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1.INTRODUCTION

The present thesis focuses on teaching grammadreircantext of in-company language
training in the Czech Republic. Teaching grammapasghaps one of the least favourite
areas of language studies and definitely one ofntlbst sensitive areas which provoke
heated discussions among learners, especially kdutiers who already have experience
with studying a language from a state school. Tla@esarguments against and there are
arguments for teaching grammar. However, what shailways be kept in mind when
presenting such arguments is the context in wHiehléarner needs to use the language

and the reason why they are studying it.

The aim of the present thesis is thus not only &prnthe characteristics of language
teaching in in-company courses and in-company &ainview of the importance of
studying grammar, but it also endeavours to descsich a way to approach teaching

grammar that would bring grammar closer to theampany learners’ context and needs.

There is a vast array of materials dealing withchézg English or teaching grammar.
Some of them are more academic, some of them are practical and adapted for the
teachers’ use. However, there is a lack of matedahling with the unique situation of in-
company courses in which the language schoolsttadteachers, find themselves in the
position of someone being paid for providing a &gr¥o a demanding client. Therefore, if
the teachers know their students need to work amgrar more, they frequently have to
look for a way to ‘sell’ the often unpopular gramma the learners as a ‘product’ they
need for their further development and success thasis observes teaching methods and
coursebooks with the context of in-company counsesnind and suggests the most

suitable solutions.

The thesis is divided to two main parts which coenpént each other. The first part

constitutes of the theoretical background to fardmnguage teaching and the theoretical
background to in-company courses and in-comparyées. The second part presents a
pedagogical research which is based on a quawngtgtialitative needs analysis survey

among in-company learners. The information discedein this survey is then used to
10



relate the in-company courses to the most freqteathing methods and to discuss the
suitability of these methods for this specific tygfdearners. The next step is analysing the
approach to teaching grammar adopted in two modaunsebooks devoted to in-company
learners. The conclusion summarizes the implicatiai the research and makes

recommendations.
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2. THEORETICAL BACKGROUND: FOREIGN LANGUAGE

ACQUISITION, TEACHING METHODS GRAMMAR

2.1.LINGUISTIC PRINCIPLES OFSECOND/ FOREIGN LANGUAGE ACQUISITION

2.1.1WHAT ISSECONDLANGUAGEACQUISITION

Before we can discuss the acquisition of a secarfdreign language, we need to define
the concept of a second or foreign language it3&lere are more points of view on what
constitutes a second language. The present théslsewsing the term ‘second language’
in line with the approach adopted in Ellis (199¢t@ding to which the term “second”
can refer to any language that is learnt subsedodahie mother tongue. Thus, it can refer
to the learning of a third or fourth language. Al&s®cond” is not intended to contrast with
“foreign™ (Ellis, 1997: 8).

To be able to understand how learners achieve cdemge in a language and what
facilitates this process, it is necessary to inigad the Second Language Acquisition
theory. We can consider Second Language Acquisii@ory as a part of theoretical
linguistics which consists of five hypotheses désieg how learners gain the knowledge
of a language. These hypotheses are The Acquistibearning Distinction, The Natural

Order Hypothesis, The Monitor Hypothesis, The Inpiypothesis, and The Affective

Filter Hypothesis (Krashen, 1981).

The Second Language Acquisition theory works witle tconcept of a Language
Acquisition Device which is an innate mental capamdependent of a specific language
which enables a person to learn and use a langoagepther words ‘the natural learning
abilities of the human mind’ (Cook, 1993: 54). Téxdstence of a Language Acquisition
Device together with Chomsky's concept of Univer&lammar helps to explain the
logical problem of ‘poverty of stimulus’ during lgnage acquisition. As White puts it,
‘learners come to know properties that go far beythe input’ which suggests that there

are features of language that do not have to baddaat all and which we are already born

12



with (White, 1998: 2). The logical problem of ‘pate of stimulus’ appears during both
the acquisition of the first and the second languagmely there is a mismatch between

the input of primary linguistic data and the outeoim the form of grammar (White, 1998).

Universal Grammar can be seen as a primary acadiémay of learning our mother
tongue but with second language acquisition, tiaeeemore theories. Especially theories
which support the idea that there is a critical/agtcal period in language acquisition
claim that after this period Universal Grammar éslonger ‘available’ to the learner of a
second language in its full form (cf. Cook, 1993t).5In case of second language
acquisition it can be argued that the grammar efrtiother tongue facilitates some of the
processes, however, according to White, it is fssio demonstrate the operation of
universal grammar even on examples when the piepest the second language ‘could
not have been learned from input alone or from inpus non domain-specific learning
principles or from the L1 grammar alone’ (White 989 2). Nevertheless, we should bear
in mind that ‘universal grammar provides constigioh possible grammars in the course
of acquisition, it is not, of itself, a theory otquisition’ but constitutes only a part of

Language Acquisition Device (White, 1998: 2).

2.1.2. THE ACQUISITION-LEARNINGDISTINCTIONHYPOTHESIS

The acquisition—learning distinction hypothesisiak that ‘adults have two distinct and
independent ways of developing competence in ansed@anguage’, namely language
acquisition and language learning (Krashen, 1981:10The first type, language
acquisition, can be compared to, if not equalledhe way children develop competence
in their first language because it is a subconscioocess when we are only aware of
using the language for communication but not ofuaagg it. Consequently, as the
acquisition is subconscious, so is our knowledgethef rules or the grammar of the
language. When we acquire language, we can dissimgai correct structure from an
incorrect one but we are not able to say whyimé®rrect and which rule was violated. On
the other hand, language learning is a consciooseps when we are fully aware of the
existence of the system of grammatical rules ofréspective language. When we learn a

language, we do not rely on intuition but can idgrnwhich rules needs to be followed and

13



why. Contrary to the assumptions that ‘childrenuaegwhile adults can only learn’, the
acquisition-learning hypothesis states ‘that adalée acquire, that the ability to “pick up”
languages does not disappear at puberty’ becausdtsacan access the same natural

“language acquisition device” that children usetdg&hen, 1981: 10).

The distinction between learning and acquiringrayleage is also useful for the approach
to error correction. While during conscious langaidgarning it is ‘thought to be useful’
and should help us orient ourselves within the gnatical rules, during subconscious
language acquisition error correction has verielitr no effect at all (Krashen, 1981: 11).
Krashen’s observation is in line with Chomsky'simighat ‘the most crucial fact about
language learning is that it proceeds on the bafsfairly simple data with no need for
training or instruction or even correction of erar the part of the speech community’
(Chomsky, 1988: 70). Despite the fact that Chomségd the term ‘learning’, the way he
works with this concept is more similar to what 8man calls ‘acquisition’.

Krashen’s view of adults being able to access #mesdevice as children has, however,
been severely criticised by many adherents of titecal age hypothesis according to
whom the innate abilities to acquire a language &ding at the age of six. In addition to
that, Krashen does not even specify what age leeastly referring to when he refers to
the language acquisition device ‘children’ use aodh information would very much be
needed as ontogenetically there are enormous eliifes between children of different

ages.

The view of learning and acquisition can be reladhe context of foreign language

instruction also in the words of Mothejzikova,
It seems a valid distinction between language céempe that “comes natural”
through social interaction and language competémaeis systematically induced
through formal instruction in the artificial classim environment. Thus seen, L1
learning seems to be mostly the continuation diyearquisition plus some learning
[...], while L2 learning is largely learning accompash — or rather usually
followed, after the programme — by some languagguiattion. (Mothejzikova:
1988, 24)

14



2.1.3.THE NATURALORDERHYPOTHESIS

The Natural Order hypothesis came with the ided thaquisition of grammatical
structures proceeds in a predictable order. Actpiiog a given language tend to acquire
certain grammatical structures early, and othees’l&Krashen, 1981: 12). The studies into
natural order first started in 1973 with childrerdaheir first language but as early as 1974
it was reported that even children acquiring seclamgjuage display a natural order in
acquiring grammatical structures and in the sana {genatural order for adult subjects,
an order quite similar to that seen in child sectardjuage acquisition’ was reported by
Bailey, Madden and Krashen (Krashen, 1981: 12). él@w, the fact that even second
language learners show a natural order does nonh rttea natural order for the first
language is identical with the natural order of $eeond language. According to Krashen,
the Natural Order hypothesis proves the operati@anannate language acquisition device
because acquirers tend to make very similar ersargalled developmental errors, during

certain stages of acquisition (Krashen, 1981: 14-15

This hypothesis can make us think that the sylditanguage courses and the order of the
contents of language coursebooks should conforrthéonatural order of acquisition.
However, Krashen is against this idea and he funtihemotes ‘[rejecting] grammatical

sequencing in all cases where our goal is langaagaisition’ (Krashen, 1981: 14).

2.1.4. THE MONITORHYPOTHESIS

We have stated above that the acquisition-leardlisgnction hypothesis presents two
distinctive ways to gain linguistic competence. Thenitor hypothesis builds on this idea
and explains how these two ways are used in selemgdiage performance. According to
the monitor hypothesis, ‘acquisition “initiates” routterances in a second language and is
responsible for our fluency’ whereas ‘[learninglshanly one function, and that is as a
Monitor, or editor’ of our utterances (Krashen, 1985). This hypothesis implies that
learning and the knowledge of formal rules has amlfairly limited influence on our
second language performance. It further claims ‘detond language performers can use
conscious rules only when three conditions are nftashen, 1981. 16). These
conditions are time, focus on form, and knowledfj¢he rule. These rules are necessary,

but not sufficient, which means that even if alltikém are met, the performer may not be
15



able to use his or her conscious knowledge of taenmatical rules. The use of a monitor
during performance allows the performer to incliteéens which are not yet acquired but
only learned, however, Krashen asserts that ‘angtt@ss than a real grammar test will not
bring out the conscious grammar in any force’ (lKkeag 1981: 18). The personality of the
performer is crucial for the most efficient useaomonitor. According to how performers
apply monitor, they can be divided into monitor wusers, monitor under-users and
optimal monitor users. Optimal monitor users useniteo only when it does not impede
communication and monitor under-users rely completsn the acquired knowledge.
Monitor over-users apply the monitor too much daedheir personality which does not
allow them to trust their competence even if thayenenough acquired knowledge or due
to their previous studies, especially if they weaaght only grammar, had no chance to

acquire the second language and had only the apptyrto learn it (Krashen, 1981: 19).

2.1.5. THE INPUTHYPOTHESIS

Based on the findings of the previous hypothedes)riput hypothesis tries to answer the
question — ‘How do we encourage acquisition as spg@do learning?’. ‘We acquire [...]
only when we understand language that containstanelthat is “a little beyond” where
we are now’ that is ‘we move from staigevherei represents current competence, tol,
the next level [by meeting] a necessary (but nificsent) condition [...] that the acquirer
understand input that contains 1, where “understand” means that the acquirtyassed
on the meaning and not the form of the message.Thid is done with the help of context
or extra-linguistic information. [...] When communima is successful, when the input is
understood and there is enough of #,1 will be provided automatically’ (Krashen, 1981
21). To make the communication successful, it easary to modify the teacher input and
‘rough-tune’ it to the level of the students. Whis criterion is met, ‘the classroom may
be an excellent place for second language acansitit least up to the “intermediate”
level’ (Krashen, 1981: 30).

Traditionally, most of second language teachingasducted in contrast to the Input
hypothesis and the approach is based on the id¢avehfirst need to learn the structures
thoroughly and only then can we use them in compatimn which is how fluency

develops (Hatch, 1978: 401 — 435). However, adgpdiristructure of the day” approach

when both the teacher and the student know thahtie aim of the lesson is to practice a
16



chosen grammar point and to proceed to anothert poice the aim has been reached,
‘may even be harmful’ (Krashen, 1981: 22). To supfas view Krashen lists a summary
of reasons against the grammatical syllabus antsthesture of the day’ approach:
(1) All students may not be at the same stage."Stnacture of the day" may not be
i+1 for many of the students. With natural communiaaimnput, on the other hand,
somei + 1 or other will be provided for everyone.
(2) With a grammatical syllabus, each structurpresented only once. If a student
misses it, is absent, is not paying attentionf ¢tnere simply has not been enough
practice (input), the student may have to waitlurekt year, when all structures are
reviewed! On the other hand, roughly-tuned compmsitde input allows for
natural review.
(3) A grammatical syllabus assumes we know the roofleacquisition. No such
assumption is necessary when we rely on comprdsiensiput, on roughly tuned
natural communication.
(4) Finally, a grammatical syllabus, and the resgltgrammatical focus, places
serious constraints on what can be discussed. Twm,oit is difficult, if not
impossible, to discuss or read anything of rearggt if our underlying motive is to
practice a particular structure. In other wordsggrammatical focus will usually

prevent real communication using the second lang(idgashen, 1981: 25-26).

2.1.6.THE AFFECTIVEFILTERHYPOTHESIS

The Affective Filter hypothesis explains how affeetvariables of the learner, which can
be categorized as motivation, self-confidence,-as&téem and anxiety, influence the
process of language acquisition. The affectivefilprevents input from being used for
language acquisition and thus acquirers with optiatétudes [...] are hypothesized to
have "low" affective filters’. Classrooms that encage low filters are those that promote
low anxiety among students. [...] The Affective t&il hypothesis implies that our
pedagogical goals should not only include supplyocagnprehensible input, but also
creating a situation that encourages a low filtg¢rashen, 1981: 32). The affective
characteristics of an adult language learner vélfdrther discussed in chapter 3.2.2. as it

Is immensely important in the context of languageing.
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2.1.7. THEORY ANDIEACHINGPRACTICE

‘As well as being rational, informed, planned armhsidered, teaching and research are
also intuitive, original, improvised and instinaiRichards, 2003: 297). There must be a
mutual symbiosis of the theory, practice and imuit In the past, the teaching ‘materials,
and many books on methodology, [were] based prignan what [seemed] to work in the
classroom, and only rarely on a theory’ which ledhe design of a diagram showing how
the ideal relationship between theory, applieddistics research, ideas and intuitions and
language teaching practice should look like (Krasli®81: 4-6). The diagram in Figure 1
stresses the importance of mutual interconnectedmssveen the bases on which language

teaching practice should be built.

Figure 1 Ideal relationship between theory, apbliguistics research, ideas and intuitions amdjleage

teaching practice (Krashen, 1981: 4)

Second language S L
Applied linguistics researc Ideas and intuitions

h
acquisition theory < <

\ Language teaching praCti‘/

The inevitable interconnectedness of theory, rebeqractice, and intuition, is proven by

many teachers and it is also mirrored in Mothejeéke answer to the question whether

language teaching is an art or a science,
The answer to the question [...] seems, then, tdhaelanguage teaching must be
both an art and a science. To the extent thatntanes an art, it permits the
individual teacher to exercise such personal gifts/he may be endowed with. To
the extent that it can be related to a sciencecienses and thus itself become an
applied science, it can be developed in a cohavagt be given continuity, and be
taught’ (Mothejzikova, 1988: 13).

18



2.2.A SELECTION OFTEACHING METHODS AND THEIR RELATION TO GRAMMAR

In this section we are going to look at some frtwn tast portfolio of methods of teaching

a foreign language and their relation to teachiragrgnar. There are many more methods
than will be discussed in this chapter (cf. for mmpée Polakova, 1991) but the present
thesis aims at describing only the most frequeatligd methods that are relevant to the
context of in-company courses and only to suchrgxds to introduce their main treatment
of teaching grammar.

2.2.1.APPROACH METHOD, TECHNIQUE

Before we discuss the individual methods, it isessary to differentiate and define the
differences between what a method, an approachadaedhnique is. The definitions this
paper adopts and uses are based on those sugdgstddthejzikova who sees their
arrangement as hierarchical because ‘techniqueyg oat a method which is consistent
with an approach’ (Mothejzikova, 1988: 221).

An approach is the top of the hierarchy and iteBrebd ‘as a set of correlative assumptions
dealing with the nature of language and the natfifanguage teaching and learning. [...]
It states a point of view, a philosophy’ (Mothejitd, 1988: 222).

A method is lower on the hierarchy as it ‘is anralleplan for the orderly presentation of
language material, no part of which contradicts] atl of which is based upon, the
selected approach. An approach is axiomatic, a adeth procedural’ (Mothejzikova,
1988: 223). This means that within one approaehetitan be more methods which can
mirror the situation or the needs of the studeAts.there are more methods within an
approach, there can be more techniques within hodet

A technique is the implementation of the methodsitwhat actually takes place in the
classroom. It is a particular trick, stratagem, aantrivance used to accomplish an
immediate objective. [...] Techniques depend on tbacler, his [or her] individual

artistry, and on the composition of the class’ (Mgzikova, 1988: 224).
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2.2.2.GRAMMARTRANSLATIONVIETHOD

The Grammar-translation method is a traditionalhodtwhich ‘dominated European and
foreign language teaching from the 1840s to thed494nd in modified form it continues
to be widely used in some parts of the world tod@ichards, Rogers: 2001: 6). This
method focuses on explaining grammar rules to stisdby exposing them to sample
sentences and on memorizing bilingual lists of botary. This stage is followed by a
heavily controlled practice stage in the form ainlation exercises and all the tuition and
explanation is conducted in the native languagthefstudent, not in the target language
(Harmer, 2007b: 48, Krashen, 1982: 127-128). Cyeadammar rules play the main role
in this method. The grammar-translation method ctes peopleabout language but
doesn't really help them to communicate effectivweith it’ (Harmer, 2007b: 49) and ‘the
focus is entirely on form, and not meaning’ (Krash@982: 128)so learning always
precedes acquisition, if there can be any. In addito that, this method ‘violates nearly
every component of the Input Hypothesis, andtihéefore predicted that this method will
have the effect of putting the student "on the nigifee". Students are expected to be able
to produce immediately, and are expected to bg fdkcurate. Anxiety level [...] is also
raised for some students [...]' (Krashen, 1982: 129).

2.2.3.AUuDIO-LINGUAL METHOD ANDPPP

The audio-lingual method is based on behavioupgtr@ach to learning (Harmer, 2007b:
49). At the beginning of the lesson, students @ihicfocus on a dialogue which contains
the target language of the lesson. This methoaawvily teacher-centred but there can be
some amount of student-student interaction. It Ive® a lot of drills because the
behaviourist approach is based on the idea thatnieg is the result of habit formation,
where performing the correct response to a stimueans that a reward is given; constant
repetition of this reward makes the response auiomBhis procedure is referred to as
conditioning.” (Harmer, 2007b: 49). The audio-liajmethod is connected with the ‘mim-
mem’ technique because students are asked to ‘mamicthus eventually ‘memorize’ the
dialogue and ‘the goal is the memorization of theodjue, not the comprehension of a
message. [...] Indeed, according to some practitgribe idea behind pattern practice is to
avoid meaning altogether’ (Krashen, 1982: 130-131).
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Regarding grammar structures, ‘audio-lingual teagloften results in inductive learning,
the student attempting to work out a conscious oul¢he basis of the dialogue and pattern
practice, with the explanation section servingaafecm or disconfirm his guess. There is
thus no explicit attempt to restrict learning téesuthat are learnable, portable and not yet
acquired‘(Krashen, 1982: 132). However, the ‘exptaon section is considered optional’
within this method (Krashen, 1982: 130).

A later development of the structuralist audio-iag method resulted in its modern
equivalent — the PPP which stands for Presentaficactice, Production sequencing of the
lesson (Harmer, 2007b: 50). During lessons follgptine PPP structure, students are first
presented with the target language of the lessdnttaan teacher explains its meaning and
form, next students get an opportunity to pradie structure in a controlled activity, and
the last stage is a freer production related tosthdents themselves or other situations in
the real world. ‘The PPP procedure is still widaged in language classrooms around the
world, [... and most] modern coursebooks includanegles of PPP grammar and
vocabulary teaching which have retained elemensdrattural-situation methodology and
Audio-lingualism. But [...] PPP [... can be] vepalning-based [...] and takes little account
of students’ acquisition abilities’ (Harmer, 200B®).

2.2.4 DIRECTMETHOD

The term ‘Direct method’ is used for various methadit how we see it in this paper is in
line with Karshen’s focus on ‘de Sauze's method #@sdpresent day versions’ and
principles which say that ‘all discussion, all dasm language, is the target language’
(Krashen, 1982: 135). This means that the studeetdirectly immersed into the language
they are studying. This method is very teacherreenand the teacher is the ‘model’ as
s/he provides model language containing the tastyatture or vocabulary in a dialogue
which tries to engage the students and infereneentbaning of the new subject matter.
After several exchanges or dialogues, the studexiisce the rule with the help of the
teacher who explains the rules in the target laggKrashen, 1982: 135). Despite using a
lot of dialogues, ‘the goal of the lesson [...]geaammar teaching [and consequently]
discussion is always meaningful, but is rarely gesly communicative’ (Krashen, 1982:
136). Apart from not bringing real communicationtoinclass, ‘[tjhe insistence on

grammatical accuracy at very early stages, theotiseror correction, and the grammatical
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focus of the course may cause anxiety and a higdr fior all but the most dedicated
Monitor user’ (Krashen, 1982: 136). The outcoméhas method is that students ‘are soon
able to initiate discussion with the teacher arldcagestions about grammar. Some of this
conversational, or better, "classroom competenak'be useful on the outside, but some
will not. There is no explicit goal of providing dts for conversation with a more

competent native speaker’ (Krashen, 1982: 136).
2.2.5. TOTALPHYSICALRESPONSE

Total Physical Response, or TPR, is based on stsideliowing progressively more
complex commands given by the teacher and perfgthiae actions s/he asks them to do.
‘Students speak only when they are "ready"”, whishally occurs at around 10 hours of
instruction, and consists of student commandshéntypical TPR class [...], the first few
months [...] would consist of 70% listening commesion (obeying commands), 20%

speaking, and 10% reading and writing’ (Krashei821940).

As regards grammar, ‘each lesson does have a griacahfacus in TPR. In other words,
commands contextualize various points of grammat. The assumption of TPR is that
grammar will be learned inductively [...]" (KrashelP82: 141-142). An advantage of TPR
Is that it lowers students’ anxiety because ‘sttslane not asked to produce in the second
language until they themselves decide they areytdad on the other hand ‘[i]t may fail to
completely satisfy the interesting/relevant requieat [...] because of constraints imposed
by the continuous use of imperatives and the gramalafocus of lessons’ (Krashen,
1982: 142).

2.2.6.COMMUNICATIVELANGUAGETEACHING ANDTASK-BASEDLEARNING

Communicative Language Teaching was on the one adfi¥0’s reaction to most of the
methods preceding it, especially the Grammar-tediasi method and Audio-lingual

method including its extension into PPP, and ondtieer hand a reaction to the new
situation on the labour market in the British Erepivhich was being flooded by workers
from the colonies who needed to communicate tobeeta survive in the new country and

find a job and who came from a heterogeneous |lageaeea.
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The main principles of the communicative methodthed ‘language is not just patterns of
grammar with vocabulary items slotted in, but alsmlves language functions [...] which
students should learn how to perform using a wardtlanguage exponents [...] and if
students get enough exposure to language, andtappms for language use — and if they
are motivated — then language learning will take cd itself’ (Harmer, 2007b: 50). There
iIs a ‘strong’ and a ‘weak’ form of the CommunicatiLanguage Teaching. ‘The weak
version [...] stresses the importance of providingriers with the opportunities to use
their English for communicative purposes and, attarastically, attempts to integrate such
activities into a wider program of language teaghif...] The ‘strong’ version of
communicative teaching, on the other hand, advatieeslaim that language is acquired
through communication, so that it is not merelyugsiion of activating an existing but
inert knowledge of the language, but of stimulatthg development of the language
system itself’ (Howatt, 1984 279).

A further development of the Communicative Langud@gaching is Task-Based learning
in which ‘the emphasis is on the task rather ttenlanguage’ and students try to ‘perform
real-life tasks’ (Harmer, 2007b: 51). This mearst tinstead of language study leading to
a task, the task itself is the main focus and jungqumff point for (possible) subsequent
study later’ (Harmer, 2007b: 51). As a result, hasyis of a course based on Task-Based
Learning is not focused on the grammar points teecobut rather on a list of tasks or
activities the student will learn to perform. Lessausually start by introducing the topic
and the task. This introductory stage ‘is followsda task cycle where the students plan
the task, gathering language and information td,cend then produce the piece of writing
or oral performance that the task demands’ (Harr2@9,7b: 51). Only after the task is
completed, is the language used to perform theanakysed, corrected and improved so it
‘is a significant departure from the original PRRj$ence, since it takes the third element
(production) as the starting point, not the endiapof the procedure’ (Harmer, 2007b: 51).

2.2.7.NATURALAPPROACH

A method which is actually labelled ‘approach’ kg name is the Natural approach.
During classes conducted in line with this methotst of the time is allocated to
providing input and ‘[the] teacher speaks only taeget language in the classroom.
Students may use either the first or second largudghey choose to respond in the
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second language, their errors are not correcteg@sancommunication is seriously
impaired’ (Krashen: 1982, 138). What is especiatiportant with this method is student’s
home preparation. The homework assigned is frequgrammar-based and it is at this
time that students should focus on correction drcggrection because during homework
they should not focus on meaning, as they do ircthgsroom, but on the form, rules and
learning (Krashen: 1982, 139).

2.2.8.ECLECTICMETHOD ANDESA— ENGAGESTUDY ACTIVATE

Nowadays, most language teaching, including thecomelucted by major Czech language
schools, is eclectic. Eclecticism selects the rsagable techniques of the previously used
methods and tries to blend elements which meen#sels of the students. It therefore
refutes the idea of seeing the current period mguage teaching as post-methodical or a-
methodical and presents synthesis of previous dpuetnts and discoveries. As Harmer
puts it
Such eclecticism [...] is a proper response toct@peting claims of the various
trends [...]. However, the danger of eclecticisrthiss possible conclusion that since
we can use bits and pieces from different theaaie$ methods, “anything goes”.
Our lessons can then become a disorganised radldiffevent activities with no
obvious coherence or philosophy to underpin thelnis Tan be just as damaging as
the methodological rigidity that eclecticism ainasreplace. However, eclecticism
that makes use of an underlying philosophy andctira, in other words, a
principled eclecticism avoids these risks. Beligvihat students need exposure,
motivation and opportunities for language use, ackihowledging that different
students may respond more or less well to diffestimuli, it suggests that most
teaching sequences need to have certain charéicens elements, whether they
take place over a few minutes, half an hour, aolesy a sequence of lessons.
These elements are Engage, Study and Activatem@ta007b: 51-52)

The first element, Engage, is connected to engagmgivating and catching students’
attention and interest. Harmer considers this eteérmeportant because ‘things are learnt
much better if both our minds and our hearts aoeigint into service’ (Harmer, 2007b:
52). It is the role of the teacher to engage thdesits by relating the material to what they

know about their private and working lives.
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The second element, Study, focuses ‘ondbestructionof something, whether it is the
language itself, the ways in which it is used owhbsounds and looks’ and it practically
corresponds to the first two parts of PPP, thatdspresentation and practice, but the
difference is that ESA is much more student-centred is full of ‘discovery activities
[which] ask the students to do all the intellectwakk, rather than leaving it to the teacher’
(Harmer, 2007b: 52). This gives students indepecelas the teacher in this method is not
the sole knowledge provider, but rather a guideilifator, or even a coach. On the one
hand it can give students a sense of achievemesd threy have discovered how ‘the
construction of something’ works, but on the othand, they are still able to get help from
the teacher.

The third element, Activate, ‘describes exercised activities which are designed to get
students using language as freely and communidgtagethey can. [...] The objective in
an activate activity is for [students] to use altlaany language which may be appropriate
for a given situation or topic’ (Harmer, 2007b: 53his element involves also a lot of
personalisation and it focuses on role-plays, adshatiscussions, email writing , and many
other activities which teachers can interpret ® students as ‘a kind of rehearsal for the
real world’ (Harmer, 2007b: 53). The Activate elerhean correspond to the Production
stage of PPP, but ‘[activation] is not just abortdducing language in speech and writing,
[...]. When students read or listen for pleasurewhben they are listening or reading to
understand the message rather than thinking abeudbtm of the language they are seeing
or hearing), they are involved in language actoratiThey are using all and any language
at their disposal to comprehend the reading agrisg text’ (Harmer, 2007b: 53).

The three elements of ESA do not have to occur onllge Engage, Study, Activate order.
An example of alternative ordering is Engage, Aatity Study, Activate in which students
‘are not taught language until and unless they Isn®vn (in the activate phase) that they
have a need for it. In some ways, this makes muitetsense because the connection
between what students need to learn and what theytaaght is more transparent.’
(Harmer, 2007b: 56). Such ordering also helps daeher show the students in practice
what they need the new language for and this &rgimportant factor in motivating them.

On the other hand, the teacher has to chooserthé\fitivate activity wisely because if its
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level was too high or if it was too demanding, éfieect could be the exact opposite and it

could demotivate students.

2.3.How TO TEACH GRAMMAR

Each and every attempt to teach new subject mgit@uld follow the main principles of
learning which can be traced back to the work dfnJdmos Comenius. Mothejzikova
summarizes them under the labels of selection,afjiad association, and progressive
integration and use (Mothejzikova, 1988: 30). Thaqgiple of selection asserts that ‘it is
essential to carefully select what is most impdrtamd, at least temporarily, ignore the
rest’; the principle of gradation ‘allows us to akc in which order things should be
taught’ and to what we will expose the learner migithat particular lesson; the principle of
association gives the learners an opportunity S&oaiate the new to the old, the unknown
to the known’; and the principle of progressiveegration and use ‘states that as each new
element and rule is learned, it should be intedgratéh everything learned up to that point

and put to use within the emerging system’ (Mathejva, 1988: 31).

In the last chapter 2.2., we looked at a selecbbrteaching methods. Within each
approach, within each method, there are specificnigues and activities that the teachers
and coursebook authors can choose from to tregirtsentation and practice of grammar.
The techniques of teaching grammar within the mithmould be subsumed to two main
groups — those who believe that ‘through the oleem and imitation of language in
realistic situations students will master the ruleductively without needing to be
conscious of them in the form of overtly expresgemmatical generalizations’ and those
that involve ‘a systematic attempt to provide stidewith a conscious knowledge of the
[grammar] rules’ (Mothejzikova, 1988: 94). Thesfirgroup is ‘less suitable for adult
learners who tend to prefer a more “rational” appfo to language learning and feel
happier if they are given some kind of the poinhgdearned’; from the teacher’s point of
view ‘in the absence of any clearly-defined ternhiigical framework there is no way of
checking whether the students have internalized¢dhect rule, a partial rule, or no rule at
all’ (Mothejzikova, 1988: 96). We also have to tak® account the level of the students
involved, ‘[a]Jdvanced students need a more soplaited treatment of grammatical rules
which goes beyond the manipulation of surface-siinec patterns and which provides

some degree of insight into deep structure relahiges’ (Mothejzikovéa, 1988: 98).
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It may give an impression that the ‘methods areually exclusive’ but each teacher
should bear in mind that ‘none of the methods mgete in itself, and that most teaching
situations call for a combination of [...] approash(Mothejzikova, 1988, 94, 100). The
view suggested by Mothejzikova which is also adwbptethis thesis is that ‘successful
language teaching depends on a mixture of halbmdton and analytic-deductive
procedures, realized in various combinations agagrtb the nature of the learning task
and the type of students involved’ (Mothejzikova8&: 94).

2.3.1.TYPES OFACTIVITIES TOPRESENT ANOPRACTISEGRAMMAR

We have established that what we are looking foannefficient grammar lesson is a
combination of habit-formation and analytic-dedwetiactivities. Depending on the
selected teaching method, the steps and theiringderay vary but to describe the steps in
general terms, we can use Harmer's ‘four thingg #tadents need to do with “new”
language: be exposed to it, understand its meanindgerstand its form (how it is
constructed) and practise it' (Harmer, 1998: 52)t Bll of the mentioned steps or ‘things’
must be taken from the coursebook; many of thembmasupplemented by the teacher
who can adapt them according to the students’ nééslgertheless, the coursebook should
guide the learners through all the steps neededhéstering the respective grammatical

structure.

In the context of in-company courses and adulinear it may be quite liberating for both
the teacher and the students if they admit thalt éelrners ‘do not necessarily need their
learning to be camouflaged [...]. If they can de=point of learning — and if we are able to
explain the reason why we are asking them to dug¢hio their satisfaction — we do not

have to play games or sing songs to get their qatipa’ (Harmer: 1998:11).

2.3.1.1. Presenting Grammar

Once we choose the method which presents gramneagaw distinguish the ways it is
presented. Generally, we can choose between two tyaes of presenting gramma, i.e.
the covert and overt grammar teaching. Covert grantgaching is such that the students
may be working with material ‘where new grammapiactised or introduced, but their

attention will be drawn to the activity or to thext andnotto the grammar’ and the role of
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the teacher is to ‘help the students to acquiréaarmtactise the language, but they do not
draw conscious attention to any of the grammafaets of the language (Harmer, 1987:
3). The second type, overt grammar teaching, ‘méaatsthe teacher actually provides the
students with grammatical rules and explanationke-information is openly presented’
(Harmer, 1987: 4).

Further, we can choose from inductive and dedudiaehing. ‘A deductive approach
starts with the presentation of a rule and is fedd by examples in which the rule is
applied; an inductive approach starts with somemgtes from which a rule is inferred’
(Thornbury, 1999: 29). There are advantages aratldaitages to both these approaches.

If we look at the deductive approach, on the omalhaencourages teacher-centred, frontal
style of teaching, and increases teacher talkimg,tit ‘encourages the belief that learning
a language is simply a case of knowing the rulasd in addition to that ‘explanation is
seldom as memorable as other forms of presentatiary as demonstration’ (Thornbury,
1999: 30). To minimize the teacher-centerednes® formal explanation should be as
simple and graphic as possible, and when possibdude a contrast to a similar
previously learned pattern’ (Mothejzikova, 19883100n the other hand, deduction can
be time-saving which ‘will allow more time for ptéze and application’ and it is in line
with the expectations of many students, ‘partidyldr..] those who have an analytical
learning style’ (Thornbury, 1999: 30).

The inductive approach makes the lessons more rdtgdatred, activates students more
and ‘rules learners discover for themselves areentikely to fit their existing mental
structures [... which] will make the rules more miegful, memorable, and serviceable.
The mental effort involved ensures [...] greatermmambility’ (Thornbury, 1999: 54).
However, ‘[the] time and energy spent in working oules may mislead students into
believing that rules are the objective of langukegening, rather than a means’, the amount
of time can also be used at the expense of the fiameractice, and last but not least,
students may not discover the rule correctly or rimesnulate it too vaguely (Thornbury,
1999: 54).

28



It would be very helpful to teachers if it was pbtesto say which one of these approaches
is more efficient, whether it is the deductive loe inductive approach. However, the result
of the comparisons is ‘inconclusive [which] is nouttt due to the number of variables
involved’ (Thornbury, 1999: 38). The student’s l@ag style preferences, level, skills,

intelligence, or even mood; structure to be taugbécher's experience and expertise;
resources; time; and other circumstances descrthmgeaching situation will always vary.

This is the reason why even when using the samesebaook, two lessons covering the
same structure may differ substantially and thehea may need to adjust his or her

approach according to the variables.

According to Harmer, there are six main charadies®f a good presentation; it should be
clear, efficient, lively, interesting, appropriassd productive (Harmer, 1987: 18). ‘Clear’
means that the teacher should select such presentathniques and language that allows
the students to understand the new pattern’s mgavithout difficulty. ‘Efficient’ because
‘[the] aim is to get to the personalisation stagesaon as students can manipulate the
language’ (Harmer, 1987: 18). ‘Lively and interagti as such presentation increases
motivation of the students and memorability of tiesv subject matter but it must still be
‘appropriate’ because ‘it should be appropriatetii@ language that is being presented, [...]
it should be a good vehicle for the presentatiomefning and use’ (Harmer, 1987: 18).
Last but not least, it should be ‘productive’ ahdshould allow students to make many
sentences and/or questions with the new languagafnfer, 1987: 18). Examples of
techniques to present grammar which can be adapt@atch the abovementioned criteria
can be using charts, dialogues, timelines, a text dontrasts, a text for grammar
explanation, listening texts, using visuals andepottealia, demonstration, or explanation
(Harmer, 1987: 18-27). The teacher should ‘cheek tifie learners understand the meaning
of the language they are studying’ for example bkireg concept checking questions
(Lindsay, Knight, 2006: 41). The presentation teghas should be selected with the type
of grammar in mind because ‘spoken and written gramcan be very different. Forms
which are acceptable in one type of grammar arenaoéssarily acceptable in the other’
(Frendo, 2005: 9).
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2.3.1.2. Practising Grammar

As was mentioned above, students should get enpragttice on the form, meaning and
use of the newly discovered pattern. The firstgion that can be made is to written and
oral practice. Oral practice includes for exampléls] interaction activities, games or
information gaps; examples of written practice wrgten drills, gap-fills, multiple choice,
matching activities, error correction, or reordgrijumbled words to make sentences
(Harmer, 1987: 41-55; Frendo, 2005: 130-131).

Whether the teacher chooses oral practise, witaatise or a combination of these, it is
important to bear in mind that controlled practgteould come after presentation and
should precede freer practice which must precegle dommunicative activities because
‘[in] the classroom environment, far better resah be obtained by urging our students to
learn structures and elements and then use thegraded communication’ than if these
stages are reversed (Mothejzikova, 1988: 32). th#dl stages of practice should aim at
simulating the real situations learners can medhair working context or everyday life
because ‘in the business world the language isans® an end, not an end in itself [...].
The theory is that language is learned via theracteon; the learners learn by doing the
task’ (Frendo, 2005: 13).

The aim of the practice activities is to achieveegsion at applying the system, and
automisation of the system [... that is,] accurand fluency’ (Thornbury, 1999: 91). In
addition to that, according to Thornbury, practaivities should allow for the students
‘to reorganise (or restructure) what they know ides to make it more complex’ which is
traditionally considered to be rather a part of theesentation of new structures
(Thornbury, 1999: 92).

Accuracy is connected with focusing on the corfeon of the pattern and ‘for learner to
be able to devote attention to form, it helps #ythare not worrying too much about the
meaning [...so...] activities focused on accuragghinwork best if learners are already
familiar with the meaning they are expressing’ (fifoury, 1999: 92). Accuracy cannot be
achieved without attention from the students armugh time, ‘[therefore] rushing students

through accuracy practice activities may be coumntetuctive. Classroom activities
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traditionally associated with accuracy, such aBimyi may not in fact help accuracy that
much’ (Thornbury, 1999: 92). In addition to thatowadays the usefulness of drills is
regarded as limited in that they do not give tlerers an opportunity to interact naturally
with other speakers’ (Lindsay, Knight, 2006: 18)o Ppractise accuracy, apart from
attention to form, enough time and knowledge ofrtleaning, the student also need to get
clear feedback in the form of correction, learrieezd to see that without [accuracy], they
risk being unintelligible’ (Thornbury, 1999: 92).

Fluency ‘is the ability to process language speedild easily [and it...] develops as the
learner learns to automise the knowledge’ (Thommb@®99: 93). When the aim of the
practise activity is improving fluency the actieii should pay attention to meaning more
than to the form and ‘the activity should attempstimulate the psychological conditions
of real-life language use’, therefore, ‘the activithould have a communicative purpose’
(Thornbury, 1999: 93). This gives students an ofymity to start using the language in
real life situations during which they have to fean the message they want to give and
not the form and succeeding in such activities lmavery motivating for them because it
shows them what the new language is useful forntpkas of activities to practise fluency
include information gaps or role plays and any p#wivities in which ‘the production of
language is motivated by a communicative purpoather than by the need to display
grammar knowledge for its own sake’ (Thornbury, 9993). This means that activities
such as response drills ‘which so frequently masafleeas communication’ do certainly
not belong to this group (Mothejzikova, 1988: 235).

The last aim is restructuring which involves ‘intagng new information into old’ and it is
‘the dawning realisation that [learners] have mougdanother notch in terms of [their]
commands of the language’ (Thornbury, 1999: 94). ékample of an activity which
evokes restructuring for the students is ‘whenrlees are put in a situation where the
message they are trying to convey is misinterpreta] they may be forced to reassess

their grasp of a rule’ (Thornbury, 1999: 94).

The role of the teacher within the practising ofvlanguage is to provide ‘scaffolding: the

teacher supports the efforts of the learner; ggidirem in the right direction’ and this may

involve ‘designing activities that build on preveactivities’ or ‘helping learners see how
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the knowledge they already have is useful for maksense of the new knowledge’
(Lindsay, Knight, 2006: 4). It would also be coupteductive to throw the learners into
deep water without giving them enough support; tkecher needs to ‘break down the

learning task into manageable stages’ (Lindsaygkni2006: 4).

2.3.2.\WHY TEACH GRAMMAR?

Grammar is probably one of the most widely discdssgpics in the language learning
area. Both teachers and students can be very igengihen it comes to discussing
including grammar in their lessons and even ‘Experhions on how important grammar
teaching is for learning language change reguldtlyidsay, Knight, 2006: 10). There are,
of course, arguments for including grammar in gssébns, as there are against. The ideas
against grammar arose especially as a responge togid grammar translation method
and the time when lesson were concerned more ‘il “code” rather than the “use of
the code”(Mothejzikova, 1988: 39) which put ofudents who had no intentions of
becoming linguists and who only needed to commu@ic@onsequently, such methods
were challenged because ‘[some] people felt trethi@g the grammar of the language did
not necessarily help people to use the languagelLfnguage is used, the argument went,
actually todo things, to perform certain functions [..., so istpof teaching grammar, we
should teach functions. The problem, of coursthas the sentences that perform functions
are made up of grammatical elements’ (Harmer, 1987it is further believed that the
learner ‘must develop skill in manipulating thedinstics system, to the point where he
can use it spontaneously and flexibly in order tpress his intended message’
(Mothejzikovéa, 1988: 46) and, unfortunately for gbovho would like to omit grammar,
‘grammar permeates all language skills’(Mothejziko¥988: 234). Moreover, the learners
in in-company courses are adults and ‘for oldarriers, knowledge of how the language
works in terms of sentence building, word endirayg] the relationship between words is

essential for them to be able to express themsdhieslsay, Knight, 2006: 10).

After trying to ignore grammar altogether, the aitan has become less tense and ‘there is
now a general feeling that students do need tanleaw to perform the functions of
language, but that they need a grammatical basees Modern courses often teach a
grammatical structure and then get students tatuse part of a functional conversation’

(Harmer, 1987: 5). The modern approach to teacgmagimar is not a return to the idea
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that grammar should be ‘the goal of teaching, hat & focus on form alone is sufficient’
(Thornbury, 1999: 25) but it asserts the role @ngmar for achieving other goals and for
achieving sufficient language competence. We caritsat the ‘[learner] must distinguish
between the forms which he has mastered as a phis ¢éinguistic competence, and the
communicative functions that they perform. In othvards, items mastered as a part of a
linguistic system must also be understood as pdrtaocommunicative system’
(Mothejzikovéa: 1988, 46). This also means thas important not to forget that a structure
can have more communicative functions dependinthercontext in which the structure is
used (Mothejzikova: 1988: 43-44).

It is also crucial that the teachers recognizedifference between the scientific grammar
which aims at being as comprehensive as possildepadagogic grammar which ‘is
primarily concerned not to give a systematic actoaina native speaker’s idealized
competence, but to provide a comparatively inforfrezinework of definitions, diagrams,
exercises and verbalized rules which may help anégato acquire knowledge of a
language and fluency in its use’ (Mothejzikova, 8989). The learner must be able to
have a sufficient repertoire of both functionaldaage and grammar structures of the
language to be able to respond spontaneously becduese are many areas of business
English or ESP where there is not much reliablermftion on what people actually say.
(There are various reasons for this lack, such has difficulty in recording natural
discourse, people’s reluctance at being recordad, lausiness people’s concerns over
issues of confidentiality.)’ (Frendo, 2005: 7).

Stating that the study of grammar is importanteeggly for adult learners, does not mean
that grammar itself should become the aim of tlesda. The aim should always be a
communicative one and grammar should be the meaashieve such aims. In line with

that we can say that “"You shouldn’t start speakim@ foreign language until you can say
things correctly” is simply wrong [...]. Learners sho be encouraged to use English to try

to communicate as soon as they begin learningitdsay, Knight, 2006: 10-11).
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3. THEORETICAL BACKGROUND: IN-COMPANY COURSES

AND IN-COMPANY STUDENTS
3.1.THE CHARACTERISTICS OHN-COMPANY COURSES

The aim of the present thesis is to examine tegofpiammar in the context of in-company
courses. In-company courses as we see them inhisss are on-demand courses taught
for a company as opposed to public courses whiohbeaattended by anyone who enrols
to an already existing course with a given syllabilsis means that the character of in-
company courses depends not only on what the Igegsehool’s visions are but also on

what the client wants.

This section provides an overview of the standgped of in-company courses taught by
language schools and their respective characteisGonsequently, we will be able to
delimit which type of in-company courses the thegisfocus on. In-company courses can
be divided according to various criteria; it can their syllabi and contents, or time
allocation. It is also important to note that o thne hand there are courses which the
employer provides as a form of a benefit or norlkdasentive to their employees and, on
the other hand, there are mandatory courses. liti@ddo that, we could differentiate
between individual courses and group courses winig$t frequently accommodate 2 to 12
students. Nevertheless, this classification canendye fully comprehensive as each
company has different priorities, different requuents and different conditions for the
courses and new mutations of the standard typesargtantly emerging. Whatever the
specificities of the course, one thing will alwaply ‘Business English learners expect a

high level of professionalism in the way a cousseun’ (Frendo, 2005: 40).

In-company courses typically take place in the canys own premises, such as the
company’s meeting rooms or training facilities lautourse can also take place in a hotel
or at the language school's premises. Accordindg-rendo, ‘The teacher should allow
plenty of time to check the layout [of the roomfdyehand ... [and] if the syllabus calls
for lots of group work, the teacher will also néedensure that the necessary break-out /
syndicate rooms (rooms for additional activitiestsas preparation for a negotiation) are

available [...]. Other issues to think about inclu@atilation, heating, sunlight, and noise’
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(Frendo, 2005: 41). However, the reality of Czatltompany courses frequently does not
allow for any such arrangements, and students toar@ke do with a small meeting room,
which cannot be adapted beforehand because thbheteaannot be admitted into the
building without the students picking them up & thception. It is not unusual that in case
the meeting rooms are overbooked, tuition takesceplalso in students’ offices,

department’s kitchens, or even hallways.

3.1.1.SvLLABI OF THECOURSES

The contents of courses are not limited in any agynost of the quality language schools
today will be ready to prepare a tailor-made solutior each one of their clients. These
solutions can be divided to several categories. fiits¢ category is business English
courses. These typically follow the balanced apghnoaf general courses and put equal
importance on teaching grammar, however, what mifie the context in which the
language is presented, practiced and finally predutn business English courses it is the
working context but the context still remains queneral and should ideally be applicable
on more areas of business. Therefore, such coundesle a wide range of business topics
all of which are elaborated on only to such an mixthat also students who are not
specialists in this field can relate to them. Copatly, professionals from different fields
of specialization or workers from different depagtits can attend general business
English courses together. As a result of this usialeusage of the course, they are the most
frequent choice of employers paying for coursestlieir employees. It is also the reason

for business English being the main area to focum &hapter 5.3.

The second category, general English courses, gwotie participants with a balanced
combination of skills — speaking, writing, listeginreading and the use of function
language in the context of everyday situations.n@nar is an important component of
these courses because their aim frequently iscte@se the attendees’ level and the ability
to command more and more grammatical structuresnane and more contexts and

situations is one of the essential parts of thi€@ss.

A solution for students who already have reachedrtin level of English and now wish
to improve language skills they need for a spemaliarea are courses of English for

specific purposes (ESP). ESP courses can be, famge, aimed at logistics, human
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resources or the wood industry. The role of speeadl vocabulary is considered more
important than grammar in such courses and thisoapp is often mirrored in the ESP
course booKs The vocabulary-focused course books can of cobessupplemented by

grammar suitable for contexts a person will neestich working contexts

Courses focusing on practicing specific businefisskdlls are also demanded by clients. It
can be a combination of soft-skills in one coursehsas telephoning, negotiating,
presentation skills, business correspondence arittipating in meetings, or it can be a
course aimed solely at one of these areas. Intypes of in-company courses, function
language, phrases and strategies are of greatertamge than grammar. As both skills-
focused and ESP courses work within the studentsesed level and as their aim is not to
improve their general level, they tend to have lowme allocation than business or

general English courses.

Companies wishing that their employees becomefiegrispeakers of English may require
that their employees take language exams at theoktite language training. There are
three main types of language exams. First groupldvbe general English exams. If the
employer does not want their employees to spendrtaoh time on the exam-specific
preparation, they may opt for City & Guilds IESOhdalSESOL exams which do not
require a special exam preparation course. Howethere can be demand for exam
preparation courses as well, for example coursassing on Cambridge English Language
Assessment exams such as FCE or CAE. The secouogd gomsists of courses preparing
for business English exams. The most frequentlgriadf these would be the Cambridge
BEC or City & Guilds EBC and SETB. The third groomy be closely interconnected
with ESP courses, as it consists of preparatiomnsesufor exams of English for specific
purposes such as English for Office Skills by Ci@&dilds, or ILEC and ICFE by
Cambridge. Due to the different formats and aimghefaforementioned language exams,

the approaches to teaching grammar may differ wittis type of in-company courses.

! Cf. for example the Express Series by Oxford Ursitg PressEnglish for Footballor English for
Aviation.
2 Cf. for example the Oxford English for Care@murism, Medicine, Oil and Gasy Oxford University Press
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Another type of in-company courses are conversatiasses. These can be used as a kind
of follow-up courses whose aim is to expand thevkadge on the level students have
already reached before they start attending a higivel course. Such type may also be
preferred by students whose passive knowledge rneells transferred into active usage.
Conversation courses can focus on business ora@enoercs or it can be a combination of

both depending on the learner’s needs and prefesenc

The last type would be a fusion of all these dependn the needs of the participants. It
can be organized regularly, for example as a bsasignglish course with every third
lesson aimed at presentation skills, or it can @add according to the student’s current
needs, for example general English course completdsy a few lessons of presentation
skills if the learner is about to give a presantatat a conference soon. These are, of
course, only illustrations, there are countleseothossibilities including more teachers
teaching one group of students when each teacbesds on a different type of lessons.

3.1.2.TIME ALLOCATION

There is not a unified time allocation for an imgmany course. Different types of courses
and different budgets require different time alloma As a result, an in-company course
can have various time arrangements. The firstravitas whether the course is regular, or
we can also say extensive, or if it is intensiveywe can also label these as immersion

courses.

The time allocations for intensive courses rangenfa single day filled with four or even
six 90-minute blocks up to thirty 90-minute lessaneeek or as Frendo puts it ‘Intensive
training can be anything from a few hours a day,afdew weeks, to ten days in a hotel
working all day’ (Frendo, 2005: 40). Intensive cgas can be further subdivided according
to the criteria mentioned in 3.1.1.

The frequency of the lessons during the extensmgrses also varies but in general
extensive training ‘refers to regular but shortsgass, such as two 90-minute sessions per
week [which...] is typical of some in-company tiam [...]. The advantage is that such

classes cater for those learners who cannot fimé tio take an intensive course. The
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disadvantage is that attendance and motivationbeam problem’ (Frendo, 2005: 40).
‘Most experienced teachers will testify to the coommproblem of irregular attendance
[...]. There are many possible reasons for thisrflees] may have too much work, or they
may find that the teaching is not proving as eflecas they had hoped’ (Frendo, 2005:
34). In the context of Czech in-company coursesietlare typically once-a-week or twice-
a-week courses but, especially since the finanmigis, demands for once-a-fortnight
courses have been rising. The frequency of theseois closely connected to the total
lessons intended to be taught in that course. €hgth of courses can vary from ten
sessions up to ninety or more sessions per yeandem on the aims of the course,
number of participants, or the budget of the respecdepartment or company.

The length of a typical in-company lesson is 60906rminutes but there can also 120-
minutes lessons. Lesson which are 45 minutes lsmdypical at Czech state schéase

not very usual and many language schools prefetaamth them for practical reasons —
teachers travelling to companies’ premises do nsh w spend more time travelling to the

location than teaching the actual lesson.

Apart from extensive and intensive courses therass blended learning. It is a type of
language training when e-learning or other eledtromeans of training are combined with
face-to-face lesson taught by a teacher (Frendah:240). Lessons with the teacher may
differ in frequency but also in their role withihe course. In the period between the
lessons, the teacher may be available for conguitatsia email or other electronic means

of communication.

3.1.3.EMPLOYERS APPROACH

At this stage it is important to introduce two termhich are also crucial for in-company
courses. They are ‘client’ and ‘learner’. In martyey courses this could be the same

person, however, in the context of in-company cemirthe client and the learner are

3 Section 26 School Lesson

(1) A school lesson in basic, basic artistic, selemy and tertiary professional education shall 4&sininutes. A lesson of
vocational training and job practice at secondamy gertiary professional education shall last 6@utes. A framework
or accredited educational programme for pupils witkecial educational needs may specify a diffel@mgth of school

lesson. In justified cases school lessons may Widetl or joined together. (ACT No. 561 of 24th Sepber 2004 on
Pre-school, Basic, Secondary, Tertiary ProfessiandlOther Education (the Education Act) )
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typically two different entities who may have diéat expectations of the course. The
client is the ‘sponsor’, typically a company payifog the courses (Frendo, 2005: 26) and
the learners are the employees attending thesesexuA provider of language training
must consider the needs of the sponsor, who maydmmpany, or a head of department,
or the HR (Human Resources) manager. These wilhalk certain perspective on what
the learners will need to cover on a course’ (Foer?DO5: 26). Therefore the client
sometimes can decide on the contents of the coargkstudents do not have their say and
sometimes the courses are according to studengsisn@ his can result in a situation in
which students have to attend a course which i@imn something their employer
decided they needed but they themselves may nstdmma priority.

The approach of the company paying for the couasevary depending on the size of the
company or the needs of the company and it inflaemany aspects of the course from
the number of participants, time allocations andtents to place where the tuition takes
place and with which equipment. Depending on thapamy’s structure and size, there are
mainly two people, or departments, which take parthe negotiations and decisions,

human resources and procurement. At this momens eve no binding legislative criteria

which would delimit the quality conditions of in4tgany language training (see 3.1.4.), so

the priorities may largely differ.

As was mentioned above, some in-company coursesa arenefit for the company’s
employees. However, many courses are not, andcim cases what the clients require is a
proof that the training has been efficient. Itimportant to remember that businesses are
interested in getting something worthwhile for thioney. A company pays for training
because it feels that the investment will leaddame sort of profit, be it more motivated
workers, more effective negotiators, better pressntmanagers, or whatever (Frendo,
2005: 26). Clients require certain levels of ateemme are met by the course participants
and ‘in some companies managers can get annoyhdtaif who agree to attend a course,

and then find that they have other more pressimggipes’ (Frendo, 2005: 34).
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3.1.4 LEGISLATION ANDON-COMPANYCOURSES

State education in the Czech Republic has to bdumed according to the ACT No. 561
of 24th September 2004 on Pre-school, Basic, Sexgndertiary Professional and Other
Education (the Education Act). The role of this &cto specify in detail all necessary
aspects of language tuition in state schools, kamle the length of the lesson, time
allocation or number of students in the class erligt of textbooks which have obtained an
official approval clause from the Ministry. Howeygrivate language schools are much
less legally regulated. Apart from the regulatidrir@ conduct of post-secondary courses
and the regulation of the language schools autrigo organise state language
examinations, tuition in language schools remamggulated and is entirely dependent on

the schools’ own criteria.

Consequently, clients may struggle with recognizjuglity language school and quality
tuition from schools whose only selling point iso&v price. This situation on the market
gave rise to two Czech organizations ACERT and AJSA even international
organizations such as EAQUALS. These two Czechcastsans, ACERT and AJSA,
started working on a manual for language tuitiontaxcting authoriti€’s The aim of this
manual is to help both public and private contragtauthorities with setting objective

qualitative and not only pricing criteria duringetBelection procedures.

3.1.5.IN-COMPANYLEARNER

As was mentioned above, the present thesis aim®das especially on the general
business English. We cannot say that there is bagacteristic to describe a learner of in
in-company course of business English and what hehe wants. What will always
characterize in-company students is variety, whetheconnection to their age, work
experience, goals and reasons for learning Englesrel in the company’s hierarchy,
language level, or learning styles. Some peopleadly use English in their jobs, ‘for

others it is an investment which brings status poskibly financial reward’, ‘some people

* http://lwww.ajsa.cz/tiskove-zpravy/tiskova-zprav@2012/
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have very specific needs, and some people just temt English to get better. Some
people may be near the end of their working livaag] others may just be starting a new
job, or career, or project’ (Frendo, 2005: 1). W dry to group students according to
these variables but the company not always alldvasdnd teachers may have to embrace

the variety in the group.

3.2.PSYCHOLOGICAL FACTORS

3.2.1.COGNITIVECHARACTERISTICS OF ANDULT STUDENT

When trying to depict the psychological charactessof the target learner it is important
to start with the cognitive domain of a typical Hdearner as this domain ‘is of key
importance in the acquisition of both a first andexond language. The processes of
perceiving, attending, storing, and recalling aemtal to the task of internalizing a

language’ (Brown, 2000: 78).

3.2.1.1. Critical Age / Period Hypothesis

Adult learners often express regret about not lgpvearnt or not having had the
opportunity to learn a foreign language when theyeachildren because there seems to be
a general belief that adults can never masteragioilanguage to the same extent children
can. This opinion has spread regardless of thiearige — critical period hypothesis but it
precisely this theory that can provide support flois belief. Critical age / period
hypothesis, first proposed by Penfield and Roliari®59, claims that ‘for the purposes of
learning languages, the human brain becomes pigeds stiff and rigid after the age of
nine’ and ‘when languages are taken up for the fiinse in the second decade of life, it is
difficult [. . .] to achieve a good result’ (Penfield, Roberts 1258, 255). In contrast to
the age stated in the original hypothesis, Lenmelveino worked on developing the
hypothesis, marked puberty as the critical age rieberrg, 1967: 176) and later on it was
suggested, for example by Singleton and Ryan, diftgrent components of language

acquisition have their own critical periods (Sirigle& Ryan 2004: 84-94).
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Whatever age is argued for, this hypothesis sidjgests that that there is a chronological
age after which it becomes much more difficult taster a language. However, there have
been disputes as to how accurate the critical gengpothesis is (cf. Singleton and
Munoz’s article ‘A critical review of age-relateegésearch on L2 ultimate attainment’,
2011). Also, there is a stereotypical image suppgrthe critical period hypothesis; a
stereotype of a family which starts living in an &&a and the children learn the L2 soon
and parents sometimes struggle even after mang.yeamwever, this view is disputed by
Munoz and Singleton (Singleton, Munoz, 2011: 14) as Mothejzikova points out, this
stereotype is a ‘myth’ and ‘a distorted pictureredlity as
[i]t ignores the fact that children spend many Isocarday interacting linguistically
with their native peers, while their parents speeq little time in such interaction.
Given the same amount of exposure to and interagtiohe L2, it is reasonable to
expect that adults, with their greater cognitivaligband study skills, would
acquire or learn an L2 faster and better than sdmidassuming they can overcome
their inhibition and “take the plunge”. The onlyception to this [...] is that young
children can acquire — not necessaeigrn— L2 pronunciation better than adults as
a result of the former’s better motor memory (Mgefevéa, 1988: 33).
The abovementioned quotation argues for adult érarrcapability of learning a foreign
language due to adult learners’ ‘greater cogniaibiity’. However, it mentions one of the
possibly greatest hindrances to adult languagendesy overcoming the fears and

inhibitions, which will be further discussed in 22

3.2.1.2. Learning Abilities of Adult Learners

As was mentioned in 3.2.1.1., adult learners ofleges have a ‘greater cognitive ability’
than children (Mothejzikova: 1988: 33). Cognitivegesses are those focused on thinking
and include attention, memory, producing and undedng language or reasoning and
problem solving and thugognitive [learning]stylesre usually defined as an individual's
preferred and habitual modes of perceiving, remeimgge organizing, processing, and
representing information’(Dornyei, 2005: 124). Rk the concepts which contribute to
creating a person’s individual learning stylesithot possible to assign one typical learning
style to adult; ‘[sjJome feel comfortable learning Wwatching and listening, whereas others

feel they cannot learn unless they take down natelsanalyze rules. They may also have
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preferences for learning through different senselahties: touching, hearing, smelling,
tasting, and seeing’ (McKay, Tom: 1999: 3).

As adult learners have much more experience gdoed their previous learning, they
may have a much better understanding of what apprearks best for them and they can
be critical of teaching methods based on theirrpegperience because adult learners
‘bring with them expectations of how language aasshould be organized and taught’
(McKay, Tom: 1999: 3). For example, if they expaded only the grammar-translation
method before, they may ‘feel threatened when firved that speaking and listening are
major features of their new class’ (McKay, Tom: 298) and it is up to the teacher to

explain to the students the importance of inconpagahese skills into the lessons.

Attention is the learner’s ‘tendency to responémna to remember some stimuli more than
others’ (Kalat, 2011: 275) or it can also be ddfies ‘the process of allocating cognitive
resources to a stimulus or task at hand’ (BrunBejiraw, Norby, Ronning, 2004: 58).
Adults have longer attention span than childremvén greater powers of concentration.
They are far more disciplined and far more capablidan young children of steady work
of a routine nature, something that may be an udabte type of activity in an efficient
L2 programme’ (Mothejzikova, 1988: 25).

What is also of crucial importance in addition tee tattention span, is the ‘working
memory span’, which is connected to short-term nrgmdhis concept can further be
subdivided into four sub-concepts,
(1) The phonological loogs the specialized verbal component of working memo
concerned with the temporary storage of verbalanmaistic information. [...]
(2) The visuospatial sketchpas the visual equivalent of the phonological loop,
responsible for integrating spatial, visual, andalsthetic information into a
unified representation, which can be temporarityesdd and manipulated [... and]
which can, for example, translate verbal infornmaiitto an image-based code.
(3) The central executivis [...] responsible for [working memory’s] attentiin
control. It constitutes the supervisory attentiosgstem that allocates attentional
resources and regulates the selection, initiatiad,termination of processing
routines (e.g., encoding, storing, and retrievifig)]
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(4) The episodic buffel.. is] a storage counterpart of the central age, [... and

it] combines information from different sources anddalities into a single, multi-

faceted code, or ‘episode’ [...]. (Dornyei, 2006:%7).
However, what we strive for in language educat®iong-term memory and retention of
the learned information because ‘unless individuaén store, retain, and recall
information, they have not really learned it’ (Ctaas, 1988: 39). There are several factors
influencing the retention and recalling of informoat ‘For longest retention and greatest
ease in retrieval, new knowledge must be associaidprevious knowledge’ which is a
process often referred to as ‘subsumption’ becaese knowledge is subsumed into the
learner's pre-existing cognitive network’ (Chastall988: 42). Other factors are the
meaningfulness of the information and its emotiomalue for the student because
‘meaningful information is retained longer and fkxh more easily than material that is
not understood by the learner [and] emotionallyrgbd material produces more vivid and
long-lasting memories than those to which no femsliare attached’, or the purpose why
the student is learning the language (Chastain8:198). These factors influencing the
retention of information introduce the next areachideeply influences learning together

with the cognitive abilities of the learner, thatthe affective characteristics of the student.

3.2.2 . AFFECTIVECHARACTERISTICS OF ANDULT LEARNERINFLUENCING
MOTIVATION

Affective characteristics are those connected &dmotions and affects of the language
learner. The concepts which belong to this reaknaanong others the aims and motivation
to study, satisfaction, zest or interest, selfeest, but also frustration, discouragement,
anxiety, embarrassment or disappointment. Affectiniportant in language learning
because if the students are ‘listless and disemyabey are far less likely to remember
what they encounter than if they are engaged amutienally open to what is going on
[and ...] in a humanist classroom, learning a languesgas much an issue of personal
identity, feelings and emotions as it is about leage’ (Harmer, 2007a: 58-59). What is
more, ‘in the presence of overly negative feelisgsh as anxiety, fear, stress, anger or
depression, our optimal learning potential may bengromised’(Arnold and Brown,
1999: 2). The teacher should also take into accthent ‘[adults] are frequently more
nervous of learning than younger pupils are. Themtal for losing face becomes greater

the older you get’ (Harmer, 1998: 11).
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What cannot be omitted is the teacher’s approach rastivating factor, ‘the teacher can
enhance motivation by providing interesting act®atand by making clear the value of
what is being taught and its relevance to [studegisals’ (McKay, Tom: 1999: 4).
Teacher can also influence the learner’s self-ast&eelf-esteem has been conceptualized
both in a global [...], and in a situational [mxanner’ (Dornyei, 2005: 211). Teachers
should bear in mind both these concepts. They map@ able to influence the global self-
esteem but they should be able to recognize whenldw and when the learner needs
more support. However, what they can influencehés dituational or task self-esteem by
creating tasks which are challenging but at theesame achievable in which learners can
succeed. Not only with children but also with adefrners teachers should ‘focus on
students’ strengths to promote self-esteem’ (More2@l0: 40). In the context of in-
company courses, the learners will be in the saraepgwith their colleagues and being

constantly unsuccessful might threaten their psifesl image.

3.2.2.1. Extrinsic and Intrinsic Motivation

We can observe two main motivational componentdeafning a foreign language —
intrinsic (inner) motivation and extrinsic (outsjdaotivation. According to Dornyei, the
first is the interpersonal / affective dimensioniethis also called integrative or orientation
motivation (Dornyei, 2005). A schematic represeaataiof the integrative motivation is
presented in Figure 2. The second main componeheipractical or utilitarian dimension
which is connected to the advantages a better lgumel of the language may bring to the
learner, such as better career opportunities, ptiomor salary increase (Dornyei, 2005:
69). This component of existential motivation terdsbe very important in motivating
adult learners, especially in-company learnersthay often realize that being able to
communicate well in English increases their valuwetloe job market and thus also the
salary they can ask for. On the other hand, hawrgjudy a foreign language may be quite
demotivating for those in-company learners who difeel the need to study because their
jobs require them to communicate in a foreign lagguonly seldom and in a limited way
or who need only rather passive knowledge of thguage to be able to read some
manuals or guide and who attend the courses orguse they are required to do so by

their employer.
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Figure 2: Schematic Representation of Gardne®8%) Conceptualization of the Integrative Motiveotpd
in Dornyei (Dornyei, 2005: 69).
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To measure and assess various components of $effrdeation and self-motivation of
students, Noels, Pelletier, Clément and Vallerasdale presented in Appendix 1 can be
used. It works with a scale of reasons for studyrfgreign language. The student marks
each answer to the question ‘Why are you learnifgyeign language?’ on a seven-point
scale which ranges from 1 = ‘Does not correspondllato 7 = ‘Corresponds Exactly’.
This scale, however, does not reflect the existéntotivation of the learner connected to

acquiring a better job.

In-company courses can run for many semesters landanbtivation of students may be
changing or developing. Despite this, a teachenaaoverwhelm their students by asking
them to fill in such long questionnaires repeatedlyood teacher should bear the areas of
motivation in mind not only during more thoroughdaimteractive needs analyses at the

beginning of the course, but also throughout thelevbourse.

Young learners often learn in order to get bettadgs and grades tend to be a huge if not
the main motivation for them, but according to MgKand Tom ‘this is not the case for
most adult second language students. They areemetrglly required to attend classes, nor
to take tests. Motivation then, must come from imitthem and be based on their
perception that what they are learning is of irgeend of value to them’ (McKay, Tom,

1999: 4). However, even adult students ‘can beugdisre and exhausting’ and they can
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‘spend the lesson talking to their neighbours’ disagree vocally with much of what the
teacher is saying’ or ‘arrive in class late andltiaido any homework’ (Harmer, 1998: 11).
In addition to that, McKay's and Tom’s characteastdo not apply to quite a large
proportion of, in-company students at least in @mech context. As was mentioned in
3.1.3., there are many clients who want to make gwir money invested in the language
development of their employees is well-spent and wdquire the students not only take
regular tests but some may even ask students talmae towards the tuition costs if they
do not pass the test or if their attendance doésneet the required limit. This can be
motivating for some but very stressful for others @hey may be afraid of the

embarrassment in the eyes of their colleagues Wiegnhave to pay for the course.

3.2.2.2. Motivation and Achievement, Activities, ad Agency

‘Nothing motivates like success. Nothing demotigatike continual failure’ (Harmer,
2007a: 101). Consequently, the desire to have ¥igidtivated students could lead the
teacher to designing too easy activities which @weay will be able to achieve. However,
students need to have a sense of a real achievamemiay even feel underestimated once
they realize the teacher is not willing to challerigem. On the other hand, the activities
should not be too difficult, it is important to seisks students can succeed in (cf. also
3.2.2) (Harmer, 2007a: 101).

Apart from choosing an appropriate level of diffiguof the activities, it is also crucial to

choose suitable ones which will engage the studestause ‘students’ motivation is far
more likely to remain healthy if they are doingnips they enjoy doing, and which they can
see the point of’ (Harmer, 2007a: 101). The teasheuld, therefore, constantly observe
students’ responses to activities and actively fmokeedback on their choice. In addition
to that, students themselves can participate wheosing the activities they consider
enjoyable or important. ‘When students have agemiogy get to make some of the
decisions about what is going on, and, as a coresegy they take some responsibility for
their learning’ (Harmer, 2007a: 101). This does hate to mean that the role of the
teacher during such lessons is diminishing, butléhener’s role is changing from that of
the passive recipient to that of an active partwho ‘may well have a view of the

importance of learning which makes them stick toarse of study in a specifically adult
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way. The attention span that cooperative adultsatger is almost certainly greater than
that of children and adolescents’ (Harmer, 1998: 11

3.3.5S0CIOLOGICAL FACTORS AND THEROLE OF THETEACHER

The process of learning is also influenced by theiddogical variables. In-company
students cannot be defined in terms of a singleakagoup; the variables differ and
depend, for example, on the type of company theskviar and its culture, their cultural

and educational background, the position they ogeufhin the company’s hierarchy, and
the relation to other participants of the in-comypaaourse. In addition to that, the position

of the teacher in relation to the student is ciucia

3.3.1.COMPANY SHIERARCHY

In-company courses are frequently attended by stadeom all levels of the company’s
hierarchy and their needs, wishes and expectatitms differ significantly, ‘a high-level
manager in a multinational corporation will not bathe same needs as a person on the
shop floor, even if they both have the same marks language placement test’ (Frendo,
2005: 26). ‘Senior managers, for example, may wshocus on specific skills like
presenting or negotiating, or may wish to have-1-tessons because of their status within
an organization, whereas more junior staff mayhase such precise needs, or may not be
able to influence how their training is managed. &company may arrange separate
classes for senior managers and other sessioctefaral staff’ (Frendo, 2005: 2). Despite
this, as a result of the financial crisis, many pames’ budget for language training does
not allow for establishing of enough groups andguand senior staff often have to attend
courses together which may cause tension and wimai considerably influence the

atmosphere in the classroom.

3.3.2.THE ROLE OF THETEACHER IN ANN-COMPANYCOURSE

The role of the teacher is always crucial in theaton of a suitable environment for
successful learning. In an in-company course ttstipa of the teacher in relation to the
student is even more important, especially in lessrEnglish courses or ESP courses. The
reason is that students have to believe that thehér is competent enough to help them,

business professionals, develop in the languagas atennected to their job. What can
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make the role of the teacher more complicated tiseifstudents ‘come from a culture [or a
generation] in which the teacher’s job is [or wasjtransmit knowledge, [because then]
they may feel uncomfortable with group or pair warkd may question the validity of a
class in which the teacher does not stand in fobhe students and lecture [... and] they
may doubt the competence of a teacher who admi®tdnowing something’ (McKay,
Tom: 1999: 3).

In a general English course or exam focused coiirsenot as likely for the teacher to feel
‘lost’ because in these courses the teachers knore rabout the subject than their
students. However, when it comes, for examplejgoussing meetings and the importance
of grammar for successful negotiating, studenty edso0 on their own expertise and
experience and may challenge that of the teachehelteacher tries to act as the sole
knowledge provider, they may put themselves inrg fi@agile position and also influence
students’ motivation in a negative way because
however nice teachers are, students are unlikefglkmwv them willingly (and do
what is asked of them) unless they have confidémdbeir professional abilities.
Students need to believe that [teachers] know \jithay] are doing. [...] Aspects
such as the way [they] dress, where [they] stanbtla@ way [they] talk to the class
all have a bearing here. [...] When students hawdidence in the teacher, they are
likely to remain engaged with what is going ontHey lose that confidence, it
becomes difficult for them to sustain the motivatibhey might have started with.
(Harmer, 2007a: 101-102)
It is much more suitable for the teacher to seenffedves in rather different roles than the
role of the sole knowledge provider in such courBesause ‘in business English the
relationship can be more symbiotic: the teachemisnabout language and communication;
but the learner often knows more about the job is@ontent’ (Frendo, 2005: 5). This
type of relationships allows the students to getrtiost out of their course but only under
the condition that they accept such participatielgtronship when they also have to be
responsible for the course of the lessons andtliegt respect the fact that the teacher is
still a language specialist, not a business exp#rtvever, it is not only the students who
have to adapt to the situation, business Englisbhiers ‘need credibility, professionalism,
and an awareness of the business world. Abovetradly must be able to adapt to a
particular teaching context and be willing, themass| to learn’ (Frendo, 2005: 5) and
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whether or not the learner is used as the sourceabérials and areas to focus on, ‘the
teacher remains the language expert’ and shoulableto present himself or herself as
one (Frendo, 2005: 50).

3.3.3.TEACHER AS AIRAINER COACH, CONSULTANT

Rather than the role of the sole knowledge provittex teacher can adapt the roles of a
trainer, coach or consultant. As was discussed.323and 3.2.1.2., adult students of
languages usually come to the course with their bistory of studying a foreign language
and they may not be happy at all to be lookindghatgrospects of again becoming students
who are subject to the authority of the teacherotAer reason why students may not
identify themselves with the need of having an adthtive teacher is that ‘a teacher is
traditionally seen as someone whose task is toatdsomeone so that they can have more
chance at succeeding in life’ (Frendo, 2005: 5)cdntrast to that, in-company students

often are already successful and expect more aftagrship from the teacher.

Therefore, the students may feel better if the tem@dopts the position of a language
trainer because trainers have now become quite comim the business context. In
addition to that, they see the trainer as ‘somewhe is required to change a person’s
behaviour or ability so that they can do a spegiie [...], a trainer is training them to
behave — both linguistically and pragmatically -aigertain way’ (Frendo, 2005: 5). As a
result of this approach, the students can reakgtebthat the teacher is there to help them

improve in their tasks and not to be lecturing them

Another role teachers may adopt is that of a laggu@ach ‘who can help the learner take
advantage of the learning opportunities in theinamorking environment [...and] to better
understand his or her own strengths and weaknemséglan accordingly’ (Frendo, 2005:
5). Not only is it fashionable to have your own do@owadays, but this label also stresses
the importance of the balanced two-way relationdlgpween the teacher and the student
which is much more suitable for adult students bseait supports their autonomy and

responsibility for shaping the contents of the seur

Teachers are sometimes afraid that their studexpgeceé them to be business experts.

However, teachers should realize that their languagd communication skills are also
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expertise they may utilize to give consultationslamguage development. The position of
a consultant may be wider and apply to the whohlagamy, not only one course. Even in
this role, the teacher leaves the students pldraytmnomy, choice and responsibility over

the course.

In all these roles, it is crucial that a thorougeds analysis is conducted at the beginning
of the language training. It should be both thelyams of the company’s expectations and
needs as well as the analysis of the language dempes of the individual students and
the contexts in which they need to use the langaagkthe new grammatical structures.
The aim of the present thesis is to look at howdbersebooks support the teachers in
‘selling’ the importance of grammar to the studeantsl in providing communicative real-

life contexts in which grammar can be studied asttvated.
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4. METHODOLOGY
4.1. THEORETICAL BACKGROUND

The present thesis consists of two parts which ¢em@nt each other. The first chapters,
namely Chapter 2 and 3, provide the theoreticakdpazind to the thesis and offer a survey
of relevant material dealing with teaching gramraad present the characteristics of in-
company courses. The section about teaching gramomears the concept of second or
foreign language acquisition and the hypotheseate®lto this area. Next, selected
teaching methods and their relation to teachingngmar are discussed. The section
concludes with a current view on presenting andtmiag grammar, and why grammar
should be taught. The second section of the theatdtackground focuses on the context
of in-company courses and the characteristics aftddarners studying English in in-

company courses. The chapter explores the typiaaiacteristics of in-company language
training and presents the vast variety of courbesfteld brings. The psychological and
sociological factors of adult learners and thelatienship with the teacher conclude this

chapter.

4.2 .PEDAGOGICAL RESEARCH

The aim of the present pedagogical research is dp the needs of the in-company
students and relate them to the teaching methaitsisied and to compare and contrast
how two modern general business English textboBksiness Resulind International

Expressapproach teaching grammar.

There are two main approaches to pedagogical @segmantitative and qualitative. Each
of them has their own characteristics, features adstantages and disadvantages.
Qualitative methods are considered to be ratheft, ‘dtexible, subjective, [... or]

speculative’ in contrasts to the characteristicsga®d to the quantitative methods — *hard,
fixed, [and] objective’ (Silverman, 2000: 2-3). Hewver, the quantitative features are
present in a qualitative research and vice veffdecause the term qualitative inquiry
draws attention to one item in a contrasting pgaimight be thought that there should be
nothing quantitative about it, but this is far frdming the case’ (Richards, 2003: 11).

Qualitative and quantitative approaches are nobdoseen as rivals because current
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pedagogical research combines them to benefit filmmadvantages of battSvaicek,
Safova, 2007: 27).

The approach to pedagogical research adopted prédsent thesis is more quantitative but
as it endeavours to map learners’ subjective e@pee of language training as well, it also
includes qualitative features. From all the pogsibkethods within the two approaches the
form of an on-line survey which focuses on bothrgiiative and qualitative features was
selected. This choice was governed by the fiela/irch the research was conducted, the
area of in-company courses. Companies are frequeatlwilling to let the classes to be
observed for research purposes and even the resiulise on-line survey had to be
anonymized. In addition to that, in-company leasrae very busy people and the length
of the questionnaire needs to reflect that. Thalfform of the questionnaire was thus a
compromise between the needs of the researchetharidterest of the learn&r&Gavora,
2000: 107).

4.2.1.NEEDSANALYSISSURVEY

The present pedagogical research is based on a8 aeatysis survey conducted with 231
in-company learners. The needs analysis forms filexd in by in-company learners who
work for a corporation which is a part of a largeltimational. Before their language
training started, they took a complex language taudiose aim was to assess their

language level and part of which was also an iotef@ needs analysis form.

The analysis was conducted with 231 learners buif38em chose not to answer any of
the questions in the needs analysis form. The wata collected with the help of an on-
line application. The needs analysis has the fdrendnteractive questionnaire and it is a
voluntary part of the language audit and the sttedean decide if they fill it in or not

which resulted in 59 of the analysed students nstwaring the questionnaire. The answers

® . ’kvalitativni a kvantitativni fistupy nejsou souptei paradigmata. Naopak, s@sny rozvijejici se proud
pedagogického vyzkumu toto silineflektuje a snazi se ob&gtupy kombinovat s cilem maximélmyuzit
silnych stranek obou metodologickyctigtupi‘ (Svaricek, Sefova, 2007: 27).

¢ 'Délka dotazniku je tedyasto kompromisem mezi pozadavky vyzkumnika a sobstpa zajmem
responderit (Gavora, 2000: 107).
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of these 59 learners are not included in the tabkppendix 2. Individual questions that
other participants decided not to answer are mawked

When learners fill in the questionnaire, their aesvare recorded in a language audit
protocol together with the results of their langeiagudit. These protocols are not
anonymous; they contain the learner's name, entdtess and company details. This
information is strictly confidential and it is npossible to share such information. As a
result it was not possible to put the protocols gerto Appendix 2. The data collected
during the needs analysis were exported to a tabieh aggregates all the answers from
the protocols and which allows for better filteringd analysis. Any data identifying the
names of the students or companies they work foe weleted and learners participating

in the survey were only labelled by numbers.

The results of the survey were evaluated and usetieabackground for the discussion
about what in-company students expect from theguage courses in relation to
grammar, what would suit such needs, preferencdseapectations best and they also
serve as a springboard for the comparison of twaamo general business English
coursebooks by Oxford University PreBggernational ExpresandBusiness Result.

4.2.2. TEACHINGMETHODS INRELATION TOIN-COMPANYCOURSES

The teaching methods previously discussed in 22.emaluated in the context on in-
company courses. The characteristics of each meshazhsidered in relation to the reason
for studying English in-company learners statethenneeds analysis and in relation to the

characteristics of in-company learners and in-comaurses presented in Chapter 3.

4.2.3.COURSEBOOKSCOMPARISON

The course materials that were chosen for the cosgmaare both examples of business
English coursednternational ExpresandBusiness ResultVe aim to focus on grammar
within business English and not, for example, gaher specific English, because it is one
of the most frequently demanded type of coursethbyemployers who order the courses
for their employees as English is the lingua franéabusiness and because business
English is one of the most universal areas of imoany courses which can meet the needs

of students from various departments and areagemfiaization within one course.
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The aim of this comparison is to observe how bb#n ¢oursebooks treat grammar and
whether it is in line with the method which suitsdompany courses the most, and whether

its approach to teaching grammar helps the teapkesuade the students about the

importance of studying grammar for their workinig li

55



5. PEDAGOGICAL RESEARCH

5.1.IN-COMPANY STUDENTS NEEDSANALYSIS SURVEY

In order to see what in-company students expech ftbeir courses, thorough needs
analyses should always be conducted at the begmifitheir language. The results of the
needs analysis then serve as a guide for the teanbdespecify what students expect, need
and prefer. In some cases, the initial needs aeslysay be conducted before the tuition
begins as they serve as the basis for settingaupvtiole system of language training in the

company.

5.1.1.NEEDSANALYSISFORM

The needs analysis form starts with student’s asdkessment of his or her language
competencies and a job description, then proceetletcontexts in which the student uses
the target language most often and then it focosethe contents of the course by asking
the student what he or she would like to focus orng the course. Students choose their
answers from a scrolling menu but can also spemify details they wish in open answer

boxes. The results of the needs analysis are &laila Appendix 2.
5.1.2.NEEDSANALYSISRESULTS

5.1.2.1. Language Level

After students’ level of English was assessed bindapendent language audit, they were
asked to give also their own estimate of their legg level. Table 1 summarizes the
language levels of the analysed students accotditige CEFR. The table shows that there
are representatives of each level of the spectrarohasuggests that also their expectations

and language training needs may vary.
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Table 1: Language Level of the Analysed In-complaegrners
Language level

Accordingto  According to self-

CEFR level language audit assessment
Zero beginner (A0) 4 2
AL/ AL+ — 15
A2/ A2+ 0 >7
B1/B1+/Bl++ 62 >9
B2/B2+ 33 31
B2++ /C1 8 8
C1+/C2 - 0
Total 172 172

5.1.2.2. Most Frequently Used Contexts and Skills

In order to be able to choose the best materialthdolearners, it is essential to know what
their motivation for studying a foreign languagearsd in which contexts they need to be
using the language. In relation to the ESA methioe teacher should engage the students
and use their interest in the topic to motivaterthé&/hen the teacher can show the students
in which exact situation they encounter every dagytwill be able to utilize the new
language, their motivation is likely to be highkr.addition to that, the ‘activate’ stage of
the lesson can then draw on practising the languatieese specific situations. As a result
of this, when students actually do encounter sitaatson in the real life in the future, they
already feel much better prepared for it than éytlhave to transfer what they know from

other contexts into the new one.

Graph 1 below summarizes the contexts in whichath&ysed in-company students use
English. Only 16% claimed they use English for ex& business communication and
contact with clients but internal company commuticaand contact with colleagues and
superiors amounted to 42%. This may be causedebfattt that the corporation for which
the analysed students work is a large multinatiamal not only do its employees have to
communicate with the parent company, but also mfangign employees are sent for
shadowing or regular posts in the Czech Repubticis linteresting, that the same
percentage of students, 42%, said that their ma&a #or using English is outside work —

during social meetings and free time activities.wideer, when we contrast business-
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related communication to the communication duringef time activities, business

communication prevails with 58% to 42%.

Graph 1: Contexts for Using English

Contexts for Using English

External
business
communication
16%

Free time
activities
42% Internal
company
communicati
on
42%

Another important criterion analysed in the suri®gonnected to the language skills that

students need to use most frequently. The highexgioption of students, 39%, needs

English especially to read texts whether they amnected to their work or private life.

Second most frequent is skill is speaking with 3d@lowed by writing, 19%, and

listening with only 12%.
Graph 2: Most Frequently Used Skills
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5.1.2.3. Preferred Course Focus

Many companies prefer to select the focus of thesas according to their policies instead
of letting students choose for themselves. It caoplen that employer’s preferences differ
from the preferences of the employees and the edorsis cannot be changed. However,
even in such situations it is useful for the teadbeknow what students want to focus on
most. The teacher has a chance to stress suchitsaspaay chosen area and thus motivate
the students more or, when confronted with theltgssome clients may decide that they

will allow the employees to focus on the area thefer.

Graph 3: Course Focus

Course Focus
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As we can see in Graph 3, most of the analysedfsahployees, 43%, said they preferred
conversation-focused lessons. General English eomes preferred by 27% of employees
and business English, the choice mostly prefersethb employers, was third with 22%.
When we contrast the results of the course foculs thie contexts in which students use
English most frequently, we can see that despiefdlot that 58% of students said they
needed to use English in business communicatioethei external or internal, only 22%
see it as their priority when studying the langudgenay be caused by the fact that the
students feel they have enough opportunity to lisdéanguage in these contexts and would
prefer to have experience from other contexts aBi. waother explanation may be
connected to the possible interpretation of thedw@onversation” because it was not

further specified in the questionnaire whether hiboidd be general conversation or
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conversation on working or business topics, andrethare also business-related
conversation courses. Only a very small percent2§e, wanted to focus on exam
preparation and 6 % of students expressed no prefes at all. It is surprising that none of
the students chose ‘Specific language of my pradesdt may be caused by the fact that

students already know the job-specific vocabularthay use it frequently.

Students were further asked to specify which atleag would especially like to develop.

The exact question was ‘The course should espgd@ils on developing:’. They could

choose up to three options from: Speaking, Lis@gnicomprehension, Reading

comprehension, Writing, Grammar, Vocabulary, ance&iphrases. It is striking that not a
single student out of the 172 students selectecgremwer. All three possible choices
remained unanswered for all the students. Theretbeeresults of this question are not a
part of the table presenting the results in ApperiliThe reason for not answering this
guestion may be that the students prefer a ralanbed combination during their lessons
or they did not see this as important as answetegother questions. In relation to the
topic of the present thesis, teaching grammar, Hastion shows that students are
interested in choosing the contexts in which thegdthe foreign language but do not feel
it is necessary to choose how the teacher will bedm achieve good performance in such

situations.

Next question focused on the skills for businesswoonication learners would like to
improve in, see Table 2. Students could choose tiprée options but not all students used
all the options available. The most frequent bussnekill students wished to practice was
“Making arrangements with colleagues/business pestnwith 80 votes, followed by
“Social conversation, small talk” with 73 and therd choice was “Formal and informal
emails, correspondence” with 50. Of course, it namer suffice to learn only function
language and fixed expressions typically used @s¢hmost wanted situations. There must
always remain some space for manoeuvring and the@ such communication in the real
world that could be reduced to functional languagéy. It is the role of the teacher to
choose all the relevant language for being suceessthese situations, and that includes
not only the lexis and fixed phrases, but also egpate grammar structures in the

appropriate amount.
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Table 2: Business Communication Skills

Business Communication Skills

To improve, | need to focus especially on: Selected by
Making arrangements with colleagues/business 80
partners

No answer 79
Social conversation, small talk 73
Formal and informal emails, correspondence 50
Presentations 40
Negotiations 34
Management 33
Telephoning 23
Reports 23
Written analyses 22
Meetings 21
Selling 17
Understanding manuals, etc. 9
This is not an area | would like to focus on 5
Business trips, arranging them or going on therr 4
Leading interviews 3
Total 516

Communication skills related to the students’ sieg@rofessions were discussed in the
following question. It is not possible to predidt the possible answers. Consequently,
students did not select the answers but answereddn answer boxes. A vast majority of
students, 72%, decided to leave the answer boxyeamt only 12% actually provided
information about the specific job-related areasythvould like to focus on such as
‘specialised phrases, conversation’ (Student 10Banking products’ (Student 92)
‘Speaking about collecting debts, method of workimdpility to defend and explain
processes which my department uses’ (Student 10ig).interesting that 9% of students
again mentioned areas from general business Englisbh were also covered in the
previous question, for example they asked for ‘eomfice calls’ (Student 6) or
‘negotiation, comprehension, describing procesaesing emails’ (Student 38). Despite
the fact that these are nor ‘skills’, they also tmred focus on vocabulary, 4%, grammar,
2%, and speaking, 1%, but they did not specify sppgcial context in which they would

like to use these as in ‘grammar and listening aetmgnsion’ (Student 76). Despite the
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fact that students included answers that are nlié,ske have kept the labelling of Table 3

to reflect the original question.

Table 3: Profession-related Communication Skills

Profession-related Communication Skills

No answer 123 72%
In the context of their specific job 21 12%
In general business context 16 9%
Vocabulary (unspecified context) 7 4%
Grammar (unspecified context) 3 2%
Speaking (unspecified context) 2 1%
Total 172 100%

The last question focusing on course content askemlents to specify general
communication skills they feel they need to improwe This question remained
unanswered by 75% respondents. For this questiotiersts can enter longer answers into
the box so some of the answers combined more afedde 4 below lists the answers
under the category which was prevalent in the ansespite being most frequently
mentioned, grammar-related topics amounted to 14Bk dnswers included ‘vocabulary
and syntax’ (Student 161), ‘grammar — revision'u@&nt 13) or ‘Gain experience using
basic grammar so that it stops limiting me wherakpg + improve vocabulary’ (Student
46). Again, students included answers that areskdls’ the labelling of Table 4 is kept to

reflect the original question.

Table 4: General Communication Skills

General Communication Skills

No answer 129 75%
Grammar 19 11%
Vocabulary 11 6%
Productive skills (writing, speaking) 10 6%
Receptive skills (reading, listening) 1 1%
Other 2 1%
Total 172  100%
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5.1.2.4. Results of the Needs Analysis in Relatiom Teaching Grammar

The results of the needs analysis show that staddnnot feel a strong need to focus on
developing their knowledge and ability to use graanas there were only 11% of students
mentioning grammar when selecting areas to focus @eneral English. Even less, 2%,
of students chose this option in the context ofgesional communication. This may be
caused by the fact that many students still belithag focusing on grammar equals
grammar-translation method and drilling grammaesuiather than using it to enlarge their
repertoire of language they can produce spontahedusarners do not seem to realize
that by selecting for example ‘negotiations’ at #eme time they actually select, for
example, first and second conditionals without Whilkey cannot negotiate successfully
and they say they do not need to focus on grammawever, learners of a foreign
language do not need to realize that. It shoulthbeaole of the teacher and not the student
to ‘decipher’ the connections between the commtuivieaims the learners need and the
grammar needed for reaching these aims. Studemtgbde to identify situations in which
they need to use the language whether they arendsssior free-time related and the
coursebook’s or the teacher’s role is to selectténget language, that is the vocabulary
and the grammar structures, which needs to be redsie order to be successful in such

situations.

5.2. TEACHING METHODSDISCUSSED INRELATION TO IN-COMPANY COURSES

The aim of this chapter is to evaluate the teachwethods discussed in 2.2. from the point
of view of Czech in-company courses. The aim ignark the most suitable teaching
method to choose according to the information ctdié in the needs analysis in 5.1.,
characteristics of in-company courses, and typaaracteristics of adult learners in
Chapter 3. There is no method that would suit geds of all learners, and there certainly
is not a method that would suit all in-company hess of business English. ‘Classrooms
and cultures across the world may have their owh dppropriate way of doing things
which takes into account local expectations andisie€he reality is that teachers pick and
choose the approach best suited to their own expeziand teaching style, what resources
they have available, and the particular learningdseof the learners’ (Frendo, 2005: 14).

The best method may not depend on the cultureeotduntry but also on the individual
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corporate cultures of the companies. Despite this, possible to predict which methods
have the potential to be suitable for in-companyrses and which do not.

5.2.1.GRAMMARTRANSLATIONVIETHOD ANDIN-COMPANYCOURSES

As was mentioned Chapter 3, the most frequent@oainployers paying for the courses is
to have employees who are able to communicate ensituations of their everyday
working life, they do not need them to become lagguspecialists, and this view is also
supported by the answers in the needs analysesnpeesin 5.1.2. Many Czech adult
learners can also be prejudiced because most of tiese experienced the grammar-
translation method during their past language stitdhe state schools and they already
know whether this method did, or rather did nolphtem learn to communicate in the
language. Another disadvantage of this methodarctntext of in-company courses is that
lessons conducted according to it are heavily tacéntred and students do not have
much influence over the proceedings during theolesshich is not what adult learners
typically prefer. Adult learns prefer being ableindluence the subject matter covered in
the course, in-company students expect it and gftgnfor it. Consequently, it cannot be
said that the grammar-translation method wouldrbknie with the needs of a typical in-
company student. Translation may not come usetassdme in-company students who
are, for example, asked to translate some compaoyndents to or from English. These

are, however, rare exceptions and should not beidered typical.

5.2.2.AuDIO-LINGUAL METHOD, PPP,AND IN-COMPANYCOURSES

The audio-lingual method may be useful for someéviddals but it will not meet the needs
of the majority of adult in-company learners beeatisey typically prefer to use the
analytical abilities adults have to study a languaather than memorize some sequences
or dialogues by heart. In addition to that, in-gamy students often claim they lead very
busy and stressful lives and memorizing may betlgeraime-consuming type of home
preparation for them. Also the demand on practismgmunication will not be met if the
lesson is conducted according to this method.

The later development of the audio-lingual metHelP, seems much more suitable for in-

company courses as the learners do not feel tleepractising something without meaning
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due to the presentation phase. And the last pipasduce, gives them a chance to use the
new language more freely and communicatively intaagon which requires the new
pattern. Therefore, how useful this method readlyor students, could be determined by
how the ‘produce’ part is realised in relation ke tsituations the students really need to
practice. If the produce part incorporates real $ituations from the contexts students are
interested in, it can be a very motivating methddclv directly shows students why they
learned the new structure and in what concreteatsitos they will be able to use it.

However, at this personalized form, PPP may alréahsform itself to Harmer's ESA.

5.2.3.DIRECTMETHOD ANDIN-COMPANYCOURSES

‘The direct method [...] has been very successfuhWit.] students who have intrinsic
motivation for language study and who believe ti@ study of conscious grammar is
essential. For these students, the inductive stdidyrammar is in itself interesting, and
provides all the interest necessary. In other wagdsmmar is subject matter. Acquisition
[...] comes from the teacher talk used to presentgit@mmar’ (Krashen, 1982: 137).
However, this is not what Czech in-company learrexgress as their preference. The
needs analysis results in 5.1. show that noneeo$tihdents prefers ‘grammar’ as the main
focus of the course and also the companies pagnghé language training do not need
their employees to become language experts, butbdobetter in the everyday

communicative situations in which they need to Esglish.

5.2.4 TOTALPHYSICALRESPONSE ANDN-COMPANYCOURSES

Total Physical Response may attract adult learregitention, and thus also in-company
learner’s attention, as it is something completitierent from the once traditional method
of the Czech state schools, the grammar-translatiethod, and it brings variety and a
certain novelty feeling to the classroom. Neverhs)] precisely for the same reason, in-
company students may have reservations about teieant and they may feel ridiculed
when asked to obey commands and act them out. ditiad to that, ‘the necessity of
producing overt physical responses right away maygke anxiety in some students’
(Krashen, 1982: 142). We also must not forget #ut that a business suit is not the most
comfortable type of clothing for performing the kasand some small meeting rooms

barely allow the students to work in pairs and ditagg up and moving around the room is
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practically unthinkable. On the other hand, ‘TPRa$ a complete method. It cannot do the
entire job of language teaching, nor was it desigioedo this’ (Krashen, 1998) and if this
method is used with caution, it may bring varietyere to in-company courses and a

creative teacher will find a way to use it to theilvantage.

5.2.5.COMMUNICATIVELANGUAGETEACHING, TASK-BASEDLEARNING AND IN-
COMPANYCOURSES

‘Communicative Language Teaching has had a thoidgubkneficial effect since it
reminded teachers that people learn languagesontitas they know about them, but so
that they can communicate with them’ (Harmer, 20&@. Consequently, the emphasis
of this method is ‘on students communicating reaksages, and not just grammatically
controlled language’ (Harmer, 2007b: 50). This ngportant in relation to in-company
students. The focus on real messages suits theogaifor which in-company students
typically need to study English — everyday workifg communication. However, the
drawback of this method is that adult learners Ugymefer more analytical approach to
studying a language, as was mentioned above in &2. omitting grammar altogether
thus can be counterproductive. In addition to timtompany learners are typically not in
a situation in which they would need ‘survival BEefl which is aimed at conveying the
message rather than pursuing accuracy. On theargnthey are established professionals
who need to communicate efficiently but also acmlyabecause they need to express
complex ideas and explain them to others in detaiéy need to make a good impression
on their superiors or business partners and goachmar is an indispensable part if this

impression.

5.2.6.NATURALAPPROACH AND N-COMPANYCOURSES

Krashen’s Natural Approach relies on thorough hgmeparation of the learners. Grammar
is dealt with only in the form of home assignmebéxause the lessons focus rather on
providing enough input than explanations and pcactAs a result, in the real world this
method will never be suitable for busy and overwledl in-company students. Home
preparation is something most in-company studeerteemhave time for as studying a
foreign language frequently is not a priority ftwet in comparison to other aspects of
their private and working lives. On the other hathe, natural approach is a method which
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puts meaning and communication before accuracytlaisdcould be more important for
some individuals than perfectly correct use of lagge.

5.2.7.ECLECTICAPPROACH ESA,AND IN-COMPANYCOURSES

The abovementioned list of method is not an exinaufist and there are many other more
or less popular methods or developments stemmmmg the described methods. At the
same time, there are many good and experienceleiesawho have never studied any of
the methods thoroughly and who only use their egpee, estimation of the learner,
creativity and passion for teaching to choose ams/for their well-taught lessons without
considering the fact that the methods come fromptetaly different, if not mutually
exclusive, methods. Eclectic approach, i.e. comirtechniques from various methods
when the teacher decides which activities suit bdsn teaching the given structure, the
given learner and which best addresses the givaatisin, seems to be the most useful
way of approaching teaching because it takes tie features of each method and
combines it with the best techniques of other mdsh@eing eclectic, however, does not
mean putting together any activities with any lesstucture in mind. It is going to be an
efficient approach to language teaching especialtymaybe only, if based on ESA —
Engage, Study, Activate.

Harmer’'s Engage, Study, Activate method seemsetthb most suitable method for in-
company learners because it stresses the needdagiag students and motivating them,
but also the fact that they do not need grammagfammar itself but grammar for active
communication. At the same time, ESA can frequentyespond to an improved and
more motivating version of the Present, Practicedéce method which is one of the most
suitable methods for analytical adult students.t,Lhst not least, following the Engage
Study Activate stages will help the teacher tol*sbe grammar as a valuable product and
stress its importance in the eyes of in-compangesits. As the needs analysis shows, in-
company learners are interested in being efficragotiators, efficient email writers, or
persuasive speakers. None of these goals are ableewithout good understanding of
grammar. Grammar will help the learners give praifesal impression even if they speak
spontaneously from the top of their head and thitynever be caught off guard, even if
they forget a phrase because they will know howotastruct an alternative.
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5.3.APPROACHES TOI EACHING GRAMMAR IN CURRENT COURSEBOOKS

As we could see in the needs analysis resultsli? 5 there is a discrepancy between the
contexts in which the in-company students claintexy theed to be using English and the
course focus they prefer. External or internal b&ss communication is what 58% said
they use English for but only 22% selected busigsglish as the primary course focus.
When choosing a coursebook, we must also includelient’s, i.e. the employer’s, point

of view. Unless the company paying for the languaggon organizes the courses as a
benefit for their employees, it wants to see rasuitthe contexts which are relevant to
their employees’ job performance. Moreover, manpugr courses are attended by
employees from different departments and it isdveti design a course syllabus which all
of them can benefit from, even if they need to makempromise, rather than try to cover

all of their specific needs at once.

As a result of this need for compromise, many impany course syllabi cover topics
from business English or a blend of general andnless English or business and specific
English. For this reason, the analysis will focastwo modern and most frequently used
English coursebooks by Oxford University Presssiness Resuland International
Express The aim of this chapter is not to provide a thugio textbook analysis of these
coursebooks but to compare their approaches thiteagrammar. We analyse whether
the coursebook’s approach suits the needs of tleompany learners and whether it
follows the ESA principles; how the coursebook Belpe teacher engage the students,

study the new structures in relevant context, amwd it activates the learners.

5.3.1.INTERNATIONALEXPRESS

The International ExpressNew Edition,series was published by the Oxford University
Press and it was issued in four levels — elementagrintermediate, intermediate, and
upper-intermediate International Expresss a course for adult professional learners who
need English for work, and for communication in-ofstvork functional contexts, such as
travel or socializing’ and its * balance of genesall business English is suitable for those
who need to interact in a variety of situationshbiot and out of the workplace’ (OUP 1).
Its balanced combination of general and busineggidtnis useful for those students who
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themselves would select general English but whogal@yer also expects them to be able
to responds adequately in working situations.

Each level of the course consists of a Student'skBeith Pocket Book which contains
core grammar and phrases, Workbook with Audio CI2gcher's Resource Book with a
DVD, Class Audio CDs, and on-line support for btehchers and students.

5.3.1.1. The Structure of thdnternational ExpressCoursebook

Each level of theénternational Expressourse is divided into ten or twelve chapters which
are complemented by three to five Review Units thelp students revise the newly
covered subject matter. The individual chaptersfardner subdivided into sections. The
Elementary level has three sections, Language foWerdpower, and Focus on
communication. Higher levels, Pre-intermediateedmediate, and Upper-intermediate,
have four sections — Language focus, WordpowelsSkicus, and Focus on functions.
The Skills focus is, however, not the only diffecenIn contrast to Elementary level's
Focus on communication, further levels speak aboatis on functions and this change in
labelling is quite confusing because there doeseein to be any difference between these

sections.

At the beginning of each unit, there is always ensary of what will specifically be
covered during the unit called ‘Agenda’, see Apper8l The individual sections of the

unit are at least loosely connected by the topihefunit.

5.3.1.2.International Expressand Its Approach to Teaching Grammar

Grammar is dealt with in the section called Languégcus which is always the first
section of the unit. The description in the teachleook stresses that there are four steps in
the Language focus — an introductory activity, prgation, grammar analysis, and
practice. The introductory activity ‘aims to stiraté interest, to find out what learners
already know about the topic’, ‘presentation of theget grammar [is done] in a realistic
context, a listening or reading text related to tbpic of the unit’'(Harding, Taylor:
2005TB, 4). What should follow next is the ‘gramnaailysis, which focuses on examples
of the target grammar from the presentation text, guides learners towards formulating
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rules’ and the whole process is concluded by tlaetjme section which ‘provides a series
of activities, moving from controlled to freer pta@e [... and finally to] an opportunity for

freer communicative practice’ (Harding, Taylor: 30, 4).

This description gives an impression that the teaetill not have too much extra work
trying to create activities that would engage,\eté and motivate the students and that on
the condition that s/he follows the steps as threypaesented in the coursebook, the lesson
will practically follow the principles of Harmer&SA. However, the coursebook does
often not follow its own description of how gramnmegrould be treated and the teacher
usually has to rearrange the activities in ordené®t these principles.

A typical example of this course’s approach to gran can be seen in Unit 4 from
International Express Elementain which the Past Simple is presented and prattice
(Taylor, Lane, 2007: 33-36). Students first havehance to get some information about
the topic of the unit before they are asked to reahort article about the history of a
company. The article is first used as a readiniy aasl students have to find information in
the text. This strategy helps stimulate studemigrest in the topic. Only after the teacher
makes sure the students understand the main idehe text in which they have already
seen the new structures, is the Past Simple famoduaced and presented to the students in
a clearly arranged table. The learners are predevith the positive and negative forms of
the tense in a table. The course is consistenalmays uses the same background colour
for the grammar boxes so the students can quigdyshere the new structures are. At this
level, the book presents the grammar without aigjtiely from students during the process
of the discovery. However, higher levels involvedsnts in discovering new grammar

rules (cf. the upper-intermediate level by Hardllwork, 2010).

What follows is a controlled practice in the formfour exercises. The first two of them
aim only at the practice of regular and irregulastpforms which are isolated and do not
provide any context. The third and fourth exerabew the new forms in a larger context
and are interconnected — first, students choosectirect forms in the gap-fill exercise
and based on the text of this exercise they cothecstatements in the following one to
practice making negative forms. However, all ofsthexercises are examples of controlled
activities which are not by themselves related ny eeal life situation in which the
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students would be practising the use of the langdagwork or for other contexts. If we
looked at this from the PPP or ESA point of viewe would have to say that the
coursebooks provides only the present and praetesaents, or engage and study, and that
the ‘produce’ or ‘activate’ components are missiligs up to the teacher to supplement

such activities if they want to include this stage.

The second language focus of the same unit is aah#te question formation in the Past
Simple tense. However, the presentation box of dhéenmar is not directly followed by
practice that would help the students drill theisiure of the questions but again by an
exercise on making declarative sentences in thé $asple tense, i.e. by an activity
practising language from the previous, not the iaijg language focus. It is interesting
that the previous edition of the student’s book il focus on declarative sentences again
and went straight to practising the questions, twlseems much more reasonable and
logical (cf. Taylor, 2002: 32). The practice of tlygpestion form comes after this
interruption and it has the form of a gap-fill esise in which students fill in the first
question word. Students do not get a chance tdipeacreating the whole questions. Next,
they are asked to use the questions to ask themmgea. This is all the practice connected
to question formation the student’s book providéke activity does not provide the
learners with any feedback on if they would be ableonstruct the questions now. It may
be argued that as the course also contains a wokklaalditional practice may be taken
from there but it still would not provide a prodivet or activating activity for the students.
In addition to that, many students or companiessefto invest in anything but the main
student’s book and teachers have no power to niegte buy it. As Oplustilova points out
in her work mapping another area of the Czech lagguraining market, post-secondary
courses, frequently ‘the selection of textbooks atiter teaching materials is driven by

economic rather than educational factors’ (Oplogél 2012: 10).

Even greater complications to teacher’s lessonnolgnare such units which combine
multiple new grammar structures at the same tinteomut covering them in previous units
or levels. An example of this can be Unit 6 on iermediate level which at the same
time introduces the Past Simple, Past Continuoub Rast Perfect (Harding, Taylor,
2005SB: 59). It would be absolutely suitable tovéhauch a review of past tenses all
contrasted to one another if the students had heldaace to become familiar with the
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individual tenses before. Unfortunately, this i4 tiee case. The elementary level covers
only Past Simple and the pre-intermediate leved disals with only one past tense, the
Past Simple (cf. Taylor, 2004). As a result of that the intermediate level both the
students and the teacher face quite a challenge Wieebook requires them to quickly
understand the contrasts among these three tetesaflyl within one page. Unfortunately,
this is not the only example of when two or morevrstructures are put together, other
examples can be found in the upper-intermediatel lewit 4 in which the Future Perfect
tense is introduced for the first time and all #utivities count with the fact that students
already know its form and functions while it is thest time it is presented (cf. Harding,
Wallwork, 2010: 40), or in the intermediate coursak Unit 2, which combines and
mixes together four areas - Past Simple and Prézenfiéct Simple reviewysed to,and
subject and object questions without introducingnthbefore (Harding, Taylor, 2005SB:
17-18). The teacher has to rearrange and regreupxércises in the practice section to be
able to focus on one grammar area at one momentnahdo confuse students with

practising more structures at once.

5.3.1.3.International Expressand ESA

The abovementioned teacher’s book description®waf gframmar is dealt with sound very
student and teacher-friendly and they give the @sgion that each step follows the next
one in a logical order. However, this coursebodkrmfoes not follow the whole PPP or
ESA, the practice sections need to be reorganizemtder to fulfil the criteria that they
should proceed from controlled to freer practicedactive activities to practice the new
grammar are sometimes missing completely and degighe produce or activate part is
left up to the teacher. In addition to that, ifrénés some productive activity it frequently
does not observe any clear communicative aim aetetls no real-life setting for the
communication to take place. An example of this lsarseen in Unit 8 of the intermediate
level, see Appendix 4. This exercise is trying tagtice the grammar structures for making
arrangements and expressing intentions but it do¢syive any real-life setting to the
conversation and it is limited to a few unrelategstions only. A solution would be if the
teacher took the idea and added some real-lifeeggné.g.Student A is a bank clerk.
Student B is your line manager. You are at an ahagsessment meeting. Student B asks,

‘What intentions and plans do you have for nextryearhis would help the students
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realize why they need such structures much bdtian bnly when they ask and answer
guestions taken out of any context. However, itvésaa substantial amount of
responsibility to motivate students and show thew khey can use the newly introduced

grammar in a situation that relates to them ufnéotéacher.

5.3.2.BUSINESSRESULT

Business Resueries is a course published by the Oxford UniteRiess and it is a five-
level course, starting from the elementary leved &ading students up to the advanced
level. It is a ‘business English course that gigasdents the communication skills they
need for immediate use at work’ and one of its fegtures is the ‘practical, functional
language presented and practised in a work-relededext’ (OUP 2). This course also
provides ‘[t]ips and advice from the Cranfield Sohof Management [which] introduces
an authoritative business perspective, and appliefessional theory to real situations’
(OUP 2).

The course consists of a Student’s Book Pack, wimnicludes a Student’'s Book and an
Interactive Workbook on a CD-ROM, Teacher's BoolkclBaconsisting of a Teacher’'s
Book and a Teacher Training DVD, and Class AudisCD

5.3.2.1. The Structure of theBusiness Resul€oursebook

Business Resuls divided into twelve or sixteen units dependorgthe level. Each unit
contains five sections — Working with words, Bussie€ommunication skills, Practically
speaking, Language at work, and Case study or iActivAll these sections are closely
interrelated not only by the topic of each unit bigo by the language needed for each
section. Each unit starts by stating its learnibgectives, see Appendix 5. The objectives
are formulated in a much more communicative way thminternational Expresgcf.
Appendix 3), and instead of simply stating thatahé& will focus on the Present Simple, it
stresses its communicative functions, ‘Using thesent simple and frequency adverbs to
talk about your job and routine activities’ (HughBsunton, 2008: 6). The communicative
formulation helps the teacher motivate the studemdse because from the very beginning

they know what the new structures are useful for.
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5.3.2.2.Business Resuland Its Approach to Teaching Grammar

As is obvious from the way Learning objectives doemulated, Business Result
approaches grammar from a much more communicagvgppctive. The course explains
its approach in the teacher’s book descriptionhef gection which deals with grammar —
Language at work, ‘[tlhis section focuses on they kggammar underpinning the
communication skills section that precedes it. Tgammar is reviewed from a
communicative point of view; this will meet yourmudents’ expectations with regard to
learning form and meaning, but also reminds themv tie grammar they need to learn
commonly occurs in business and work situationgglaby, Grant, 2009: 5). This course
embraces the fact that the importance of studynagnghar must necessarily be supported
by evidence from real-life situations in which stats will see the need to use the new

grammar.

In Business Resuligrammar is typically introduced in reasonable ant®uend thus
students do not get lost in the new patterns. Theiges usually follow one another in a
logical order from controlled to freer practice ame complemented by communicative
activities. The view of grammar from the communiatpoint of view is mirrored also in
the way the contents of the book presents the mésoof the individual lessons in the

form of communicatively formulated ‘can do’ statantse see Appendix 6.

The typical procedure taken in the Language at wgedtion is exemplified in Unit 1 of the
upper-intermediate level (Duckworth, Turner, 2002:103). The presentation of the
grammar structures in question, Present SimpleGomtinuous, starts by examining the
extracts from the audio recordings which were ceden the previous section — Business
communication skills. Students answer questiongdionect the correct form with the
correct function and meaning. Next, they go to Pinactice file where they can study the
language box which explains both the form and teammg of the respective patterns in a
systematic way. After that comes controlled pra&ctic the form of an exercise with
isolated sentences which students complete bydireat form of the verb in the brackets.
The next controlled practice that follows requistgdents to create questions using state
verbs. Last exercise again focuses on the corlistgteen the two structures and asks the

students to choose the correct form.
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In contrast tolnternational Expressthe procedure ilBusiness Resuttoes not conclude
with controlled practice only. After the studentst @ chance to practice the form in the
controlled practice in the Practice file, they ratbback to the Language at work section
and continue with freer and more communicative fozac The exercises try to set a real-
life situation for the students and instruct themmagine in which contexts they would
need to ask such questions — ‘“You want to find thig information from someone you
meet for the first time. What questions would y@ak@ (Duckworth, Turner, 2012:10).
Next, students ask their partners. This is a sroldnge but compared to the more
traditional instructions such as ‘Make questiond ask your partner,’ it provides at least
some context to the use of the new language areh) ewre importantly, it shifts the

responsibility of choosing the relevant questianagk in such a situation onto the student.

The lesson is completed by a productive activityollnelps to activate the new language.
Students give a short presentation about their emypising the provided prompts which
bring about the use of the respective tenses. Tiertige activity even more related to a
real-life context of the in-company learner, thacteer can introduce this activity by
connecting it to the case study of this unit orslayinglmagine you are at a networking
event which connects people from various areasusiness. You want to attract new
business partnersand follow with the coursebook’s instructionsv@ia short presentation
about your company using these points’ (Duckworthxner, 2012:10). The case study
mentioned above is yet another way to practiseonbt the grammar structures but also
the new functional language introduced in the UD#se studies at the end of each unit are
typically designed to stimulate free communicatpreduction of all the new language

covered within the unit which is challenging buttiating at the same time.

5.3.2.3.Business Resuland ESA

The communicative approach to grammar presentethibycourse is a way to help the
teacher motivate students into studying grammaialse it shows them the real-life
situations in which they will need to be using taeguage. However, teachers may have
difficulties with the engage component at the bemig of the lessons focusing on
Language at work. The course uses the Business uaoioation section in which students
first focus on functional language as an introdutiof the new grammar at the same time.

Both the sections cannot be covered within one #l#a session and despite the fact that
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the sentences to present the new language usudllicidy refer to the recordings that
students heard during the previous lesson, it i®upe teacher’s skill to efficiently remind
the students of what the context was and to entjeege into the topic again. The other two
elements of ESA, study and activate, are inclugethé materials provided by the book

and need only minor alternations depending on pleeific needs of the students.
Therefore,Business Resukeems better thamternational Expressn the context of

meeting the needs and expectations of in-compardests as they were described in the

theoretical background but also in the pedagogessarch.
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6. CONCLUSION

The aim of the present thesis was to suggest heweiching grammar of English as a
foreign language should be treated within the odrié€ Czech in-company courses to sulit
the needs of in-company learners and to meet tpectations of the sponsors of the

language training, the employers.

In order to evaluate the best method and coursefwothe treatment of grammar in in-
company courses, it was first necessary to progidbeoretical background to foreign
language acquisition, teaching methods, and tegaimiammar. Next, the specificities of
the Czech in-company language training were diszlssnd complemented by the
psychological and sociological characteristics afula in-company learners. The
pedagogical research presents the answers of $pameents in a quantitative-qualitative
survey about their expectations of language trginiie teaching methods discussed were
then evaluated in relation to the results of thwesyiand a suitable coursebook to suit such

needs was selected.

The results of the pedagogical research conductédinvcompany learners show that the
learners are interested in, or capable of, chodsiegontexts in which they need to use the
foreign language. However, the learners are ng@uage specialists, they do not know or
realize which specific functional language phrdsg&js or grammar structure will help

them achieve the best performance in the situatioes selected. It is up to the teacher to
present the grammar to the students in the form tieed it, that is, not as grammar for

grammar but as grammar for achieving a communieatimn they have.

To use metaphors from the world of the in-compaesriers, the area of business,
grammar needs to be presented to in-company leammer nice ‘gift-wrapped packaging’,
in the context of the situations they need for rthaaily working life. Using the
communicative aims and situations which requirgaterstructures for the ‘promotion’ of
grammar is the best way to ‘attract a lot of custdtrmay sound as we are tricking and
deceiving the ‘customers’ but actually it is quite opposite. Such approach of ‘selling’

grammar to the learners and of using attractiverketing strategies’ means embracing the
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role of grammar as a step on the way to the regeta— spontaneous and natural
communication in real-life situations in which séundls need to use the foreign language.

Consequently, from all the teaching methods dislisthe most suitable one for achieving
such aims of in-company learners is Harmer's Engdgfedy, Activate method in
combination with the eclectic method. This methtvdsses the fact that the students need
to be engaged into the situations in which theymékd to be using the structures. It seems
that also communicative language teaching wouldguigable for this group of students
because of its emphasis on communicating in restsdns and focusing on conveying the
meaning rather than the accuracy of the messageeVv&s, communicating in the business
context, whether it is internal or external comneation, is also about making a
professional impression on the partners in the comaeation and a professional image
cannot be kept when the communication is not ughto expected level and full of
grammar mistakes and misunderstandings arising iinsafficient knowledge of grammar.
There are many situations when in-company studeaexl to be able to differentiate
between subtle details of communication which ds® aonveyed by using distinct
grammatical structures, for example when negotiationtract conditions or dealing with

misunderstandings.

When we decide to follow the Engage, Study, Actiydlhe best material to choose from
the two coursebooks analysed Bsisiness Resulby Oxford University Press. This

coursebook has fully embraced the idea that gramnesmds to be taught in the
communicative context and the structure of the selawok supports this view on all levels
of the course. It would be possible to Useernational Expresss well but the amount of

work required from the teacher to alter and ada@tmaterial may be rather demotivating.
In addition to that, many less experienced teacklersiot realize that they should be
working with a book published by a renowned pultighhouse, Oxford University Press,
in a highly selective manner and with caution, #mat following the procedures as they
are described in the book is not enough to meetirtteompany learners’ needs and

expectations.

Despite the fact that there are coursebooks tli@cten the need to treat grammar within
communicative situations and communicative aimachers should always bear in mind
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that even the best coursebooks cannot reflectthet esituations in which students will

need to be using the language. To really ‘Engagedy$ and Activate’ the students,

adaptation and personalization will always be ndedberefore, the background set in the
present thesis and the findings of the researclddmiused as a starting point for further
work that would observe the adaptation and persmatain of coursebook materials to suit
the general needs of in-company students and teeifspneeds of an observed set of
learners.
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8. RESUME

Tato diplomova prace nazvana Vyuka gramatice veigleych formach vyuky (Firemni
kurzy — Vyuka dosgdych) si klade za cil ¢it na zaklad zmapovéani specifického kontextu
firemni jazykové vyuky a psychologické a socioldégiccharakteristiky &astniki téchto
kurzi, ktera vyukova metoda pracuje s gramatikou nejwculadu s poebami a

o¢ekavanimi dastniki firemnich kura.

Prace je roz&lena na dv¥ hlavni ¢asti, ¢ast teoretickou &ast pedagogického vyzkumu.
Teoretickacast se nejprve zaffuje na principy a hypotézy akvizice ciziho jazyka,
kterou navazuje vysovy prehled vyukovych metod ciziho jazyka. Cilem sekdeyxajici
se vyukovymi metodami neni poskytnout Uplighded vSech dosud znamych metod, byly
vybrany pouze hlavni metody, které se mohou vztah&e kontextu saiasné vyuky
ciziho jazyka v ramci firemniho vvani. Navazujici sekce poskytuje gty prehled
technik a aktivit vhodnych k prezentaci a pr@ewii no¥ probiranych gramatickych
struktur a zaroue poskytuje odposd’ na otazku, zda a ptagramatiku wibec vyuwovat.
Schopnost samostdtraktivreé tvorit véty poskytuje mlugim ciziho jazyka volnost ip
vyjadiovani. Gramatika je nezbytnym zékladem pro samogtgppontanni projev, kterého
neni mozné dosahnout pouhym skladanim frazi a gZgh funkci. Zarove i tyto
jazykové funkce musi byt tveny gramaticky spravnymictami, jinak nebude nikdy
dojem z daného projevu @mprofesionalni. Cilem firemnich studénbeni diky cizimu
jazyku ,piezit v cizim progedi“, ale komunikovat v rAmci svého osobniho i pvadho

Zivota s urovni odpovidajici jejich postaveni.

Druhd polovina teoretick&asti prezentuje charakteristiku firemnich Kkurz hlediska
typického zamsreni a sylab kurzi, ¢asové dotace jednotlivych lekci i celého kurzu,
legislativy a pistupu zamstnavatel. Neni mozné vytvit kompletni vyet vSech
moznych hodnot vztahujicich se k firemni vyuce,t@te pozadavky na firemni kurzy
nejsou nijak omezeny, jsou vzdycany ganim a pdebami konkrétniho zakaznika,
kterémucasto jazykova Skola vytyviareSeni jazykového vthvani na miru. DalSi soast
této sekce tvid také psychologicka charakteristikéagtnika firemniho jazykového kurzu,

ktera se zabyva jeho kognitivnimi a afektivnimistteostmi ve vztahu kdeni se cizimu
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jazyku a zejména pak jejich vlivem na motivaci. Nieou sloZzkou je také popisiaistnika
ze sociologického hlediska, z pohledu hierarchaané spolénosti, na kterou navazuje
popis role lektora ve vztahu KastnikKim firemnich kura. Lektor ma ve firemnich
kurzech roli daleko mé&nautoritativni nez v jinych formach vyuky, jako \dr&jSi role nez

.pan Wwitel* se pro ®j ukazuje partnerska role, kter&ige mit i podobu jazykového koel

Druha ¢ast prace pét pedagogickému vyzkumu, ktery oslovil 23tagtniki firemnich
kurzi pred z&atkem jejich vyuky. Celkoveé vysledky ovSem shrrmagipowdi pouze 172
Ucastniky, protoZze 59 z nich se rozhodlo na otdzky neod@vRizkum probihal formou
webové aplikace jazykové Skoly Glossa, ve kterdesiti vyphovali interaktivni dotaznik
zaneieny na kvantitativni i kvalitativni kritéria. Prae protokoly s vysledky dotazniku,
které aplikace uchovava, nejsou anonymni a obsatitlijié Udaje se jmény dastniki
prizkumu i spolénosti, pro které pracuji, musely byt vysledky vyastpvany do
souhrnné tabulky, kde jsou jednotlivi respondentiadeni pouze&iisly.

Vysledky pedagogického vyzkumu ukazuji, Ze nejseelent, konkrétrd 58%, uvadi, Ze
potrebuje anglicky jazyk pro obchodni komunikaciestEji lze fici, Zze komunikaci
v ramci spolénosti uvedlo 42% a externi komunikaci 16%. V kostinas tim si ale
zaneieni na obchodni angtinu explicitre pieje pouze 22% respondénfloto Fani je
rovnéZ v rozporu s pozadavky z@stnavatel, jejichz cilem je neégstji vysSi jazykova
kompetence za#éstnance v kontextu pozice, kterou pro danéhoé¢stmavatele vykonava.
Zadny respondent nezvolil gramatiku jako hlavni &@mi kurzu a v pozgSich
procento dotadzanych, vramci obecnych komufmksh dovednosti a jazykovych
prostedki ji zminuje 11%, v ramci profesnich dovednosti pouze 2%d&iti dokazou
urit, kterd témata a kontexty jsou pré sizejni, je uz ale v rukoucitele nebo autora
ucebnice, aby jim ukazal, Ze k tomu, aby v dané kdkativni situaci uspli a zachovali
profesionalni dojem, ptabuji také znat konkrétni gramatické struktury acune

spontans a nezavisle pouZzivat.

V navaznosti na vysledky jfmkumu tato prace hodnoti uvedené metody vyuky ekéftio
jazyka z pohledu charakteristiky firemnich kiura firemniho studenta. Jako nejvhegn
metoda pro vyuku gramatiky se v tomto kontextu uk@Engage, Study, Activat&terou
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popisuje Jeremy Harmer, v kombinaci s metodou ¢iklebu, kterd nyni p vyuce
v jazykovych Skolachigvazuje. Na zakladtéchto poznatk prace porovnava dwcelené
ucebnicové fady nakladatelstvi Oxford University Press z pohlddemnich kurg a
vyuky gramatiky. Prvni porovnavanacebnicova fada, Interantional Express,sice
vyvazer kombinuje obecny a obchodni kontext a nabizi ta&dny kompromis mezi
poZadavky zagstnavatele a studentale vyuka gramatiky v ni velndasto neni dotazena
do komunikativnich situaci, diky kterym by studpothopil, kcemu mu dany jazyk bude
platny v realném Zzivét Oproti tomu debnicovafada Business Resulbd stejného
nakladatele fistupuje k prezentaci gramatiky, prodemi i produkci vyrazé
komunikativreji. Odrazi se to ndgklad jak v prezentaci diljednotlivych lekci studeiin,
tak v dostattném mnozstvi aktivit pro aktivizaci névprobraného jazyka v reélnych

kontextech.

Zawérem lzeftici, Ze prostedi firemnich kurz je velmi specifické, flexibilni a neustéle se
vyviji, méni a je utvéeno novymi panimi, pozadavky adcekavanimi zarstnavatel i
samotnych studeft Tato prace by mohla slouzit jako zaklad dalSimmkumu, ktery by
se je& vice zandiil na adaptaci a personalizaci vyukového matenpl firemni kurzy
obecré a zarové v navaznosti na pigby konkrétniho vzorku studeint
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