'a Celsa a Plinia na s. 108), rozne preklady
toho istého pojmu, ¢i rozne latinské terminy s rovnakym prekladom (na s. 95-96 je
vysvetlenych osem latinskych terminov prekladanych v TA ako opening; na s. 157 su terminy
prekladané v TA ako fossa; labium a jeho preklady su na s. 173, fissira na s. 51).

% Latin word mitsculus is morphologically a derivative of miis (“mouse”, from Greek pvc)
with diminutive ending, thus meaning "little mouse". The name reflects the movement

of a contracting muscle under the skin reminiscing a mouse moving beneath a rug.

Obr. 13

Na lepSie upevnenie uciva boli do jednotlivych lekcii pridané dopliujiice cvicenia, zamerané
predovSetkym na memorovanie terminov. Spravne odpovede k tymto cviceniam sa
nachadzaju na s. 213-215. Sucastou lekcii €. 4 a €. 9 su aj simulované priklady skuto¢nych
testov, ktoré sa piSu pocas semestra a vV opakovacej lekcii €. 13 je aj ukézka pisomného testu,
ktory je sucastou zavere¢nej pisomnej skisky.

Tretiu Cast’ ucebnice tvoria prilohy: 1. spravne odpovede k dopliujucim cviceniam a testom
(s. 213-215); 2. prehladna tabulka deklinaénych vzorov (s. 216); 3. prehlad latinskych
Cisloviek (s. 217-21); 4. recept a farmaceuticka terminologia (s. 220-227); 5. zoznam skratiek
pouzivanych v medicinskych zdznamoch (s. 228-236); 6. latinské nazvy chemickych prvkov,
oxidov, peroxidov, hydroxidov a kyselin (s. 237-238); 7. nazvy zloziek liekov (s. 239-240).
Prilohy 4 aZ 6 maju za Gcel oboznamit’ Studentov s danou problematikou, no nie su sucast'ou
zédvereéného testovania. Studenti sa mézu k danym témam pocas §tidia mediciny vratit
a v pripade potreby ich podrobnejsie nastudovat’.
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Stvrti, poslednt &ast’ udebnice tvoria slovniky a to latinsko-anglicky (s. 242-280) a anglicko-
latinsky (s. 281-318). Zaradenie anglicko-latinského slovnika bolo z dévodu ulah¢enia
prekladovych cviceni povazované za nutné, aj ked’ v ucebniciach tohto typu sa na Slovensku
(a prevazne ani v Cechach) nezvykne vyskytovat (chyba napr. v uéebniciach od Jarmily
Galatovej, Bujalkovej — Jure¢kovej, Svobodovej a.i.).

V niekol’kych pripadoch bolo pri tvorbe ucebnice potrebné sa rozhodnut, ¢i sa odchylit’ od
nastolené¢ho trendu pouzivaného v predchadzajiucich ucebniciach, alebo tento trend porusit.
Ide najmi o zauzivany rod v pripade terminu coccyX, gis — kostr¢. V ucebniciach zo
slovenskej a prevazne i ¢eskej proveniencie je COCCyX oznacena za femininum (pozri napr.
ARTIMOVA et al. 2006: 105; GALATOVA 2009: 277; SIMON 2003: 121; SVANDA et al.
2016: 30; SIMON — BUJALKOVA 2012: 140 a.i.), no povodné grécke slovo kokKkvé, dyog je
maskulinum (vid’ obr. 14). Za maskulinum ho oznacuje aj analyza v on-line TA (obr. 15)
a ucebnice lekarskej terminoldgie 1 latinské slovniky z ostatnych krajin (napr. STANKOVA
2015: 193; KONDRYATEYV et al. 2005: 181; GAFFIOT 1934: 332; PRAZAK et al. 1955: A-
K 236; GLARE 1968: 341; GEORGES 1913: 1224 a.i.). Rod tohto substantiva bol
pravdepodobne na tzemi Slovenska a Ciech ovplyvneny rodom slova kostré v slovendine
a CesStine a tak sme sa v The Basics of the Graeco-Latin medical terminology prikonili k rodu
muzskému.

KOKKOE , ﬁyogcuckoo, Hes.Op.486, Epich.164, Ar.4v.504, Arist. HA563b]4, 618°8: sacred to Hera, Paus.2.17.4;
£YEIPOTOVIOAV [IE—KOKKUYEC Ve TpEiG, i.e. three fellows who voted over and over again, Ar.4ch.598, cf. kOkkvyeg: €mi
vmovonBévtav mhedvev sival kol oAiyav dvimv, Hsch.; pijhov kokkvyoc, = kokkdpmhov, Nic.Fr87.

Obr. 14 heslo v LSJ

0S coccygis

SECTION Item or Ref ID Value or text

TA code A02.2.06.001
Entity ID number THA:849

TA98 Latin preferred term  os coccyais
Official synonym  coccyx [vertebrae coccygeae I - IV]

os noun, declension 3, nominative, neutral, singular

I coccygis  noun, declension 3, genitive, masculine, singular I

1 [clos]
2 -> (Cpl) ->[ cl_coccyx ]
Obr. 15 heslo v on-line TA

Takisto pri zlozkdch kompozit sa objavil trend zoskupovat’ jednotlivé zlozky podla r6znych
kategorii: napr. podla terapie, diagnostiky a chirurgickych postupov, podla farby, podla
kvantity a kvality, telesnych tekutin, ¢asti l'udského tela a.i. (SIMON — BUJALKOVA 2012:
115-122; STANKOVA 2015: 102-160; SVOBODOVA 2007: 246-252; PORIZKOVA et al.
2016: 40-47). AvSak pri vyucovani sme Casto narazali na problém, Ze Studenti nedokazali
dantl grécku alebo latinsku zlozku zaradit’ do spravnej skupiny a tak museli pri prekladani
prehl'adavat’ vSetky tabulky (Co casto viedlo k ¢asovému stresu a frustracii na strane
Studenta). Z tohto dévodu sme sa rozhodli zoradit’ zlozky kompozit abecedne (ako tomu bolo
napr. v SIMON 2003: 86-94).
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Nakol'ko sa v mnohych krajindch od latinCiny pri receptoch upusta (a Studenti Studujiici na
LF UPJS pochadzajii zroznych eurépskych imimoeurépskych krajin), rozhodli sme sa
podrobne spracovat’ recepty a terminologiu k nim prisluchajucu do prilohy ¢. 4, kde si ju
Studenti mézu v pripade potreby naStudovat. V ucebniciach pre zahrani¢nych Studentov je
recept prevazne vzdy sucastou ucebnych osnov, aj ked casto len v zhutnenej forme.
Svobodova dokonca upozortiuje, Ze: ,,This chapter — being too profesional for the 1% year
students — naturally need not be learnt.“ (Nakolko je tato kapitola prili§ odborna pre Studentov
1. roénika, tak sa ju samozrejme nemusia naucit.) (SVOBODOVA 2007: 219) Nadvizne na
nase rozhodnutie o zaradeni receptu do prilohy st v uc¢ebnici zredukované Cislovky a slovesa,
ktoré sa v lekarskej terminologii pouzivaji najma pri receptoch.

Samozrejme, ako vacSina prvych vydani, ani vydanie tejto ucebnice sa nezaobislo bez istych
typografickych chyb (chybanie Ciarok, znaku =, ind forma pisma a.i.) a nepresnosti (napr.
pozn. 19 na s. 36 sa vzt'ahuje na vésica fellea a nie na vesica urinaria; na s. 53 v cviceni ¢. 1
ma byt’ pod ¢islom 6 namiesto slova cipula slovo pleurae; na s. 153 miisculus hyoglossus, nie
hypoglossus). NajvyraznejSim problémom je chybanie niektorych slov v centrdlnych
slovnikoch (napr. chyba preklad orifice, sense, impression, chyba adjektivum massétéricus, a,
um a.i.). Pri vyuCovacom procese sa ukazalo, Ze v lekcii €. 7 je pre pochopenie latky
vhodnejsie iné usporiadanie cviceni.

4 Zaver

Pripravenim ucebnice The Basics of Graeco-Latin medical terminology sme sa snazili podat’
zrozumitelny a jasny vyklad zakladnych gramatickych javov latinského jazyka, ktoré sa
pouzivaju v lekarskej terminolégii. V sulade so zasadou postupnosti a nadviznosti
preberané¢ho uciva sme postupovali od jednoduchych gramatickych javov k zlozitejSim.
Slovni zasobu sme prisposobili poziadavkdm kladenym na Studentov inymi katedrami
Lekéarskej fakulty UPJS. Zvyraznenim a farebnym odlienim délezitych gramatickych
pravidiel alebo koncoviek sme sa snazili zvysit zrozumitel'nost preberaného gramatického
javu 1 pravdepodobnost’ vizualneho zapamdtania si uciva, pouzitim obrazkov zase
pritazlivost’ textu pre Studentov. Simulované priklady skuto¢nych textov maju Studentov
lepSie pripravit’ na zadverecné testovanie. Pouzivanie ucebnice odhalilo aj isté nepresnosti, na
ktoré samozrejme Studentov upozoriiujeme a ktoré¢ budu v budicich vydaniach odstranené.
Dufame, Zze ucebnica ma potencial byt pomdckou pre Studentov nielen pocas samotného
semestra, ale aj neskor pocas d’alsich rokov ich Studia.
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VYUKA PUBLIKACNICH DOVEDNOSTI V ANGLICTINE

TEACHING PUBLISHING SKILLS IN ENGLISH

Ivana Mic¢inova

Abstrakt

Téematem prispévku je shrnuti zkuSenosti z vyuky publikacnich dovednosti v anglictiné v
humanitnich a spolecenskych veédach na FFUK Praha. Zaméiuje se na vytvareni sylabu,
materiali a didaktického pristupu specializovaného kurzu, pri jehoz koncepci je nutné brat v
potaz vstupni uroven studenti, jejich motivaci, analyzu potreb budoucich akademikii, poznatky
zanrové analyzy odbornych a védeckych textit a stylistické normy vedecke komunity. K témto
vyukovym parametriim budou predkiddana didakticka reseni a jejich zhodnoceni z hlediska
efektivity procesu uceni.

Kli¢ova slova: akademické psani, publika¢ni dovednosti, stylistika, tvorba sylabu, Zanrova analyza.

Abstract

This paper summarizes experience from the course on teaching publishing skills in English in
Humanities and Social sciences at the Language Centre of the Faculty of Arts Charles
University. It focuses on syllabus design, materials design and didactic techniques, all of
which take into consideration entrance level of language proficiency, motivation, prediction of
needs of future academics, including insights from genre analysis of scientific texts and
stylistic norms of the academic community. These course underpinnings are addressed by
didactical solutions and their assessment in terms of learning effectivity.

Key words: academic writing, syllabus design, stylistics, genre analysis, publishing skills.

1 Uvod

Tématem piispévku je shrnuti zkuSenosti z vyuky publikacnich dovednosti v angli¢tiné¢ v
humanitnich a spole¢enskych védach na Filozofické fakulté¢ Karlovy univerzity. Publikovani
vysledki védecké prace v cizim jazyce, pfedevSim v anglictin€é, je nyni povazovano za
samoziejmou soucast akademické a védecké prace. Z tohoto divodu se jevi jako nutnost
koncipovat vyuku akademického jazyka na vysokych Skolach jiz od urovné bakalarského
studia tak, aby vytvofila pfedpoklady k soustavnému rozvoji psani v cizim jazyce. Tento
pfispévek se zaméfuje na vytvareni sylabu, materidld a didaktického pfistupu
specializovaného kurzu, ktery si klade za cil vytvofit dalsi dil v ucelené koncepci rozvoje
psani, jak ho nabizi Jazykové centrum FF UK. Tento dvouhodinovy jednosemestralni kurz
vznikl za podpory FF UK v roce 2014 jako volitelny pfedmét v ramci odborné cizojazy¢né
pfipravy a ma za sebou tfileté pilotni obdobi, béhem n&hoz dochazelo k postupnému
dopliiovani témat a hledani pfimétené rovn€ a naro¢nosti kurzu. V zavéru piispévku budou
predkladana didakticka feSeni a jejich zhodnoceni z hlediska efektivity procesu ucent.

Pti ptipravé koncepce kurzu bylo nutné brat v potaz vstupni uroven studentii, kterd byla
nastavena na B2 podle CEFR, a jejich spiSe omezené akademické zkuSenosti, které brani
porozumét do hloubky vyzkumnym otazkdm védeckych ¢lanki, které se staly zédkladnim
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zdrojem pro tvorbu vyukovych materialti. Kurz se nabizi prozatim ve varianté, ktera slucuje
studenty bakalafského, magisterského i doktorského studia, respektive nevylucuje zddného
zajemce o problematiku akademického psani. Toto uspotadani sice neumoziuje zacilit kurz
vyraznéji na potieby studentll doktorského studia, ale na druhé strané poskytuje jedine¢nou
moznost sdilet zkusenosti a ambice talentovanych studentl ze vSech typu studia.

Po ptredchozich zkuSenostech nabizi kurz predev§$im moznost rozvoje akademického psani
orientovaného na zvySovani vnimavosti k procesim, které¢ tidi a ovliviluji psani, a na
efektivni vyuziti rétorickych postupli. Rovnéz se zamétuje na organizaci textu, jeho vnitini
soudrznost (cohesion), logickou propojenost a plynulost (flow), na normy, které panuji ve
svété védy a vyzkumu v anglosaském prostfedi, a na vyvazeny pomér prostiedkl klasické
rétoriky a sociolingvistickych poznatkli, které vytvareji specifikum védeckého stylu
vyzkumnych ¢lankt (PRIOR 2006: 54-66).

Vzhledem k jistym stylistickym odliSnostem, které se etablovaly v nékterych védnich
disciplinach, a rovnéz kvili doznivajicimu tradi¢nimu pojeti ¢eského odborného stylu, se
ukazalo jako ptfinosné poukazat jednak na rozdily mezi ¢eskou a anglosaskou normou, jednak
na rozdily mezi jednotlivymi autory, coZ pomahalo vytvafet vnimavost viici kvalitn€ a méné
kvalitné zpracovanému textu, at’ uz je napsany ¢esky ¢i anglicky.

2 Analyza potieb a principy tvorby sylabu kurzu

Analyza potieb studentll kurzu vychdzi z jejich aktualni situace a z predikce jejich dalSiho
vyvoje. V bakaldiském a pozd€ji v magisterském studiu je cilem vyuky zpfesnovani
porozuméni védeckému textu a rozvoj akademickych dovednosti (DE CHAZAL 2014),
koncentrace na rozvoj dovednosti souvisejicich s akademickym ¢tenim (KHALIFA a WEIR,
2009) a akademickym psanim (WEIR 2007), vnimani textovych prostfedki a konstrukce
textu, tj. vnimani toho ,,co texty dé¢laji a jak to délaji (BAZERMAN a PRIOR 2004) a
vnimani zanrovych odlisnosti (SWALES 1990). Produktivné se ocekava, ze student bude
schopen kvalitn€ zpracovat v cizim jazyce abstrakt a shrnuti /resumé).

Na urovni doktorského studia je tieba se zaméfit na porozuméni slozitych a detailnich
argumentaci, analyzu protichidnych tezi, vysledkli a zavéri, komparaci a formulaci
teoretickych konceptt, ale 1 sledovani odbocek od hlavniho tématu. Protoze se ocekava, ze se
student diive ¢i pozdé&ji zapoji do badatelské ¢innosti, bude nucen publikovat nejen
V mateiském, ale 1 v cizim jazyce. Pfedpokladem je, ze zvladne napsat slozité¢ formatované
delsi texty, vlastni ¢lanky, kapitoly v publikacich apod.

Vychodiskem kurzu jsou ocekéavani cCtendie, rovnéZz clena akademické komunity, ktery
posuzuje text na zakladé¢ podvédomého srovndvani s jinymi texty, jez jsou pro danou
disciplinu reprezentativni. Jakmile text vykazuje nedostatky v oblasti stylu, organizace
mySlenek a jazykového ztvarnéni, je autor vyzvan, aby text pfepracoval, aniz by doslo na
hodnoceni, zdali text spliiuje pfedepsané naroky po strance obsahové. Proto je dulezité, aby se
studenti seznamili s funkéni stylistickou analyzou kvalitnich textd a zvySovali svoji
vnimavost vici aspektiim, které zakladaji kvalitu védeckého textu po strance jazykové.

Zdrojem textll do kurzu jsou odborné publikace, pfirucky akademického psani a pivodni
vyzkumné védecké c¢lanky z oblasti pedagogiky, psychologie, kognitivni v&dy, sociologie a
jejich dalsich piesahd. Didaktické a lingvistické principy sylabu kurzu jsou zakotveny
V duchu socidlniho konstruktivismu v kontextu LAP/EAP (DUDLEY-EVANS a ST JOHN
1998), stylisticky se pak odvijeji od norem, s nimiz se ztotoziluje akademicka komunita a
které vytvareji typické rysy védeckého stylu, jak je didakticky zpracovali autofi J. Swales a
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Ch. Feakova do ptirucky akademického psani Academic Writing for Graduate Students
(2012).

3 Vybrané rysy védeckého stylu a jejich didaktické ztvarnéni
3.1 Pozice autora a jeho piitomnost v textu

Ve chvili, kdy se student zméni v samostatné¢ho autora, ktery jiz své kvalifika¢ni predpoklady
prokazal, méni se 1 jeho pozice jako pisatele textu. Uz nejde o pregradudlniho studenta, ktery
musi naro¢né prokazovat, co vSechno prostudoval, a ktery si zpravidla podrzuje zna¢nou
skromnost ve formulaci hodnoceni poznatki, k nimz dospéli jini autofi, a proto ve svych
zavérech hojné vyuziva ,,opatrny* jazyk (hedging) a vyrazn¢ se opira o zavéry renomovanych
autortl.

Z tohoto ditvodu se kurz vénuje na zacatku vnimani toho, jak autofi vyuZzivaji jazykovych a
stylistickych prostiedki k tomu, aby etablovali svoji pozici bud’ jako zacinajicitho nebo
zkuSené¢ho badatele. Prvni, ¢eho si studenti vS§imnou pii analyze védeckého vyzkumného
¢lanku, jsou nasledujici poznatky. Je tam ,,podeziele malo citaci a ivodni partie, které se
vénuji shrnuti dosavadnich poznatkd, jsou ,,pfili§ strucné a kratké*. Porovnavaji to se svymi
bakalafskymi a magisterskymi pracemi, kdy piehledové studii vénovali desitky stran, aby
zdokumentovali dosavadni stav poznani. Proto se kurz zamétuje na otazky, jak text ovliviiuje
to, kym je napsan, k jakému ucelu a pro jaké publikum je urcen. K tomu vyuziva adaptace
didaktickych ukoli z vyse zminéné piirucky (SWALES a FEAK 2012: 4-14, 53-54), ktera
upozorniuje na fakt, ktery bezesporu plati pro publika¢ni dovednosti.

Pokud toho ¢tenat vi méné nez autor, pak je cilem autora seznamit publikum se
svymi poznatky. Pokud toho publikum vi vice nez pisatel textu, pak je cilem autora
projevit obeznamenost, odbornost a davtip. (2012: 6)

Studenti pregradualniho studia ptirozené tihnou ke kompilacim z mnoha zdroji a zachovavaji
si tuto tendenci i béhem doktorského studia, jak ukazuji zkuSenosti s hodnocenim
piedlozenych textl v ramci doktorské zkousky z ciziho jazyka. I z tohoto diivodu je nutné
vést studenty k tomu, aby aktivnéji prezentovali sva stanoviska, pokousSeli se samostatné o
komparaci dostupnych zdrojii a hodnocenti jejich pfinosu a formulovali své postoje vhodnym
jazykem. I toto je znamkou, ze pisatel jiz vyrostl z ,,uciiovskych let* a stal se samostatnym
badatelem.

3.2 Funkce, organizace a plynulost textu

Psani je na rozdil od mluveného projevu dovednost, kterou se clovek musi ucit formalné a
systematicky. Tim nejptirozenéj$im zplisobem je sice Cteni, ale pravé na zdkladé cetby méné
zdatilych textl studenti nabyvaji mylného dojmu, Ze praveé ty jsou modelem, k némuz by méli
smétovat. Jak uvadi Steven Pinker (2015: 42), jde o krkolomné ztvarnéné texty plné médnich
klisé (napf. ,,think out of the box*) a rétorickych obratii, jez maji za kol navodit dojem, Ze
jde o v&decky styl. Jsou to texty plné obecnych tvrzeni ¢i radoby védecky znéjicich formulaci
a vyrazi, jaké zname 1 z ¢eského védeckého stylu (napt. naduZivané vyrazy typu ,,diametralné
odli$ny*, ,kvalitativné vyssi Groven* apod.). Druhou stranu téZe mince tvoii texty, které jsou
sice vynikajici po obsahové strance, ale po strance organizace textu, jeho koheze a koherence
kladou na ¢tendfe obrovské ndroky, protoZze musi vynakladat nadmérné usili, aby vyznam
textu zkonstruoval a interpretoval.
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Jako ukdzku takto narocného, ale stylisticky méné zdatilého textu uvadim v ptiloze tryvek
z knihy Daniela Kahnemana Thinking Fast and Slow (2011:73), ktera je jinak velmi
hodnotnym a zasvécenym pravodcem, jenZ poméaha porozumét tomu, jak probihaji kognitivni
rozhodovaci procesy. V kurzu slouzi tato ukazka k tomu, aby u studentt rozvijela kritickou
vnimavost i vic¢i témto parametrim textu a napravovala myty o akademickém psani nejen
V cizim jazyce.

3.3 Lingvistické zvlastnosti védeckého stylu

Pokud jde o lingvistické zvlastnosti védeckého stylu, kurz vyuziva predevsim shrnujici
poznatky z ptirucky Adama Wallworka English for Research: Usage, Style and Grammar
(2012). Vétsi pozornost vSak vénuje pouze nominalizacim, participiim, posesivnimu genitivu
(napf. ,student’s writing” versus ,student writing™), pouzivani ¢lenti v protikladu
S ustaleny