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1 INTRODUCTION

This thesis deals with the Czech specificity of teaching foreign
languages in intensive one-year language courses devised specially for post-
secondary students, that is, for young people who have just completed their
secondary school studies. Despite the great effectiveness this form of study has
demonstrated since its launch in the early 1990s, it is now, unfortunately,
facing the danger of extinction. In 2007 when this diploma thesis was assigned,
post-secondary language courses in the Czech Republic were perhaps past the
boom, but they were, and still are, thriving. An unexpected legal measure taken
by Ministerstvog k ol st v 2 , ml § dteegVinistry of Edddatiory T c ho v y
Youth and Sports) in January 2012, however, deprives post-secondary students
of the student status and the associated financial benefits and is, therefore,
likely to bring this kind of language education to an end.

Among the original reasons for choosing the topic was, principally, my
own experience with post-secondary study of English, from the perspective of
both the student (in 1997/98) and the teacher — I have been teaching English in
post-secondary courses since 2006/07. What has amazed me as a teacher was
the relative arbitrariness, the largely unregulated organization and the varying
quality of post-secondary education at individual language schools.
Consequently, the primary objective of the thesis was to map the current
situation in private post-secondary language education in the Czech Republic
and to recommend suitable teaching methods and materials. In view of the
recent change of legislation, however, the original, purely pedagogical
objectives were expanded to include also the analysis of practical implications
of the new legislation on this form of language study and the collection of a set
of convincible arguments which could play a role in the ongoing negotiations
between language school associations and the Ministry about the reversibility
or modification of the legal conditions so that the courses can be preserved and

remain economically sustainable.

The thesis is divided into two major parts. The first part serves a
theoretical background to the pedagogical research. First of all, I will touch

upon the available literature on the topic, and then | will mention some



lingvodidactic aspects relevant to the study. In particular, Chapters 2.2.1 and
2.2.2 will define the subject matter of language teaching and outline several
theories of language learning and acquisition. Since post-secondary classes are
large classes consisting of up to 18 students, Chapter 2.2.3 will present the
various psychological, socio-cultural and linguistic differences between
individual learners which a post-secondary teacher must bear in mind.
Furthermore, Chapter 2.2.4 will give a brief overview of the historical
development of teaching methods with respect to the methodology applicable
to post-secondary courses and Chapter 2.2.5 will provide a basis for textbook
evaluation and selection. Chapter 2.3 and its subchapters are intended as an
introduction to the matter of post-secondary language education in the Czech

Republic, including its history and legislative and curricular requirements.

The core of the thesis is the pedagogical research. In order to obtain
sufficient data for the analysis, three private language schools organizing post-
secondary courses in English were asked to participate in the survey. The
methodology and factors of the research will be presented in Chapters 3.1,
Chapter 3.2 will thoroughly examine the organization of post-secondary
courses at the three schools and the subsequent chapters will analyse the results
of two questionnaires c o mp | et ed b yposttsdeomdarys studerdgso | s’
Moreover, suitable teaching materials will be evaluated in Chapter 3.5. Finally,
the discussion of the findings, including the twofold outcome — pedagogical
and practical implications — will be summarized. The gquestionnaires as well as

other materials related to the research are affixed at the end of the thesis.



2 THEORETICAL BACKGROUND

2.1 Available Literature on the Topic

Although one-year post-secondary study of languages has existed since
the 1990s, it has not attracted much attention from academia yet, perhaps since
this kind of study is, almost exclusively, the matter of private language schools
rather than state-regulated institutions. As a result, it is hardly surprising that
professional literature focused specifically on the methodology of post-
secondary language teaching is virtually non-existent, that methods and
techniques employed in the courses are largely arbitrary and that the selection
of textbooks and other teaching materials is driven by economic rather than
educational factors.

Predominantly, students attending post-secondary courses are 19 to 22
years old. From the pedagogical-psychological perspective, this age group is
hardly classifiable since it is very difficult, if not impossible, to determine an
exact age at which a person matures, not only because there are significant
differences between individuals, but also because biological maturity does not
necessarily entail psychological maturity. Consequently, there is a significant
overlap in terminology as far as this age bracket is concerned, with some
authors placing the students in the category of teenage, others of young adult,
and yet others of fully mature adult learners. Although it is possible, in
accordance with the majority opinion, to resort to literature concerning
teaching foreign languages to adults, it must be taken into account that post-
secondary students constitute a highly specific type of learners, showing
characteristics of both adolescents and adults. Moreover, post-secondary
courses are also specific from the didactic point of view, since they, unlike
standard public courses offered by private language schools, share some
features with secondary school classes, especially the high number of students
of more or less the same age in one group. Literature, be it pedagogical,
psychological or methodological, aimed at such a narrowly defined group is, to

my best knowledge, not available.

In order to fully capture this highly complex matter, it would be

necessary to study a long list of publications on foreign language teaching,
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learning and acquisition in both teenage and adult learners. However, with
respect to the limited scope and empirical focus of the thesis, the lingvodidactic

background draws predominantly on compendious theoretical works, such as

Teaching by Principles: An Interactive Approach to Language Pedagmhy

Principles of Language Learning and TeachinygH. D. Brown, the invaluable
Introduction to ELT MethodologyLearning Languageb y T .and &velf
practical handbooks, especially those by J. Harmer (How to Teach Englishnd
The Practice of English Language Teachirepd J. Scrivener (Learning
Teaching: A guidebook for English language teacheY®t, none of these

deals specifically with the distinctive category of secondary school leavers.

Since teaching foreign languages in general, and teaching foreign
languages at commercial, essentially pragmatic language schools in particular,
is not only the question of applied linguistics, but also, and perhaps mainly, the
question of educational policy and economics, besides the lingvodidactic
background this thesis will also present the current legislation and curricular

documents affecting the post-secondary courses.

In connection with the legislation, which is published, in most cases, in
Czech only, a few comments on terminology are desirable. Due to the lack of a
unified approach to translating education-related terms from Czech into
English, there are serious discrepancies in the documents issued by
Ministerstvog k o | st v2 , ml § @heNimstryeof Eduthtion, ¥duth
and Sports), VI zkumnT Yas t a \the Pesearch glmstiuie cof
Education), the European Commissioand other institutions, whose materials
the thesis draws upon. Therefore, in order to prevent any ambiguities or
misunderstanding, for the purpose of this thesis | have compiled a set of key
and recurrent terms and listed them in a bidirectional glossary located at the
end of the thesis. The glossary is based on Pr G c h&'s&kmg |
pedagogi c(Rzéch-EBdlish Dictidnkry of Education), L e s-& m g |
sl ovn2z k odbor (€zdh-Bnglish Dittlddarg of8Tackhnical and
Vocational Education), issued as a supplement no. /2007 to the bulletin of
N8r odn?2 o¥isnt@hvo ovdttimNatior@lungitution of Technical and
Vocational Education) and other documents enumerated in the Terminology

section of Bibliography and References.

11
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2.2 Lingvodidactic Background

2.2.1 Subject Matter of Language Teaching

Since there are several theoretical approaches to the subject matter of
foreign language teaching in contemporary linguistics, it may be beneficial to
briefly introduce the approach adopted in this thesis, an approach based on the
concept of ‘language as a system of systems’. When speaking of language as a
system, one name immediately comes to mind: the name of Ferdinand de
Saussure, a Swiss linguist, who is justly considered one of the founders of
modern linguistics. As Haj i Ccova (200e3wasth2@ryttopoi nts ou
describe the binary nature of language in that he distinguished two inherent
language constituents, namely langue an abstract system of signs, potentially
known to ‘a | | t he member s of(Cordar 1989 3F)ewhich c o mmuni t vy
is independent of and prior to ‘the actual utterances of individuals’ (Corder:
ibid.), and parole the concrete, idiosyncratic and situation-specific realization

of the linguistic system in speech.

Haj i cova i n herenddirelanguisticeexplaimed tidte w T
Saussure’s | i puglishedspobsthwmousty hire 1016, \spired
several generations of linguists across the world, including, primarily, Pr a § s k T
| i ngvi st i(ihekPraguekSchool @f &ikguistics) founded in 1926 by
Vi | Mathesius and Roman Jakobson, whose substantial contribution to the
sphere of language teaching is indisputable. In particular, the Prague School
perceived language as ‘a system of mutually interrelated subsystems or
hierarchically organized layers’ (Kretov a 2 0 0, &ahe kndwkdge and

mastery of which is essential for communication by means of a language.

In language teaching, these language systems are called ‘language
forms’ or ‘language elements’ as o p p o s eadg et os k‘illd msg u which r
the use of the systems in communication. In particular, language forms
( azykov® inPraguesSthd®le &rnipology) comprise phonology (the
sound system), morphology and syntax (jointly referred to as grammar), lexis
(or vocabulary), and orthography (the writing system). In other words,

language forms are what Saussure referred to as langue

12



On the other hand, the didactic term correspondingto S a u s sparole ' s
i dangtiage skills’ (S e | dove@nos)i thatis,t he ability ‘to use th
systems in redlKreoommanliduegé skidlain@ude.
various verbal activities such as listening, reading, speaking and writing, the
former two considered as receptive skills, the latter two as productive skills.
According to Scrivener (2005: 30) these four skills can be termed * macr o’
skills and further subdivided into smaller ‘micro’ s k definings more *
precisely what exactly is being done, how it is being done, the genre of
material, e t ¢ . °’ F o the macro akitl pistering subsumes the following
micro skills: listening for gist, listening for detailed information, such as
numbers and prices, and ‘compensating for words and phrases not heard
clearly’ by guessing them from the context (Scrivener: ibid.). Mot hej zi kov a
(citedi n K r2606:d3v44), on the other hand, distinguishes between basic
language skills (listening, silent reading, speaking, and writing), specific
language skills (translation), and combined language skills (reading aloud,

taking notes).

However, it is important to remember that neither of the above
mentioned areas, be it language skills or language forms, exist in isolation, and
foreign language learners thus must ‘develop some degree of knowledge of all
oft hese ¢$Wwstaée madbedriinmihdthat t he | anguage mast ¢
can be achieved onl yKit deo@ui@)hindthaanguage sk
words, as Mot h e | empHasizes & her Methodology for TEFL Teachers
(1988: 46), * i t e ms ma s tt ®fraelidguiscssystean mpstaalso be

understood as part of a communicative syst

And vyet, ‘there is more to English language teaching than simply the
language itself’ as Scrivener (2005: 33) points out. ‘Students may be learning
new ways of learning’, they may be learning about themselves as well as other
people in their class, about culture of the target-language countries, ‘they may
be learning how to achieve some specific goal, for example passing an exam,
making a business presentation at an upcomi ng conf er endne’ |, and s
sum, ‘the subject matter of ELT can encompass all topics and purposes that we

use language to deal with’ (Scrivener: ibid.).
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2.2.2 Language Learning and Acquisition

The aim of this chapter is not to provide a definition of language or
language learning, since learning, in general, is such a complex cognitive,
social and emotional activity, that attempting at a comprehensive and
universally valid definition would greatly exceed the scope of this thesis,
unless grossly simplified. However, what is relevant and essential to the
following chapters is the disambiguation of terms like first, seconcand foreign
language and the distinction between language learningand language

acquisition

Starting with the former, the term first language (L1) generally refers
t o the | e armoteertangue. However, theeother two terms are far
more controversial. Despite sharing a significant number of features, second
and foreign languagere not fully synonymous; still some authors, especially
those of American provenance, treat them as virtually interchangeable.
However, in educational contexts such as the Czech one the distinction

between foreign language(FL or L2) and second languag€SL or L2) is

essential. Asneatl y summar i zed -b3y ‘S&ond fangfaged 1 1 : 12

not one
learner lives (e.g. the situation of immigrants)’. The advantages of SL learning,
as opposed to FL learning, are, primarily: the permanent exposure to the target
language (TL) and the constant pressure on the learners to learn and use the TL

inorder to alety.\SLL lvamers this practisenthe TL in its most
natural form. Moreover, if SL learners decide to learn the language at school,
they may benefit, beside other things, also from the fact that the composition of
the class is often multilingual and they, therefore, cannot resort to using their

L1 to make themselves understood.

On the other hand, Gr a f .) dontitugs,dforeign languageis neither
one’s mother tongue, nor is it t
the language which one learns in the artificial conditions of school classrooms
or 0 n ehbne’. Thenrawbacks of learning a FL are then self-evident: the

limited amount of exposure to the TL (in its natural form), the absence of the

survi val
associated with learning a language in a classroom environment. Since a FL
14
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classroom tends to be a monolingual one, the learners are not ‘f or ce d’ t o
communicate exclusively in the TL. However, this can be at least partly
counterbalanced by the possibility to use the common L1, ‘either for
explanations, comparisons, or as a time-saving tool’ ( G iéid.): This thesis

deals with the latter, that is, with the acquisition, learning and principally, the

teaching of English as a foreign language.

Another distinction to be made here is that between language learning
and language acquisition Mo t h e j Z1D8R:02¢) &defines learning as
‘“l anguage competence that is systematicall
in the artificial tassenem €RAO0DBoNM8Nt as
consciously study and learn about, forex a mp |l e i n ,and Hatmars sr oo m’
(2007a:47)as* a conscious process where separate
studi ed and .dnrsaneléarnisgasdn intemtiondl, aonsecious and

systematic process usually taking place in a school classroom.

Language acquisition on the other hand,i s ‘| anguage compet en:
“comes natural?” t hrough soci al i nteract
‘“l anguage t hat we pi ck up subconscious|

communicating and under st andpickigupmessages
a language (simply absorbing it by, for example, living in a target-language

community with no formal attentiontolanguage st ud®50).tHar mer 20
follows that acquisition is natural, unintentional and not systematically

organized.

In the past, there have been several scientific theories on how languages
are acquired and to what extent the acquisition of L1 and L2 compare, and their
findings have provided a basis for the formation of a number of teaching
methods. Among the most influential language acquisition theories, three
particularly stand out: behaviourist, cognitive, and constructivist. Since they
will be briefly touched upon in Chapter 2.2.4.2 within the discussion of
teaching methods they inspired, it shall be sufficient to say here that
behaviourists see language learning and acquisition as a process of imitation
and habit formation; cognitive theories, on the other hand, assume that

language acquisition is an innate, biologically determined function of the
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human brain and that learning is a result of a combination of a number of
various mental processes. Finally, constructivism, namely its social branch,
emphasi zes t he rol e of t he environment

Il nteraction and cooperative |l earning’ ( Br c

Some scholars have worked on the assumption that L2 acquisition
happens in more or less the same way as L1 acquisition, and have, therefore,
promoted teaching methods based on the principles of L1 acquisition,
especially on considerable exposure to the TL via providing comprehensible
input. However, such an approach has some serious limitations. Firstly, the
exposure to the TL in a FL classroom is, in comparison with that of a child
acquiring the mother tongue, heavily restricted. Secondly, the influence of the
| e ar n enust bestakdn into account. Finally, and more crucially, it must be
acknowledged that the | e a r n e playssa ceati@lerole in the process of
language learning and acquisition, since the ease with which a child acquires a
| anguage ‘tends t @arntre200@ar 47)o Alsa,tHermewi t h  age’
continues, ‘teenagers and adults, [in contrast to children], have perfectly good
reasoning powers and may want to think consciously about how language
works’  avanting them to only acquire language subconsciously would seem

absurd.

To sum up, besides exposure to language, learners after childhood need
to study the language formally. In other words, both acquisition and learning
have their part to play. That is why, as Harmer (2007b: 51) pointsout,* | e ssons

based exclusively on the acquisition view of language [...] are extremely rare.’

2.2.3 Learner Variables

The success in learning a foreign language in a classroom setting seems
to be bound to the method of teaching, and, principally, to the age, personality
and emotional and intellectual background of the learner. When choosing the
suitable methods, materials, techniques and tasks, the teachers must take into

account the fact that learners differ in many aspects.

Adopting the overall approach used by Brown (2007), in this thesis the
learner variables will be grouped into four broad areas: age factors, that is,

characteristics related to biological development, psychological factors,
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subsuming aptitude, intelligence, learning styles, affective elements, such as
anxiety, inhibition and self-esteem, and motivation; sociocultural factors,
considering t h e | esecial,neducatiosal and cultural environment; and,
finally, linguistic factors, especiallyt h e | e ar n E2rprofgiendy end e |
the influence of the | e a r mateve ldnguiage on the L2 competence. Although
there certainly are other factors which play an important role in FL learning,
they will not be discussed here with respect to the restrained scope of the
thesis.

2.2.3.1 Age Factors

The learner’s age has a decisive influence on language learning and
acquisition, as each stage of human development entails different cognitive,
affective, personality, and social characteristics. Since different age groups
have different needs, competences and skills, the way of teaching them must,
necessarily, differ too.

The following discussion will be held with respect to the ages 19, 20,
21 and 22, that is, the age at which learners, on average, attend post-secondary
courses (although, exceptionally, there are older students too). After the stage
of* chi |l d’ ,aleagne of @ to d4lydaryof age, the age group definitions
vary considerably. Some authors describe learners of 15 to 20 years of age as
‘“adol es cent a&@ldlescence to thecage ©f 18. Thertéerh* ad u |l t °
to refer to any learner over 20, with some sources singling out a subcategory of
‘ y 0 u n g foragesufronh 20 to 30. Due to this terminological overlap, the
characteristics (and consequent didactic recommendations) will be outlined for

both —the category of adolescents and that of adults.

There is a popular myth about age and language learning that young
children learn languages faster and more effectively than any other age group,
especially due to the putative existence of a critical period, that is, of * a

biologically determined period of life when language can be acquired more

of

tends

easily and beyond which time | anguage i

(Brown 2007: 55). Generally, the critical period for L2 acquisition is
considered to be around puberty (age of 12 or 13). Indeed, prior puberty the

human brain is fairly flexible, and this flexibility, or plasticity ‘enables children

17

S



to acquire not only their first language but also a second language’ (Brown,
ibid.), especially when surrounded by native speakers of that language.
However, this neurologically based critical period seems to apply principally to
the acqui siti onnatied | lpranunaation, b not forcthe
acquisition of communicative fluency and formal knowledge of the language
which have been proved to develop at a higher age.

Consequently, apart from this pronunciation ability, it appears that
adolescents and adults are ‘more efficient overall learners than children’
(Mothejz i k @9884 25). Children may have better motor memory, but * t
general memory of the adult is considerably superior to that of the young child’
( Mot h e jikidi). doleséents and adults, especially in formal educational
settings, are believed to benefit from a number of general intellectual abilities:
they have, for instance, a greater capacity for understanding and logical and
abstract thought, they have developed reasoning skills and, as a result, they
‘“can analyse and synt hesi s e idkalidd
they acknowledge the need for learning and they are likely to have developed

quite a number of useful learning skills and strategies.

On the whole, adolescentsseem to be the most effective learners (as
suggested, for instance, by Ur 1996: 286, Lightbown & Spada 1998: 48 and
Gr &011. 34), especially if provided with substantial exposure to the
language. As summarized by Harmer (2007a: 15), ‘adolescent students have a
great capacity for learning, enormous potential for creative thought and a
passionate commitment to things which interest them’. When deciding what
and how to teach them, however, their need for self-esteem and the importance
of their peer group must be taken into account, for instance when ‘correcting or
assigning roles within an activity’ ( H 2007 el5). Moreover the choice of
topics should reflect their emerging interests, since their lack of involvement in
the subject and difficult relationships with the teacher as well as with each

other may easily result in misbehaving and indiscipline.

Teaching adults obviously has its specificities too. Adults come into
classrooms with a whole range of life experience, which can be drawn on in a

wide range of activities; adults tend to be self-disciplined and cooperative, they
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are capable of self-studying and, crucially, they are often able to also cope with
tedious and less varied tasks. Another beneficial factor is that most adults are
learning voluntarily and often have a clear goal and “are therefore likely to feel
morecommi t t ed and mot i v aaneaditwil(b&Jseen latet,9 9 6 : 287)

motivation is a critical factor in successful learning.

Nevertheless, not even adul t s ar e ‘‘emeéeer dlevar pennd’l e
(Harmer 2007b: 85). As mentioned above, adult learners have a rich range of
previous experience, including learning experiences, which may hinder their
progress, especially if the experiences were negative, if theyhave* e x per i enced
fear of failure or of criticism at school which makes them anxious and under-
c o n f i(laemer:ibid.). Furthermore, adult learners have expectations about
the learning process and strong ingrained views about teaching methods from
their past and therefore, may be often vocally critical of the methodology and
materials the teacher deploys. Finally, the teacher must be prepared,
considering their busy | i ves outside the <c¢l ass, for | e

class or failing to do any homework.

A responsible post-secondary teacher should, consequently, take all of
these factors into account and allow the s t u d e usé tiwir ihtelleots to learn
consciously’ (Harmer 2007b: 85). Simultaneously, the teacher should strive to
minimise any potential negative effects of past learning experiences and boost
t he st udoafiddnce by offeenf dctivities which are challenging but

manageable and appealing to their interests and tastes.

2.2.3.2 Psychological Factors

Closely connected with age ist h e | esychotogical 'deselopment
and the related cognitive and affective characteristics. In particular, the
cognitive domain encompassest h e | danguage eptituds intelligence and
the learning styles and strategies s/he has developed; the affective domain
includes principally, but not exclusively, t h e | e amptione rand s
motivation. This chapter will discuss each of these areas briefly, starting with
the latter.

19



2.2.3.2.1 Affective Domain

Under standing t h e or hffecdonsn sra’veallye mot i ons

important skill of every teacher, since there are a number of affective factors,

such as anxiety, low self-esteem, inhibition, frustration, low willingness to

communicate, boredom, etc, whi ch can ‘act as a filter be
and his [/ her] partner in com@dlni cation o
38). An attempt to cover all of the affective variables would by far exceed the

scope of this thesis; therefore, this chapter will concentrate only on the

concepts of anxiety, inhibition and motivation.

G rfa(2011: 38) defines FL anxiety as ‘the fear some learners
experience when they have to perform [e.g. speak or listen] in a foreign
language’. Although anxiety, intricately intertwined with personality, self-
esteem, inhibition, risk-taking and competitiveness, may have certain benefits
(it may, for instance, lead to success in competitions), it is generally believed to
have a negative effect onthe | e a r memary argl ability to communicate. For
that reason, there have been several attempts to devise a teaching method
capable of alleviating F L | e anxietye forsiristance Suggestopedia, TPR
and Community Language Learnin@ireated in detail in Chapter 2.2.4.2).
Regardless of the method deployed, however, any teacher can try to reduce the
| e a r amaety By’promoting their self-confidence, for example, by assigning
achievable tasks, by rewarding successes, by engaging them in pair- and small-
group, rather than whole-class work, and ‘by creating a generally relaxed,

stress-free learning atmosphere in the classroom’ (G r fa011: 38).

Another affective variable to be mentioned here is inhibition, which,
together with self-esteem, is sometimes subsumed under the concept of
language egpa new language identity the learner needs to adopt (at least to
some degree) in order to acquire a linguistic competence in a second or foreign
language. Failure to do so may impede the success in learning the language,
especially with adults. According to Brown (2007: 69-70), children do not
perceive a new language as a threat to their egos, but as they grow older, they
become more self-conscious and develop protective defences, or inhibitions

about their self-identity, and this defensive mechanism continues into
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adulthood. Since adolescents and adults are more aware of the formal system
of language, their inhibitions may stem from the fear of making mistakes
which the incorrect use of the system induces. An empathic teacher may try to
reduce this fear, for example, by creating a positive learning environment and

encouraging learners to take risks and try new language out.

Another affective factor which plays a central role in the success of L2
learning is motivation. In its broadest sense, motivation is the drive which
leads the individual towards the realization of a goal’ G &0fL1: 36). Out of
the number of different types of motivation, the ones that relate to language
learning in particular are: integrative motivation, generated when learners
wish to | ear n idantiffLvdth andnintegrate dnéorthe target- *
language culture’ (Ur 1996: 276) and participate in social interchange in the
culture, and instrumental motivation, which is academic or career related in
that it views the TL as a tool to achieve practical goals, such as succeeding in a
school exam or getting a job abroad.

From the pedagogical perspective, it is crucial to also make a distinction
between intrinsic and extrinsic motivation, both of which can be, at least partly,
affected by the teacher. In particular, external incentives for studying a L2,
such as to enter a university, to get a promotion, or to watch films in the TL,
are subsumed under extrinsic motivation. Thi s ki nd oofmesfrommt i vat i on
outside the classroom’ ( H &00fa:e20), and may depend, for instance, on

the attitude of society, family and peers towards the TL. As such, it is largely

out o f reach of t altheugh,t fer eexarhpée,r impssingi nf | uence

reasonable authoritative demands, say, in the form of reasonably frequent and
challenging tests, as suggested by Ur (1996: 279), may certainly have a

motivating power.

On the other hand, intrinsic motivation is an internal urge to engage in

|l earning for its own sake. This type of
children and tends to deteriorate with a
generated (and sust ai nedsyroo forexainpie t eacher
by c¢choosing topics appealing to | earners

varied, original and humorous activities which at the same time are
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appropriately challengingf o r t h elevél, dyaeemgagiagrlearrers in game-
like and competitive tasks, by using eye-catching visuals and utilizing a wide
range of authentic material, such as songs and films, by involving learners in
meaningful role-plays and other communicative tasks, by personalizing the
tasks, but also by providing positive feedback and support, by praising and
rewarding students 'progress and success, and by encouraging | e ar
autonomy and responsibility for their own learning. In an attempt to promote
the latter, for instance, the teacher can let the learners choose some of the class
tasks and activities, motivate them to read, watch or listen to authentic, or
graded TL material in their free time, and encourage them to use monolingual
dictionaries and find their own resources for language practice in books or on

the internet.

In sum, the ability to identify what motivates individual learners should
be one of the primary skills of every teacher. Nevertheless, as Harmer (2007a:
21) concludes, however much the teachers do to foster and sustain student
motivation, t h eal motivation comes from within each individual, from the

students themselves’.
2.2.3.2.2 Cognitive Domain

The cognitive domain, as outlined in the introduction to this chapter,
embraces notions like aptitude, intelligence and learning styles. Leaving aside

the somewhat debatable concept of linguistic aptitude, aalent for

ner s’

languages’ , whhahd to distinguish fGo&fother

2011: 36),t h e | anteltiganeeypérrmps a more critical factor in success in

L2 learning, shall be discussed here.

Traditionally, intelligence has been viewed as a set of linguistic and
logical-mathematical abilities, measurable by means of 1Q (Intelligence
Quotient) tests. This view, however, has been challenged by a number of other,
more comprehensive t heor i es, out of whi ch
intelligences is perhaps cited most frequently. Gardner claims that every person
possesses several different types of intelligences, although in different
proportions. These intelligences include: linguistic, logical-mathematical,

musical, spatial, bodily-kinaesthetic feeling, naturalist (sensitivity to natural
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objects), interpersonal (interacting with other people), and intrapersonal
(understanding oneself) (adapted from Brown 2007: 108).

Partly related to the assumption that intelligence is a set of at least eight
different abilities is the theory of learning styles which believes that ‘different
learners have different learning requirements depending on how they process
(i.e. obtain, digest, and retain) information’ G &d11: 40), or that learning
stylesare* cogni ti ve, affect thataeredativelystgbley si ol ogi c
indicators of how learners perceive, interact with, and respond to the learning
environment’ (Brown 2007: saistying these Bredippseds e d | vy,
learning preferences of individual learners greatly contributes to their success

in learning.

However, the concept of learning styles is also rather problematic, since
not only is there a multitude of theories of learning styles, each analysing the
matter from a slightly different angle and thus resulting in different style
typology, for example, inductive vs. deductive, synthetic vs. analytic,
impulsive vs. reflective (adapted from Brown 2007: 120), but also, as Gr a f
(2011: 40) observes, they lack conclusive scientific evidence. Moreover,

‘studies show that learner styles change along with the changes inthe lear ne r s

needs and proficiency’ (ibid.).

Yet, it is indisputable that different students respond to certain stimuli
better than to others. Perhaps the most salient in a classroom environment is the
observation that humans tend to have different sensory pretrencesand, as a
result, some learners are likely to remember things better if they see them,
others respond best to hearing things, and others still seem to benefit from
being involved in a kind of physical activity, such as moving around, or
rearranging tangible, physical objects. In large classes, where a variety of
personalities and learning styles is expectable, utilizing a range of visual,
auditory, and tactile input, rather than relying on just one of these types of
processing, seems most beneficial, especially when it has been proved, as Gra f
(2001: 40) points out, ‘that different styles do not exclude each other, and the
most successful learners are to be found amongst those who combine different

styles’.
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Considering that there is a multitude of highly individual cognitive and
affective factors which play roles in the learning process, as it was mentioned
earlier, any class and especially a large post-secondary class with up to 18
students must necessarily be composed of a number of different individuals,
with different personalities, learning styles and preferences. Ideally, the teacher
should employ a wide range of techniques, materials and activities in order to
cater for all the individual differences and needs.

2.2.3.3 Sociocultural Factors

(7))

Another aspect of individual variation lies in the | e a r soeial,
cultural and educational background. Although in the context of predominantly
monocultural (i.e. composed mostly of Czech students) post-secondary classes
the issue of sociocultural differences may seem marginal, the teachers must be
aware of the fact that the learners may come from a variety of different layers
of society, and may have a correspondingly diverse family, economic and
intellectual study conditions as well as a varied range of opinions, stereotypes
and attitudes about morality, politics, humour, and similar. The teacher should
be sensitive to these nuances and offer topics, materials and practices which
will not offend anyone and which will be as varied as possible ‘to suit the
different individual expectations and tastes’ ( H 2007 Q).

Moreover,it s houl d be poi ntlddultueewheret hat t he

‘culture’ is understood as an ingrained set of ‘attitudes, values, beliefs, norms

and behaviours’ (Brown 2007: 188) shared by members of the language

community, may ‘interfere with the acceptance of different cultural [i.e. L2]

patterns’ ( Mot hej z i k o Vhi cultutaldn&r8rence2andy)result in the

creation of stereotypes t hat i s, manyx peophle havd efaas ‘' t h a't
particular type of person or thing, but which [arel o f t en not %Y rue in re
which may hamper the learning progress. Although ‘there are indeed

characteristics [...] that make one culture different from another’ (Brown 2007:

192), stereotyping other cultures in class should be avoided and the cultural

differences should be respected and appreciated.

! http://oald8.oxfordlearnersdictionaries.com/dictionary/stereotype
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Stereotyping usually implies a kind of attitude towards certain culture,
race, ethnic group, class of people, or language. ‘Most of these attitudes are
“ t a u gohstiousty or unconsciously, by parents, other adults, and peers’
(Brown 2007: 71), but they may emerge also from indirect exposure to a L2
culture through television, news and other media. Whereas positive attitudes
have a beneficial effect on L2 learning, negative attitudes may lead to
decreased motivation and, consequently, to failure of the learning process. In a
classroom setting, these negative attitudes can be changed, for example, by
giving learners opportunities to encounter actual persons from the TL culture.
However, more crucially, the teacher him/ herself should bet he | eoder ner s’
model of positive attitude and behaviour.

2.2.3.4 Linguistic Factors

Out of the many linguistic variables which could be mentioned here,
this chapter will cover merely the influence of the | e a r Ilol @ampetence on
the learning process and the role the | e a r lavel of’L3 proficiency plays in
course planning and the selection of teaching methods, materials and

procedures.

When learning a second or foreign language, the adult, a cognitively
mature learner is subject to constant struggle with the knowledge of the mother
t o n gAs eresult ‘of this clash between a well developed L1 competence and
a slowly emerging L2 competence, the learner will produce L2 utterances
according to L1 rules, a tendency which will soon result in the establishment of
a faulty interlanguage’ ( Mot hej z i kToisvpéenothedoB B wideldy 7 )
known as interference, that is, the negative transfer of the native language
knowledge on the TL use. Interference certainly is ‘the most immediately
noticeable source of error among L2 learners’ ( Br o wn ,&pec@allyat 10 2)
lower levels of proficiency. However, it is important to remember that the
mother language is often transferred positively, that is, when an L1 item is
correctly utilized in a L2 task, in which case the prior L1 experience facilitates

the L2 learning process.

The other linguistic factor to be analysed here is the level of learner’ s

L2 proficiency. This is of particular relevance in the context of this thesis,
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since adult classes, including post-secondary classes, are usually organised on
the basis of the students’ language level rather than age. Traditionally, the
| ear ner ' @mpéteaca ig aateggrised into six levels, from virtually no
knowledge of the language to the highest degree of L2 proficiency (listed in
ascending order): beginner, elementary, pre-intermediate, intermediate, upper-
intermediate, and advanced. Each of these levels may be subdivided and the
learner’s skills within any particular level may be varied too (e.g. s’/he may be
better at speaking than writing). Sometimes, a distinction is made between
beginners (real beginners) and false beginners, who have some previous
learning experience with the TL, but are not really able to use it yet.

Today, there are also other level systems and ways of describing
proficiency, for example, ESL Standards developed by the TESOL
organisation in the USA or the scale created by the Council of Europes a part
of the Common European Framework of Referengbich defines language
competency in a series of six levels ranging from Al (roughly equivalent to

elementary) to C2 (very advanced) (for details see Chapter 2.3.3.2).

Despite attempts to place students into groups according to their
language level, almost* ever y c | as sclass criwenerrd00x &) | ev el
be it due to a failure of the placement testing (which usually gives only a
general idea of the overall levelbutd oes not capture the | earn
in various language forms and skills), or as a result oft h e s @ndbibitptb * s

provide a sufficient number of class levels.

To conclude, not only must the teacher take into account the mixture of
levels in one class, but s/he must also consider the fact that many activities are
not universally applicable to all levels. As Harmer exemplifies (2007a: 19),
with beginners, for example, i t 1 s n o tsuggedt dostracttdiscusseonst o °
or the writing of discursive essays’ | uagth advaneed students, it is equally
inappropriate to drill basic verb forms. Also, different types of language forms
is to be taught: beginners will be exposed to fairly simple grammar and
vocabulary, whereas more advanced students will be challenged with more
sophisticated structures. Thel ear neab 50l af & b ctlasguagehe t eacher

with beginners, teachers tend to slow the natural pace of their speech,
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‘exaggerate [their] voice tone and use gestures to help to get [the] meaning
across’ ( H aibidryevhich is not needed at higher levels.

2.2.4 Teaching Methods and Methodology

2.2.4.1 Key Terminology Defined

Before presenting a historical overview of the most influential teaching
methods and FLT theories, it may be desirable to enumerate and define the key
terminology to be used in the following chapters, in order to forestall potential
terminological confusion or misunderstanding, especially when the terms

approach method, technique, activiand task are often interchanged.

Working on the assumption that the above-mentioned key terms are
best viewed hierarchically, as suggested by Mothejzikova
logical to start with the superordinate term approach which Mot hejziko
(1988:222) defines as ‘a set of correlative assump
of language and the nature of language teaching and learning. An approach, in

her opinion, states a point. Bown vi ew, a p

(2000: 16) views an approach as * t h e o r e t-inforraet positionsvand |

beliefs about the nature of language, the nature of language learning and the

applicability of both to pedagogical settings. Harmer (2007b: 62) postulates

t hat *‘an approach descr i lseonstitterdpartsl anguage |
interlock [...], how people acquire their knowledge of the language’ and defines

the conditions which ‘promote successful language learning. To summarize,

an approach is an ar t thenatdreoflanguage, bf one’ s b
acquisition and successful FL learning and teaching.

A step lower on the imaginary hierarchical ladder is the term method
which Scrivener (2005: 38) defines as ‘a
selected approach, Brown (@©®00: Hdm®meras a

(2007h: 6 2) ascalt hree aplriascattii amdofMoa hejapipk @ma& h
(1988: 223) as ‘“an overall plan for t he
material, no part of which contradicts, and all of which is based upon, the
sel ect ed Ingpptpulan anethdd encompasses decisions about the

linguistic and subject-matter aims and objectives, the contents, or the syllabus
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of a course, the roles of teachers and learners, the teaching material,
techniques, procedures and activities to be deployed.

However, it is worth noting that the traditional view of teaching as
implementation of a single method is rather outdated mainly due to the fact that
contemporary ‘met hods’ dfrankaevidérgngeofc edur es at
sources’ ( Har mmes2). BdvinGnhis Teaching by Principle§2000: 15)
describes a current trend to use methodologyinstead of method to refer to
‘pedagogical p,r veherebsithe &ersn method tegde to eneara |
‘“specific, identi fi abl e patibld wlasdroenn s of t ho
techniques, which roughly fits the definition of a procedure.

A procedureis an ordered sequence of techniques, a techniquebeing a
cover term f or ariety of yexerasds, activitiesv ordtasks v
[performed by either teachers or learners] in the language classroom for

realizing |l esson objectives’ (Brown 2000:
composed into individual lesson plans by the teache r in accordance ' wi
methodand t herefore in harmony wikbvan appr
1988: 24).

According to Brown (2000: 129), a classroom activityr ef er s t o ‘ s o me
sort of active performance on the part of learners, wWhi ch i s ‘Il imited 1in

preceded by some direction from the teach
Examples o f activities provided-plagsydrilBr own (i bi
games, peer-editing, small-group information-gap exercises, and much more. ’

An activity must be distinguished from a task whi ch -drisnted® a goal
activity which reflects a social purpose and is designed to provide opportunities

forcommuni cati on’ (K met dwacuz@B®6: oh7)X he auth

| anguage for meaningful communicative pur

A clear and straightforward summary of the terminological hierarchy is
provided by Gwhb 6@l es bOGRpt iotsmet hods d
techniques and procedures [...] which are designed to aid the acquisition of
various language skills within the descriptive framework of the overall

approach.
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2.2.4.2 Some Well-known Methods and Approaches
Although the discipline of FL teaching is relatively young, there have
been a wide variety of t heori es, approac
philosophical oppositi on t o ot her s 'and fating anwvervivO O O : 16)
of their historical development may be beneficial not only from the diachronic
point of view, but also and above all, synchronically, as it can facilitate
understanding and evaluating the current principles and trends in FL teaching.
Moreover, some of the positive elements from previous methods can be
deployed as techniques rather than entire methods, in contemporary teaching
methodologies forthes t udent s’ benefit.

The brief historical sketch presented below does under no
circumstances aim to provide a full overview of the development of FLT
theories. On the contrary, it concentrates solely on the trends that have had a
significant impact on how languages are taught today and are considered
relevant to the pedagogical research carried out within the thesis. The term
‘method’ is used here in the traditional concept of a practical application of an

approach unless stated otherwise.

‘“The interpretations of theéanbest way t
consequently the teaching methods and teaching material based onthem* s e e m
to vary in a cyclical pattern in which a new method emerges about every
guarter of a century’ (Brown 2000: 16) .
implementation of a theoretical approach as stated above, their advent and
eclipse reflect the popularity of the theoretical and philosophical cornerstones
they are built on. More specifically, the development of new methods goes
hand in hand with the advances in psychological, linguistic and pedagogical
theory and research, but al s o, as Gr af (2011: 53) apt |
“business i nt e.r’'eors db\dous @odmmerpial bedsans hew r s

met hods
b e f dlrightbown & Spada 1993: xiii) and some of them may indeed be

are usually proclaimed to be mor ¢

ground-breaking and revolutionary; however, the majority simply recycle the

elements of the previous practices.
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However, the interconnection and interdependence of pedagogical
theory and practice is a matter of the last hundred years. As Brown (2000: 18)
observes, “for centuries, there were few if
language learning [and acquisition] upon which to base teaching methodology.
Until the end of the 19" century, FL learning in most of Europe was virtually
limited to the classical languages of Latin and Greek which were taught by
means of the Classical Methodl later adopted for teaching other languages as
well. For its focus on grammatical rules as the basis for translation it came to

be known as the GrammarTranslation Method (hereinafter only GTM).

The major characteristics of GTM can be summarized as: the emphasis
on grammatical accuracy, memorization of long lists of isolated words and
grammatical rules, reading and translation of complex texts and disconnected
sentences and doing a lot of written exercises. The instruction was conducted

mostly I n t he student s nati ve |l anguag
communicative skills in the target language was ignored and very little or no

attention paid to pronunciation and listening skills.

Undoubtedly, the GTM has been the most widespread and the most
influential way of teaching and in some educational contexts it is still practised
today. On the other hand, the method has suffered a lot of criticism, mainly
because it fails to give learners opportunities to activate their FL knowledge
and to communicate effectively with it. Although rejected by many, some
‘“teachers these days are becoming aware a
and how many different functions it may serve, and some of the techniques of
the GTM are mak(@gafa 201ne:b2067& }49) Har mer (

postul ates that | anguage | earners ‘can | e
comparing parts of it with partas of [t hei
Gr &011:51)aptly concludes, ‘“more research is
GTM techniques can be pardoned and yet again legitimately become available
toanyt eachers who can use them well ’

According to Brown (2000: 1 9) , t he hi sRLDheggnim f * moder n
the 1880s when Francois Gouin, a Latin teacher from France, observing how
children learned to speak, devised the Series Methodwhi ch “t aught l earr
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directly [i.e. without translation and without grammatical rules and
explanations] a ‘ s ercioessnecdfed sentences that ar e
(Brown 2000: 20). However, as early as in 1900 this method was
overshadowed by the phenomenal success of the Direct Method which drew

on and extended some of Gouin's valuabl e i

The basic principle of the Direct Method (also known as the Berlitz
Method, after one of its famous popularisers, Charles Berlitz from Germany)
was that learning a FL should be more natural, more like learning the mother
tongue in childhood. Therefore, the classes were taught exclusively in the TL
and translation was strictly prohibited. The teacher and the learners were
partners, which supposedly facilitated and stimulated oral and spontaneous use
of the language. The emphasis was laid on communication skills, pronunciation
and listening comprehension; everyday vocabulary was taught through
demonstration and use of objects and pictures and grammar was taught

inductively, with very little or no analysis of grammatical rules.

The Direct Methodenjoyed considerable popularity at private language
s c hool scliemthwere avilliig to pay high prices for small classes,
i ndividual attention, and intensive study’
financial, spatial and time conditions of public education, however, the method
was difficult, if not impossible, to apply. By the end of the 1920s the use of the
Direct Methodhad declined only to be revived a generation later in the form of

audio-lingualism.

The revolutionary Audio-Lingual Method (ALM) is believed to have
originated in the way of teaching used in crash courses organized for US
sol diers dur iAmy Mathad' bs. it was fealleguially called,
focused on speaking and listening skills. In the 1960s it was enriched with the

findings of behaviourist psychologywhi ch suggested that | ear n
of habit-formation, where performing the correct response to a stimulus means

t hat a rewar d 2007 49) and/ teainby cor(staitdy memazding

error-free pr oduct i ean c‘osutl Wd elnea ifitoc leamidgi thei one d”

| anguag.e’ (ibid.)
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A typical ALM class was conducted exclusively in the TL and
contained a lot of pattern drills, mimicry, memorization of set phrases and
overlearning. Grammar was taught inductively, vocabulary was presented in
simple situations exemplifying its usage and great attention was paid to
pronunciation. However, the naturalness of the language was disregarded and
in fact the class texts were written specifically for the purpose of teaching.
Besides this lack of exposition to authentic language the ALM was criticized
mainly for its failure to teach natural communicative proficiency. It was
discovered that language learning was far more complex than just the
formation of language habits and that errors formed a natural part of learning.
On a more positive note, Harmer (2007a: 499)o bser ves t hat
individual repetition and cue-response drilling) is still considered a useful

technique to use, especially with low-level students.

In his latest edition of How to Teach Englisli2007a: 49-50), Harmer
also mentions a ‘modern’ equi val
referred to as PPP, which stands for Presentation, Practicand Production In
PPP the teacher first presents the context for the grammar, vocabulary or
functions to be taught, explains and demonstrates the meaning and form of the
new language and makes the learners drill making sentences with the new
pattern. The teacher then guides the learners through the production stage in

which they talk more freely, utilizing the given pattern as much as possible.

Nevertheless, Harmer (2007a: 50) remarks that PPP is suitable almost
exclusively for teaching simple language at lower levels and proposes his own,
more widely applicable, trio of teaching sequence elements summarized as
Engage Studyand Activate (ESA). In particular, Harmer believes that when
students are emotionally engaged or involved (e.g. by music, pictures, or
anecdotes), their benefit from studying will be considerably greater. The Study
stage, focused on the practice of language forms or language functions, may be
followed by a personalization phase where learners use the new language to
talk about themselves. The last element, activation, includes activities such as
role-plays, debates, story and poem writing, designed to make students use the

appropriate language freely and communicatively.
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Harmer adds that for successful language teaching and learning all three
ESA elements need to be present in most lessons, although not necessarily
always in the same order, and minutely describes several different ESA

teaching sequences dependi ng on the students’ l evel
| essosnt.r aA g‘h t( Ea+Sr-cAw s 0s e q u ennecigespecially r

suitable for straightforward language at lower levels, whereas for intermediate
and advanced levels he r e c o mbemeaag ,a teéskteachtest
procedure (E-A-S-A), where the

boomerang comes back to teach learners the language used in the task, before
activating it again. However, many lessons, especially at higher levels, are
composed of a patchwork of procedures and mini-procedures providing a

balance between study and activation, between the language and the topic.

After this short digression into the present-day ELT I shall return to a
period which Brown (2000: 24) <cal
decade to be of enormous hist or i ¢ a | significance,
on second language learning and teaching grew into a discipline in its own

right’ and because a number of revolutionary ‘Designet Methods to use his

term, were developed. All these innovations, namely Community Language

Learning, Suggestopedia, the Silent Way, Total Physical Respaodsthe
Natural Approachwere concerned with removing psychological barriers for
learning and with reducing the stress which some learners associate with

learning a FL in a language class.

In Community Language LearnindCLL), bilingual teachers acted as
counsellors who first assisted the group of students, that is the community, in
establishing an interpersonal relationship and trust using their native language,
and thus, presumably, facilitated open and free interpersonal communication.
The teachers-counsellors then mediated the communication within the
community by helping the learners to translate their utterances from L1 into L2
in hope that gradually, they would become able to speak directly in the FL,
without translation. The conversations were recorded and at the end of each
session the learners attempted together to inductively work out the rules of the

new language.
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The affective sensitivity of the CLL, its power to alleviate the anxiety
associated with speaking in front of others, is an indisputable advantage.
Nevertheless, its dependency on the translation skills of the teacher and its
over-reliance on an inductive strategy of learning, especially when the initial
confusion could be mamenoevtee duiddocg, warehe t eac he
heavily criticised. And yet, the development of the sense of community can be
creatively appVFLTedl edead, nags o@ragf s(20011:
“the princi precentdy beenfadopied ih thehintermeg-based social
network services — learners form groups where they help each other with their
language-l ear ni ng probl ems’

Anot her ‘“designer’ m Sugdrestapediaoof t he sev
Desuggestopedjawas created by Bulgarian psychologist Georgi Lozanov,
who, drawing on findings from psychological research on extrasensory
perception and from yoga, was convinced thatthe* human brain coul d pr
great quantities of material if given the right conditions for learning, among
which are a state of relaxation and givi
(Brown 2000: 27) . The desired states of
achieved mainly by establishing a comfortable atmosphere in the classroom,
for instance by seating students in soft, comfortable seats and playing soothing

music when, for example presenting new vocabulary or reading a text.

According to Brown (2000: 28), Suggestopedjalike the other

designer met hods, beciaovwn, [at itbusi ness |
advertising] was not C O IMpréoeert dedtyits supported
specific requirements on classroom furniture and equipment, the method was
highly impractical and, in certain educational environments, totally
impracticable. Like the ALM, Suggestopaedidocused on memorization
techniques and failed to teach real communicative proficiency. Yet it is
obvious that relaxed states of consciousness, deliberately induced, for example,

by listening to music, may be, occasionaly, used forthel ear ner s benefit.

Caleb Cattegno, the author of the Silent Way(SW), was convinced that
language learning was more effective if the learner was guided to discover the

rules of a language cognitively by solving language problems rather than
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simply by memorizing and repeating. The SW thus promoted the development

of | earner s’ autonomy and active particif
teacher’s main role was 1imali bstdormosthe t asks
of the time the teacher, as the name of the method implies, remained silent.

Vocabulary, pronunciation models, grammatical paradigms, etc. were

introduced by means of Cuisenaire rods — small coloured rods of varying

lengths — and a series of colourful wall charts. However, the lack of teac her ’ s

guidance and corrective feedback did not lead to effective development of

communication skills. Nevertheless, discovery-l ear ni ng activities,

autonomy in learning and reducing teacher talk are principles still valid today.

James Asher, anoth e r 1970s met hod ‘Totad si gner ',

Physical ResponsgTPR) on two assumptions inspired by contemporary

psychological theories of learning. First, that foreign languages are acquired in

a way similar to a child learning their L1; and second, that memory could be

stimul ated by phys.ismldrlytochildréniwha ldarg . As a re
the | anguage by | istening arcd adlci ng [ i . e.
52), TPR learners first only listened to and carried out instructions from the

teacher without being required to speak. Only when they felt comfortable

enough could they start giving commands for the others to act them out. The

TPR was especially effective with beginner and lower-level students. However,

‘as learners advanced in their competence’ and after they ‘overcame the fear of

speaking out, classroom conversations and other activities proceeded as in

al most any other communicative |l anguage cl

The delay of oral production until learners feel ready was advocated
also by Stephen Krashen, the author of the Natural Approach (NA). At the

initial stage of language learning, the so-c a |l | e d silent period’ ,

provided with
tothel ear ner’ ( B and they wele idd farced t@ spepk until the

ctohmptr eihee,ns‘i ddek d mpluanguage
speech* nat ur al |y emerged. The chNeksonali med t o d
communication skills and therefore made extensive use of role-playing
everyday language situations, pair and small-group discussions, games as well
as TPR activities, especial | 'y dur i ng t Despite itsdvitieat n t period

positive effects on t hcenfiddneeyviteddwwgacsne n t of st
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of the ‘“silent period’ a nle input remailm e a v y

the most controversial aspects of this approach.

After the decline of the innovative methods of the 1970s, a number of
courses and textbooks were compiled according to a Notional-functional
Syllabus (NFS), where the language was organized pragmatically, that is, by
the purpose for which it could be used, as opposed to a structural syllabus
arranged around grammatical structures. All the tasks in the textbook,
including dialogues, role-plays and information-gap activities, were aimed at
practising language functions such as greeting, apologizing, or asking for
directions. Nevertheless, as NFS was not a method, which would specify how
to teach, but merely a syllabus presenting language as an inventory of units, it

did not necessarily develople ar ner s communicatiyv

Communicative Language Teaching(CLT) or Communicative
Approach( CA) is ‘perhaps the met hod
teachers would subscribe to, despite that fact that it is widely misunderstood
and mi s@qeriiwvarner 2005: 38) . As
goal is for students to acquire communicative competence, mainly by means of
participating in meaningful communication. Harmer (2007a: 56) lists two basic
premises of CLT: first, that language is not only grammar and vocabulary, but
also involves language functions such as apologizing, agreeing and
disagreeing, complaining, etc. In other words, language forms are simply a tool
to communicate the content. The second principle is that in order to learn to
communicate with the language, students need enough exposure to authentic

language and plenty of opportunities to use the language in lifelike activities.

Scrivener (2005: 38-39) distinguishes between a stronger and a weaker
ver sion ofr ongT: CLITn" ‘ssttudent s | e
messages instead of grammatically controlled language, fluency is given
priority over accuracy and explicit teaching and traditional practice exercises
arel argely | imitemd.t Hhaea O twheaskearhQHolgh a
wide variety of teaching, exercises, activities and study, with a bias towards
speaking and listening work. Most current coursebooks reflect a version of
weak CLT (ibid.).
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TaskBased Learning( TBL) , an extensiothe of CLT,
preparation for, doing of, and reflective analysis of tasks that reflect real-life
needs and skill s’ CISTcitr putsvthe anghasis @nGh@ 5 39) . L
performance of lifelike communicative tasks such as asking for and giving
directions, shopping, making presentations, etc., rather than the language itself.

2.2.4.3 Contemporary Teaching Methodologies
Having outlined the historical development of the most influential
teaching methods and trends, a brief commentary on contemporary FLT
methodologies should be provided. Several authors observe that teaching by a
single clearly articulated method with fixed procedures belongs to the past and
that current teaching should be a judicious compilation of the best elements of
a number of different theories and methods described above. In particular,
Harmer (2007b: 78) believes tpostmethodpd aa@Vv e anedache
that what isneeded* i s not alternative met.hods, but
Scrivener (2005: 40) maintains that most practitioners seem to have their own

per sonal met hodol ogy, a collage of “item
constructions,” widely known as principled eclecticism Brown (2000: 39)

also admits that * met hod, esignsfeatares,isni f i ed, C
now given only minor attention’ and adds

learners in multiple worldwide contexts demands an eclectic blend of tasks,
each tailored for a particular group of learners in a particular place, studying

for particular purposes in a given amount of time.

At the same time, Harmer (2007a: 51) warns that, unless approached in
a responsible and principled way, lessons based on such eclecticism may
‘become a di sorgani zed ragbag o f di ffer
coherenceor phil osophy Asa reuln ldaemer§200db: 78-h e m. ’
79, as summarized by Graf 2011: 53) 1lists

adhered to (when developing one
(taking i nt o faetingsoandnattitudes)t (@)dimput t(censtant

s own pe

exposure to the target language, and focus on form especially in the initial
stages), (3) output (employing meaning-focused tasks so that students can

activate what they have learnt), (4) cognitive effort (developing metacognition
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and learning about how language works), (5) grammar and lexis (and showing
how they combine), (6) how, why and where (knowing what we want to

achieve, who our students are and in what context we teach and learn).

Other strategies for successful language learning, as suggested by

Kumaravadivelu (cited in Harmer 2007b: 78) include
opportunities,’ p r o mearingful gnteraction, fostering learner autonomy,
devel opi ng | an cpnteatgnleingdingaisticeinpu, Sntegrating

language skills, ensuring social relevance [and] raising cultural consciousness.’

To summarize, whereas teaching methods in the past were either
teacher-centred (GTM) or language-centred (e.g. ALM), nowadays, there is a
clear trend for teaching to be learner-centred, that is, focusing on the needs of
the learners and involving them in the teaching process. In the historical
development of teaching methods we can also observe a gradual shift of
emphasis from language forms (e.g. the GTM’ sfocus on grammar and
vocabulary) over language skills (e.g. in CLT) to language functions
(especially NFS). The current concepts of post-method pedagogy or principled
eclecticism aim at a balanced practice and development of all language forms
and skills, with a particular emphasis on giving learners an opportunity to use
their language knowledge in meaningful communicative tasks, rather than on

purely mechanical practice, although accuracy is not to be disregarded either.

2.2.5 Textbooks and Other Teaching Materials

Any lesson would be only an incoherent mixture of techniques,
procedures and tasks if not backed up by a good textbook. The textbook can of
course be enhanced with a wide range of supplements, such as audio, video and
computer resources, and the teacher can make use of the ‘almost unlimited
supply of real-world material’ ( Br o wmth4l) 2ike @d3ters, magazine
pictures, photos and other illustrations, as well as real-life objects, to help
students connect language to reality; yet it is the textbook which has been, and
still is, the principal tool in a FL classroom. Since choosing a suitable textbook
is a complex task, this chapter will, together with a list of functions the

textbook serves, present an overview of criteria for textbook evaluation.
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2.2.5.1 Textbook Functions

Apparently, there are teachers who reject the use of textbooks and resort
to preparing their own teaching materials, but such a ‘do-it-y o u r &@rdach
(Harmer 2007b: 182) is very time-consuming, extremely demanding on the
t e a c methodolagical skills and rather risky too, since it may easily result
in a chaotic collection of heterogeneous material. Fortunately, the widely held
opinion is that the textbook, or coursebook, has an irreplaceable position in the
learning/ teaching process, especially with adolescent and adult learners, who
are, thanks to their previous school experience, used to having textbooks as an

essential learning aid.

The textbook has many advantages both
teacher
Basic English Textbooks for Basic Schodfsr e t (80064 14-16) cites a
number of scholars, including Billows, Grant, Hendrich, P r ( ant @r, whose
arguments in favour of textbook use can be summarized as follows: the
textbook is a systematic and coherent guide for the teacher and the learner
alike, it serves as the basis for syllabus and lesson planning and it facilitates

monitoring t h e | ear ner ' sthe mosto anveaients and niodt
economical source of texts and learning tasks of the appropriate level and, in
most cases, it is visually very attractive, which can have a powerful motivating
effect. Good textbooks, moreover, are supplemented with plenty of appealing
extra material, such as CDs, DVDs, CD-ROMs and online resources, and thus

have large in-class as well as out-of-class learning potential.

Having outlined the benefits of textbook use, it must be acknowledged
that there are also some drawbacks. For instance, the textbook has not been
written with one particular learner or class in mind, so the content, or its part,
may not always be relevant to the interests and needs of the class or individual
learners. Also, textbooks often have an unvaried format, which may be tedious
and demotivating and an uncritical use of a book may createa ki nd
d e p e n dnebathcthe learner and the teacher.

As the last point implies, a modern teacher should not follow the

textbook page by page, line by line, no matter how good the book may be, but
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rather use it as a basic, but not the only teaching instrument and to apply all
his/ her theoretical knowledge, practical experience and creativity to modify
the textbook, for instance, by ‘adding, re-writing, replacing, re-ordering,
reducing, and adapting’ (Harmer 2007b: 183) the tasks and activities so that the
students are offered a dynamic and varied programme, which, if relevant to
their own needs, ‘will greatly enhance their motivation’ (Harmer 2007b: 182).

2.2.5.2 Textbook Evaluation

One of the primary roles of FL teachers is to choose appropriate
teaching materials for their students, so every responsible teacher should not
only get to know a range of different textbooks available on the market but
should also have a good knowledge of the basic evaluation methods to be able

to test the qualities of the rival books in a professional way.

As hinted at in the introduction to this chapter, textbook selection is a
highly complicated task, as Kretov §2006: 18) points out, mainly dueto * t h e
high degree of the commercialization of the educational textbook market, on
which publishing houses compete ‘for attention of the users by all accessible
means’ (ibid.). As to legislation, the Czech textbook market is largely
unregulated; in fact, the only official state intervention exists in the form of a
‘| ofettbooksand teaching tests appsezoamed by an
ulebnic a textT,scktvar Tom g ifich mlaonuady k @ n a
renewed and
Sports'? (V N's tMimistdrstvag k o | st v2 , ml §)dieisdecumant,t Nl ov i cho

however, has mainly an advisory role and is not binding neither for state-run

published in the Journal of 1

nor private language schools, so the final decision on which textbook/s to

utilize is always made by the academic management of the particular school.

For the analysis of the strengths and weaknesses of the various books
on offer, Harmer (2007a: 154) suggests making a list of evaluation criteria in

the form of questions, which has been adapted into Table 1 below.

2 Act No. 561/ 2004 Coll. (the Education Adt Section 27, Article 1
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Table 1: Textbook Analysis Checklist

Areasfor Possible questions

consideration

Price and How much does the coursebook cost? Will the students have

availability to buy any extra material (workbook, etc.)? Are all the
components (coursebook, w
etc.) available? What about other levels? Is this good value
for money? How much does the whole package (all the
components) cost?

Add-ons and Apart from a workbook, what other extras are offered with

extras the course? Are there internet sites with extra material
(exercises, texts, etc.),
What else does the publisher offer to support the course?
What value should we place on the extras that are available?

Layout and Is the book attractive? Is its design appropriate for a) the

design students, and b) the teacher? Does the design of the book

make it easy to follow?

Instructions

Are the instructions clear and un ambiguous? Are they
written in language that the students will understand? Can
the coursebook be used by students working on their own, or
is a teacher necessary to show them how to use it?

Methodology

What kind of teaching and learning does the coursebook
promote? Is there a good balance between study and
activation? How do the authors appear to think that people
learn languages and do we agree with them?

Syllabus

Is the syllabus appropriate for our students? Does it cover the
language areas  (grammar, vocabulary,  functions,
pronunciation, etc.) that we would expect? Do we and our
students like the sequencing of language and topics, etc.?
does the coursebook build in a feeling of progress?

Language
skills

Does the coursebook have the appropriate balance of skills?
Is the skills work really designed to promote the skills (e.g.
writing-for-writing, not writing-for-learning)? Are there
possibilities for both study and activation in the skills areas?
Are the skills activities likely to engage students?

Topics

Does the book contain a variety of topics? On balance, are
the topics appropriate for the kind of students who will be
using the coursebook? Are the topics likely to engage the
students?

Cultural
appropriacy

Is the material appropriate for the cultural situation that the
students are in? Do the texts contain culturally insensitive
material? Are the activities appropriate for the learning
culture? Is the coursebook unprejudiced in the way it deals
with different customs, ethnicities, races and sexes?

Teacher

guide

Does the coursebook have
Is it easy to use? Does it explain things clearly? Does it offer
alternatives to the coursebook activities? Does it have all the
answers that teachers and students need? Does it provide
differentiated activities for fast and slow learners?
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Brown, in his Teaching by Principleslso uses questions as evaluation
descriptors in his 12-point guide (adapted from Brown 2000: 142), which
covers areas similar to those in the Checklist compiled by Harmer:

1. Will this textbook help to accomplish the goalsof the course?

2. Does the book fit the | e ar mackg®und, including age, L1
language and culture, education and reason for learning English?

3. Does the theoretical approach of the book reflect a philosophy that the
teacher, the institution and the students can easily identify with?

4. Does the book integrate the four skills (listening, speaking, reading, and
writing)? Is there a balanced approach towards the skills?

5. Is the content of the book valid, authentic, appropriate and up-to-date?
Is it pitched for the right level?

6. Inthe practice material, is there a variety from controlled to free? Are
the instructions clear? Does it encourage active participation of
students? Is linguistic explanation inductive or deductive? Are there
sufficient review exercises?

7. lIs it sequencedy grammatical structures, by skills, by situations or by
a combination of the above?

8. Does the book pay sufficient attention to words and word study with
respect to relevance, frequency and strategies for word analysis?

9. What about the general sociolinguistic factors such as the variety of
English (American, British, or international)? Is there a cultural bias?

10. Is the book’ $ormat attractive, usable and durable? Is the typesetting
clear? Does it use special notation (phonetic symbols, stress, intonation
marking, etc.)? Are the illustrations clear and of high quality and
clarity? Isthe gener all | ayout comf orwWhabl e and
about the size of the book and binding and quality of editing? Is there
an index, table of contents or chapter headings?

11. Are there useful supplementary materialssuch as workbook, audio or
video material, posters, flash cards, tests?

12.1s the t e a c h e r 6uweful?g Doesdie provide methodological
guidance, alternative and supplementary exercises, answer keys? Is it

suitable for non-native speaking teachers?
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Considering these criteria, it can be concluded that a good textbook
should: be consistent with the goal of the course and with the theoretical
approach adopted, be systematic and coherent, offer a cumulative syllabus,
cover all the language forms needed for the given level in a balanced way,
integrate all four language skills, give opportunities to activate the language
knowledge in meaningful communicative tasks, contain varied, engaging
authentic materialappr opri ate to the |l earners’
and interests, have an attractive, easy-to-follow layout, be supplemented with
various extra resources suitable for self-study outside the class, including
computer and online practice, provide a detailed methodological guide
(t e ac he withan aiswep Key) instructions for and alternatives to the
t asks i n t handal thisadaeeasdndbls, affordaldekprice.

2.2.5.3 Textbooks and Cultural Competence

Although touched upon in the evaluation criteria above, it has not yet
been emphasized enough that nowadays, L2 textbooks, or at least their
supplementary material, should aim at developing not only thel ear ner s’
language skills like listening or reading, but also their cross- or inter-cultural
competence, which is indispensable in order to fully understand the target

language and to be able to interact appropriately within the TL culture, while

SsocCi

basi

preserving one’s own cultural identity

Culture can be defined in a variety of ways. Brown (2007: 188), for

example, defines culture as ‘the context within which we exist, think, feel, and

relate to others, & our col | edMoit e j zdkowviat ycited i

45) views culture as ‘the way of life of the TLnat iam Gill & Cafkov a
(2003: 1) claimthat* cul t ur e, in its widest sens

the customs, institutions and achievements of a country, group or community.’

In FLT there are two widely accepted types of culture: capital, or big
0 Ccoiltureand smallé ccdlture Whereas the former, sometimes referred to as
“hi gh’ subsunestthe mest, visible forms of culture suchas‘* t he art
music and literature of a country or ethnic group” and reexemplifleds s
by ‘its achievements such as the plays of Shakespeare, the Mona Lisa, the Taj
Mahal [or] Be e t h osvyermp’ hso(nGielsl’ & 2003 f)ktloe Vager
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“r e f eur‘everytlag’ culture’ ( i1afw incdude}, for example, the customs
and traditions of the TL community, the organization of their family life,
typical meals and drinks, typical l ei sur «
economic and educational systems, cultural norms, but also characteristics like

sense of humour and style of clothing.

The principal source of information on the various components of the
TL culture should be the textbook itself — it should contain authentic material
such as timetables, leaflets, cultural guides, posters, maps, etc. Moreover, the
book may be accompanied by a separate resource book covering relevant
cultural topics as well as a set of DVDs or interactive CD-ROMs presenting the
TL culture in an engaging and attractive way. If feasible, the teacher could also
bring a range of realia (real-life objects) into the class, such as food items,

calendars and newspapers. Lear ner s culture awareness m
through lectures prepared by the teacher or, even better, through presentations
or mini-studies prepared by the students themselves, in which they would
combine, as Kretova ( 291)0réBnarks, factual knowledge, linguistic skills

with organizational and rhetoric abilities.

Learners can be exposed to the TL culture also via suitable cinema and
theatre performances. In Prague, for example, English Theatreand Prague
Playhousetheatre groups perform adaptations of literary classics in English at
times convenient for educational purposes (see Useful Websites in
Bibliography and References for details). Since actual face-to-face encounters
are the most effective, the teacher may also, if possible, invite native guest
speakers and organize whole-class discussions. Another real-life experience

with the TL culture is, of course, making a trip to a region where TL is spoken.

2.2.5.4 Graded Readers

Another essential part of FLT, although frequently neglected, is
systematic fostering of I e a r interest $n’reading in the TL, since reading is
indispensable not only for understanding textbooks, dictionariesandt eac her ' s
instructions, but also, primarily, for the expansion of vocabulary and the
consolidation of the grammar learnt in class. This habit of reading can be

developed, besides the texts in coursebooks, by means of Graded Readers (or
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simply Readers), that is, books which were specially written or abridged and
simplified from existing books with the aim to provide FL learners with
material that is meaningful, enjoyable and accessible to their level.

Graded Readers are available for different ages, ability levels and
interests, from pre-school children to adults, from beginners (using simple
grammar, the most frequent vocabulary and a lot of picture support) to very
advanced learners (with more complex grammatical structures, a larger range
of vocabulary and fewer illustrations) and from various genres of fiction (e.g.
drama, romance, crime, science fiction, historical fiction, or literary classics) to

non-fiction such as biographies, travelogues, factual reports and similar.

The invaluable merit of Graded Readers is that they can be used in
numerous ways both in and out of class and they can promote the development
of a variety of language skills, not only the * macr o’ a skills of
reading as many teachers wrongly assume. Rob Waring in his article Getting
the most out of your Read@miggests an abundance of activities focused on
writing, speaking as well as listening skills. Writing, for instance, may be
practised in the form of book reviews, diaries of or imaginary letters to
characters in the stories or learners can write questions about the reading for

others to answer or compose a play based on the story together.

Speaking, on the other hand, may be stimulated by organizing
discussion sessions on the reading or encouraging learners to re-tell the story.
Many Graded Readers are also accompanied by audio CDs or cassettes, which
are usually recordings of the book made by professional actors and as such
serve as a model of correct pronunciation and a range of various accents.
Moreover, although most Readers contain a glossary of words uncommon for

the given level, they are also a natural way of improving dictionary skills.

Overall, Graded Readers intend to promote the active participation of
learners and thus usually contain a lot of exercises and comprehension
questions, and their publishers produce large amounts of free support materials

for the teachers, including tests, role-plays and games.

3 Available from
http://elt.oup.com/teachers/readers/gettingthemost?cc=global &selLanguage=en&mode=hub#c

hapter5
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2.3 Post-Secondary Language Courses in the CR

The term oneyear postsecondary study of languagg$ ednol et é
pomat uritni anditsvdriationsis ithiz the lcdpg of this thesis
to be understood as a one-year language course with twenty 45-minute lessons
a week, carried out in accordance with Decree No. 32/2005 Coll. on Further
Studyand other acts and decrees specified in Chapter 2.3.2 by educational
institutions listed in Appendix No. 1 to the aforementioned decree.

2.3.1 History of Post-Secondary Courses in the CR

Historically, post-secondary language study was established in the early
1990s with the aim to provide prospective university students with the
necessary language education and to enable those who were not admitted to a
university upon completion of their secondary studies to spend the gap year
before reapplying in a meaningful way. This solution to the critical lack of
language skills among the majority of the population was truly unique. As the
research done within this thesis shows, no comparable courses were established
in the post-communist countries, or at least not inthecount ri es of t he Vi s
Group, and one-year post-secondary language courses thus became

Czechoslovak and later the Czech and Slovak FLT phenomenon.

In an attempt to provide a reliable overview of the historical
development of post-secondary language education in the Czech Republic, I
have encountered a major obstacle, namely that statistical data, be it from
LeskT st at(the<Ctedh Stitiftical’0fieexy Dst av pro informace
v z d NI (&e Bstitdte for Information on Education) or VT z k u mn T YVas 't a v
pedago(@he Rdsebrch Institute of Education) are insufficient and
incomplete. Before 1996, one-year language courses were not statistically
monitored at all. Between 1989 and 2003, although there are overall statistics
on the total number of state language schools (which fluctuated between 27 and
37), it was not recorded how many of them actually organized post-secondary
courses. Based on the fragmentary data summarized in Table 2 it can be
observed that the number of private language schools providing post-secondary
language courses grew geometrically until 2010/11, whereas the number of

state-regulated schools has been gradually decreasing.
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Table 2: Postsecondary Coursesn the CR between1996/97and 2011/12

Private Language Students at Students at
language schools private language
schools authOfised to |anguage schools with
organise state | schools state language
language examinations
examinations
1996/97 16 N/A 1,075 2,486
1997/98 57 N/A 5,533 2,823
1998/99 77 N/A 6,413 2,772
1999/2000 106 N/A 8,613 2,857
2000/01 83 N/A 1,467 2,653
2001/02 87 N/A 6,144 2,380
2002/03 105 N/A 5,812 2,351
2003/04 111 27 6,237 2,091
2004/05 100 25 5,753 1,975
2005/06 112 25 4,843 1,416
2006/07 115 25 4,931 1,250
2007/08 113 23 4,577 893
2008/09 107 19 4,429 793
2009/10 116 17 4,221 744
2010/11 115 17 4,743 657
2011/12 103 15 4,458 601

2.3.2 Legislative Framework

As can be seen from the table above, one-year post-secondary courses
of foreign languages are carried out by two types of entities: language schools
authorised to organise state language examinations j azy kov ®r gkema s
st §jtanz?2y k o v W®formeklyoknogrkay state language schools, which are
regulated by Decree No. 33/2005 Coll., on Language Schools Authorised to
Organize State Language Examinations and on Sfambguage Examinations
and which are recorded in Rej st S& k glgdklod k T Rdyistezaef S2 z e n 2
Schools and School Facilities) and by legal and natural persons listed in
Appendix No. 1 to Decree No. 322/2005 Coll. on Further Studg other
words, post-secondary courses are run by educational institutions falling within
the regulation of Mi ni st erstvo gkol st (Ministry ofl §dege a
Education, Youth and Sports, hereinafter only MEYS), and independent

commercial language schools. The scope of this thesis is limited to the latter.

*Adapted from:BDst av pr o i nf o (Instaute for Infoematiornzon Hduca§ion)§ n 2
http://www.uiv.cz/clanek/445/1803, http://www.uiv.cz/clanek/437/423
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The legislation regulating one-year language courses at private
language schools is somewhat chaotic and non-transparent. The courses are
affected by a number of different regulations, issued partly by MEYS and
partly by the Mi ni st er st vo pvriB¢stiaistryaof Labmw an@ | n2 c h
Social Affairs, hereinafter referred to as MoLSA). Nevertheless, one integrated
legal regulation does not exist. Below is an overview of currently valid acts,
decrees and orders, arranged chronologically. For Czech titles of the
documents see Bibliography and References, section Legislation, located at the
end of the thesis.

Act No. 117/1995 Col] on State Social Suppdarticle 15);

Act No. 155/1995 Cal] on Pension Insurance, as Amended by Act No.
220/2011 Coll(Article 108);

Act No. 561/2004 Coll on Preprimary, Primary, Secondary, Tertiary
Professional and Other Educatignereinafter referred to as Education Ack

Act No. 563/2004Coll., on PedagogicalStaff and on the Amendment to
Some Other Actais subsequenthAmendedhereinafter only Act No. 563/2004
Coll., on PedagogicalStaf;

MEYSDecree M. 16/200%Coll., on Organizatiorof School ¥ar,

Decreeof theMEYS and MoLSAo. 322/2005 Col| on Further Study,
or Instruction, which for the Purposes of State Social Support and Pension
Insurance Are Considered as Study at Secondary Schools or Higher Education
Institutions, as subsequently amended, and on Inclusion of Educational
Institutions in the Decreéhereinafter only Decree No. 322/2005 Coll. on
Further Study;

Decreeof the MEYS and the Ministry of HeaNo. 410/2005 Col| on
Hygiene Requirements of the Premises and Operation of Equipment and

Facilities for Education of Children and Youth, as Subsequently Amended;

Order of the Minister of Education, Youth and SpoNs. 12/2010
Setting the Procedure fdincluding Educational Institutions and Language

Courses inthe Appendices to DecreeoN322/2005 Coll.on Further Study
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and fortheir Withdrawing from these Appendicégreinafter only Order No.
12/2010 onincluding Educational Institutions in Appendi¥o. 1);

MEYS Decree No. 252/2010 Coll amending MEYS Decree No.
322/2005 Collon Further Studyand

MEYS Decree M. 28/2012 Coll on Further Study, or Instruction,
which for the Purposes of State Social Support and Pension Insurance Are
Considered as Study at Secondary Schordgealing MEYS Decree ol
322/2005 Coll.with effect from 1 September 2012 (hereinafter only Decree
No. 28/2012 Coll.on Further Study

The relevant regulations are treated in detail in the following
subchapters. Besides governmental legislation, commercial schools affiliated in
the association of language schools described in Chapter 2.3.2.4 are bound by
the codes and standards issued by the associations.

2.3.2.1 Legal Requirements on Post-secondary Courses

As mentioned above, one-year post-secondary language courses can be
organized only by language schools authorised to organise state language
examinations and private educational institutions listed in Appendix No. 1 to
Decree No. 322/2005 Callon Further StudylIn order to be inserted in the
Appendix, schools must prove that their post-secondary courses meet the
criteria enumerated in Appendix No. 1 to Order No. 12/2010 onncluding

Educational Institutions in AppendiXo. 1.

The order specifies, among others, that the post-secondary course is a
course with a day form of education which lasts one school year, with at least
four 45-minute lessons a day, five days a week. The organization of the school
year is analogous to that at secondary schools set by Decree M. 16/2005 Coll.,

on Organization of School Yedreated in detail in subsection 2.3.2.2 below.

The maximum number of students in one class is 18 and course
organizers are obligated to provide the necessary premises, material and
technical equipment adequate to the expected number of participants, including
sanitary conditions in accordance with Act No. 258/2000 Coll., on Public

Health Protection and on Amendnt of Certain Acts, as Subsequently
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Amendedand Decree No. 410/2005 Coll., on Hygiene Requirements of the
Premises and Operation of Equipment and Facilities for Education of Children

and Youth, as Subsequently Amended

The order further specifies that the course must be taught by persons
meeting the criteria for professional and pedagogical qualification set in Act
No. 563/2004 Coll.on Pedagogical Staffee below). The instruction carried
out by these persons may be supplemented by conversation classes, which may
be taught also by persons who are native speakers of the taught language,
provided that they have completed at least secondary education.

All teachers in post-secondary courses are required to fill in the Class
Register Bookonadai |l 'y basi s, which records studen
an overview of the materials used. On completion of the course, all participants
who meet the criterion of 75% attendance receive a standard certificate SEVT
4973010sviNd]l en2 o absol vov 8n?Ceitifecaenfol et ®ho | a

Completion of One-year Language Course) issued by the course organizer.

The application for inclusion of a post-secondary course in Appendix
No. 1 to Decree No. 322/2005 Coll.,, on Further Studwst include the
information on the languages to be taught, the range of course levels to be
offered and the type of final examination to be taken, all of which are decided
by the organizer of the course; any change of these details must be reported to
and approved by the MEYS. Annually, the legal or natural person organizing
post-secondary courses must submit statistical report no. S 18-01 Oj azy kov ®
g k dOné&anguage School) to the MEYS.

Educational institutions not meeting or infringing the aforementioned
conditions and institutions not organizing the course for two consecutive years
will be withdrawn from the Appendix. There is no legal right to the inclusion
of an entity in the Appendix and the inclusion in the Appendix does not entitle

the organizer of the course to claim subsidies from the state budget.

According to the latest data from Decree No. 252/2010 Cgllamending
MEYS Decree No. 322/2005 Coll., on Further Stuadyf 1 September 2010,

there were 204 legal and natural subjects entitled to provide this form of study.
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2.3.2.2 Organization of the School Year

The organisation of school time is set down by the Education Actand
by Decree No. 16/2005 Coll., on Organization of School Ywaich fixes the
length and dates of the school year and of school holidays, and by Order No.
12/2010 onIncluding Educational Institutions in Appendiio. 1, which

determines the number of lessons in a week.

In accordance with the Education Act the school year at secondary
schools and consequently in one-year language courses, starts on September 1
and finishes on August 31 of the following calendar year. ‘It is divided into
teaching periods and holiday periods, the latter specified by ministerial
decree.”® School holidays include autumn holidays, Christmas holidays, mid-
term holidays, one-week spring holidays the timing of which varies according
to the s ¢ h olochtionsEaster holidays and summer holidays, which last, in
principle, from July 1 to August 31.

The weekly and daily timetable is set by Order No. 12/2010 on
Including Educational Institutions in AppendiXo. 1, which determines that
the instruction is carried out five days a week, from Monday to Friday, and
there are at least four 45-minute lessons per day. The beginning and end of the

lessons is decided by the organizer of the course.

2.3.2.3 Pedagogical Staff

The requirements for professional and pedagogical qualification
imposed on language teachers at language schools authorised to organise state
language examinations are stipulated in Section 12 of Act No. 563/2004 Coll.
on Pedagogical StaffThe same conditions apply also to language teachers at
secondary schools and consequently, to teachers in one-year language courses

at private language schools.

In particular, the act specifies that in order to be considered
professionally and pedagogically qualified, the teachers must acquire a
ma s t degreé: 8) in the field of pedagogical sciences focused on educating
teachers of foreign languages; or b) in the field of social sciences focused on

foreign languages and through higher education by completing an accredited

® Organisationof the Education System in the Czech Rep(@i@8/09): 130
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bachelor’ s study progr amme i n t he field
completing a life-long learning programme organised by a higher education
institution and focused on education, or by studying pedagogy,’® where
‘ tadying pedagogy’ means completing an accredited educational programme
organised by an institution for further educ at i on of p eidtteg o gi c a | St
scope of at least 120 hours with the content focus on pedagogy, psychology,
and didactics.’”” The only exception follows from Order No. 12/20@ on
Including Educational Institutions in Appendix No. Which lowers the
minimum qualification requirement for native speakers of the taught language

teaching in supplementary conversation classes to at least secondary education.

2.3.2.4 Student Status

The participants in one-year post-secondary language courses maintain
the status of secondary school students and assuchhave health and or ph
pension insurance and are eligible for state social support benefits, provided
they meet the criteria specified in Decree No. 322/2005 Coll. on Further Study

In particular, Section 1, subsection a) of the decree specifies that for the
purposes of state social support and pension insurance, secondary school status
is maintained by the persons with secondary education who pass their first
Maturita exam (i.e. the school-leaving exam) or graduate from a conservatoire
(absolutorium in the same calendar year in which they commence the study in
one-year courses of foreign languages with day form of education carried out

by legal or natural entities listed in Appendix No. 1 to this decree.

However, this legislation will be valid only until 1 September 2012,
when its amendment, Decree No. 28/2012 Coll., on Further Studgmes into
force. In the amendment, passed on 17 January 2012, the above-cited
subsection is omitted. As a result, the participants in one-year post-secondary
courses at state-regulated as well as private language schools will be deprived
of the status of secondary school student and consequently, of the state social
support. In practice this means that, although the courses will still exist, their

cost will increase considerably, which in the environment of market economy

® Act No. 563/2004C0ll. on Pedagogical StafSection 12 (English version)
" Act No. 563/2004Coll. on Pedagogical StafSection 22 (English version)
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entails a significant drop in clients. In accordance with the transitional
provisions of the new decree, post-secondary studies commenced in the school
year 2012/13 will be the last to be considered as studies at secondary schools.

2.3.2.5 Associations of Language Schools

Although not so unrestrained and uncoordinated as in the early 1990s,
the area of commercial language teaching is still largely uncontrolled and
unregulated. Only a few years ago, the first associations of language schools
were established with the aim to improve and supervise the quality of language
education for the joint benefit of the schools and their students. Two major
professional associations dedicated to language education in the Czech
Republic are Asoci ace certi fi ko(theaAsdodaton gfazy kov T ch
Certified Language Schools), commonly abbreviated as ACERT and Asociace
jazykovTlch ¢k dthe Associadog efnLanguage SchBols and
Agencies), hereinafter referred to as A J S Ahey affiliate 52 high-quality
language schools in total, which cover an absolute majority of the language

education market in the country.

ACERT was founded in 2003 with the aim to monitor the quality of its

me mber s tuition, t provide prafessibnal srainiagffdr and f ac i
its members as well as experts from the public, observe professional ethics,
communicate with the media and make comments on legislation concerning
language education in the Czech Republic. Each of its 16 member schools must
meet the criteria for membership set in the Charter and undergo regular

inspections verifying their fulfilment.

A J S Aegistered in 2005, is an association grouping 36 language
schools which meet the methodological and linguistic criteria set by the
association. The A J SQode of Quality, binding for all its members, ‘focuses
on five areas — professionalism, teacher qualifications, methodology,
transparent references and instruction carried out in accordance with the

Common European Framewook Reference for Languagé$

8 Extracted from http://www.czechmarketplace.cz/en/5087.channel-crossing-becomes-a-
member-of-ajsa-association-of-language-schools-and-agencies-cr
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2.3.3 Curricular Documents

Although one-year post-secondary courses organized by private
educational institutions are not directly regulated by any curricular document
issued by the MEYS, it may be beneficial to outline, however briefly, the
development of the education reform which has been going on in the Czech
education system since the 1990s, as it indirectly affects these courses too.

2.3.3.1 Czech Curricular Documents
The key feature characterizing the development of education policy in
the Czech Republic after 1989 was a gradual decentralization and liberalization
of the education system, which culminated in the ‘Curricular Reform’
introducing* a new system of curricular document
between 3 and 19 years of age.’® Unlike traditional syllabi, identical for all
schools throughout the country and thus necessarily based on average teaching
conditions and average levels of pupils’ k n o wthee révg eurricular
documents reflect the teaching conditions and composition of pupils at
individual schools and can be tailored and adjusted in order to suit the

changing needs and interests of the pupils.

The preparation stage of the current curricular reform took place in the
mid and late 1990s and resulted in the formulationofN§ r odn2 pr ogram rozv
vzdDI|I 8v8n2 v (Natosak ®ogranem&or the Development of
Education in the Czech Republicthe so-called B2 | § (Whité Papar), a
document which sets the principles of curricular politics applicable to
education as a whole. The actual reform started in 2004, when r § m® o v
vzdDI| 8v a co?(FrarpewaskgEduation Programmes, FEPs) for pre-
school and primary education were ratified. These were followed by FEPs for
secondary education, education at language schools authorised to organise state
language examination and for other forms of education at state-run institutions.
In accordance with the principles formulated in the respective FEPs, in 2005
state schools of all stages commenced to develop their k o | n 2 vzdDI §vac?
programny (School Education Programmes, SEPS), on the basis of which the

actual instruction at their school is implemented.

° FEP for Secondary General Education (Grammar Schools): 5 (English version)

54



Curricular documents at both state and school level represent a shift
towards a new educational strategy which emphasises the development of key
competences such as communicative competence, social competence, the
ability to learn and other capabilities, skills, and ‘personality characteristics
which enable an individual to act adequately and effectively in various work
and | i f e (White papera 35). A presondition for the development of
these competences is a radical change in the style of teaching, from content-
oriented to action-oriented, since the competences are based on activities, not
on encyclopaedic knowledge. Other prerequisites stipulated in the curricular
documents are, for instance, individual approach to pupils, active engagement
of pupils in the educational process and promotion of life-long learning.

As far as FL instruction is concerned, the curricular documents of all
levels emphasize an increasing importance of communicative competence so
that the pupils are able to express themselves in oral as well as written form on
common topics, to establish social and personal relationships and to learn to
understand the culture and customs of other people. As stated in the FEP for
Secondary General Education (2007: 5), an active knowledge of foreign
languages is necessary both from a global standpoint, because it facilitates
international communication, and for the personal needs of the pupil, because it

increases t h es chancepin the international labour market.

2.3.3.2 CEFR

Despite the lack of government regulation, many commercial language
schools, especially those affiliated with the above-mentioned professional
associations, elaborate their language syllabi, standards and assessment
schemes in accordance with the CommonEuropean Framework of Reference
for Languagegcommonly abbreviated as CEFR), which also served the basis
for the definition of the language requirements in FEPs, described above. The
CEFR is a comprehensive guideline developed by the Council of Europe
between 1989 and 1996 with the intention to promote international co-
operation among professionals working in the field of modern languages and to
facilitate comparison and mutual recognition of qualifications gained in

different educational systems in Europe.
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The Framework defines language use and learning intermsof| ear ner ' s
competences and communicative activities. Lear ner’' s competences
general and communicative language competences, the latter comprising
linguistic (associated with language as system), sociolinguistic (socially
appropriate language use) and pragmatic components (functional use of
linguistic resources in interactional exchanges). Language activities, on the
other hand, refer to what the learner can do with the resources in real life, for
instance if s/he can take notes in university lectures or give a business
presentation. These real-world uses involve reception (reading and listening),
production (speaking and writing), mediation (interpreting and translating) and

interaction, which has a central role in communication.

Most importantly, the CEFR describes what language knowledge and
skills FL learners have to develop for effective communication and defines the
learners’ | a ncgmpetegces by means of six reference levels specifying
what they * c an d o’ of thet level.aThehtraditional division into
elementary, intermediate and advanced roughly corresponds to three broad
CEFR levels: A (Basic Use), B (IndependentUsern, and C (Professional
User). These are subdivided into two levels, resulting in the following scale:
Al (Breakthrough, A2 (Waystagge Bl (Threshold, B2 (Vantagg, C1
(Effective Operational Proficiengyand C2 (Mastery. The CEFR terminology
andthet radi ti onal descripti onareaxdntrastedé ar ner s’
in Figure 1, taken from Harmer (2007a: 17).

Figure 1: Comparison of CEFR and Traditional Language levels

beginners intermediate advanced

A1 A2 B1 B2 C1 C2

false  elementary  pre- upper
beginners intermediate intermediate
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3 PEDAGOGICAL RESEARCH

3.1 Methodology and Factors of the Research

For the practical part of the diploma thesis, the pedagogical research,
three private language schools providing post-secondary courses in English
were chosen. The three schools participating in the research were: Glossa—
gk ol a,sjra @eyeinafter only Glossg, located in Prague 1, Tutor s.r.o
(hereinafter only Tutor), namely its branch in Prague 1, and ldea s.r.o.
(hereinafter only Idea), a small language school located in the South Moravian
town of Ho d o. While the former two are large and well-established, the
latter is relatively new — it was founded in 2006 - and, due to its location in a
small regional town, has far fewer clients. Although its main focus is in-
company teaching, since 2009, Idea has also been offering one-year post-

secondary courses in English and German.

Glossawas founded in Prague in 1992 and since then it has expanded
from a small training centre with a handful of teachers into a mid-sized
language school with over a hundred and twenty permanent teachers and
instructors and has built up a stable position among the top ten institutions
specialized in language teaching in the Czech Republic. Glossawas one of the
founder members of ACERT and in 2011 it joined A J SaAd is thus an affiliate
to both major associations of language schools in the Czech Republic. It offers

post-secondary courses in English only.

Tutor was founded in 2000 as an institution specializing in preparation
for university entrance exams and only later it expanded to include also
language teaching. In February 2010 Tutor merged with Caledonian School
(offering public and in-company language courses) and Top Vision
(specialized in the development of managerial skills and coaching) into EDUA
Group, making it the largest private educational group in the Czech Republic.
With educational centres in 10 cities and towns around the country, including
Prague, Brno and Ostrava, 10,000 clients per year and 700 courses offered,

EDUA Gr oup’ s p o stiistonemfthe mast stable. Sutomaa k e
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member of the Association of Language Schools and AgengigsJ STAitpr.

offers post-secondary courses in English, German, French and Spanish.

The pedagogical research consisted of a thorough comparison of post-
secondary programmes offered by the three language schools: their
organisation, course books and teaching methods deployed, types of placement,
progress and final tests as well as international exams taken at the end of the
course and a detailed analysis of a pair of questionnaires filled in by 94 and 91
post-secondary students (40 from Glossa 40 from Tutorand 14/ 11 from Ided)
at the beginning and at the end of school year 2011/12.

The first questionnaire, presented to the 94 respondents on the very first
school day, was in fact a needs analysis designed to reveal t he st
educational background, their reasons for choosing a post-secondary course as
well as their idea of which teaching materials and methods should be used and
which language forms and skills they would like to improve most. The other
questionnaire, completed in April 2012, enquired about the progress the
students had made and whether they had been satisfied with the methods and
teaching materials used. Reflecting the changed legal conditions for post-
secondary language study, the second questionnaire also aimed to discover
whether the students would have attended the course even without secondary

school student status and the related financial benefits.

Based on the output of the survey, the most popular textbook was
evaluated using the criteria listed in Chapter 2.2.5.2 and a number of suitable
supplementary teaching materials were selected. Also, drawing upon the
theoretical background and taking i nto
optimal teaching methods and techniques were recommended. In the very last
stage of the research, the arguments in favour of and against the recent change
in legislation were contrasted and the overall educational and practical

implications were summarized.
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3.2 Organization of Post-secondary Courses

Although there is a certain legal framework regulating post-secondary
language study, minutely described in Chapter 2.3.2, the management of post-
secondary courses is left largely within the authority of individual language
schools. Apart from the fact that it is a day form of education lasting one
school year with four 45-minute lessons a day, which is twenty 45-minute
lessons a week, and that all students who meet the criterion of 75% attendance
receive a standard Certificate SEVT 49730 1 Osv Dd| en?2 0
jednol et ®h o | (thezGertificate ®CGomplktianr o a1 One-year
Language Course), regardless of the type, level and result of the final exam
they take, the very organization of the course, including the actual timetable,
number of teachers and the type and frequency of examination carried out,

differ greatly between the three analyzed language schools.

3.2.1 Glossa

3.2.1.1 Timetable and Teachers

Glossacarries out morning post-secondary courses in English, starting
at 9.45 and finishing at 13.00, counting a 15-minute break. The students are
placed into one of two offered levels named after the CEFR level they are
expected to reach by the end of the course: B1 and B2. The syllabus of each
level is divided between two teachers: a Czech teacher and a native speaker,
each teaching in 180-minute teaching blocks. At the lower level, Czech
teachers teach 4 days a week (i.e. 16 lessons) and concentrate on general
English and exam preparation, whereas native speakers teach one day per week
(4 lessons), focusing mainly on communicative skills. At the higher, B2 level,
Czech teachers teach three days a week (12 lessons), with main focus on
general English and preparation for reading and listening sections of the final
exam, and native speakers teach two days a week (8 lessons), developing

mainly communicative and writing skills.

3.2.1.2 Levels, Textbooks, Syllabi
The choice of textbooks for post-secondary courses is based on the

assumption that students wish not only to improve their general English but
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also to take the City & GuildsInternationalESQ. (IESOL) and Spoken ESOL

(ISESOL) exams at the end of the course. Students in B1 groups are prepared
for City & Guilds Achieverexam, which is equivalent to CEFR level B1; B2
students are expected to take the City & Guilds Communicatorcorresponding
to level B2. As can be seen from Table 3 below, the core textbooks are: New
English File(NEF), Natural English(NE) and City & Guildsexam preparation
books: International ESOLand International SESOLIn addition, teachers are
recommended to use extra material suitable for the given level, focusing on

skills development, consolidation of grammar and expansion of vocabulary.

3.2.1.3 Testing and Examination

Student s’ | evel i s assessed when

The written-only placement test consists of 80 multiple-choice questions,
arranged in order of increasing difficulty, and is corrected by the reception staff
(a sample copy of the test is located in Appendix I). As the placement test does

not involve testing the applicants

and is not carried out by a qualified teacher, the level assessment is often
unreliable and, together with the fact that Glossaoffers only two levels — B1
and B2, results in vast linguistic differences between students in one class and
sometimes even requires regrouping in the first weeks of the course. In school
year 2011/12, students were placed into the two levels as follows: one Bl

group with 17 students, two B2 groups with 16 students each.

Throughout the school year, there is no centrally organized testing. All

t hey

speak

testing t o monitor student s’ progress [

individual teachers, who usually employ tests from the Test Booklet
accompanying the New English Filebooks. The only compulsory testing
comes in April, roughly in the 31% or 32" week of the course and it is a pre-
testing for the City & Guilds exam of the given level. Based on the results of
this test, students may change the level of the actual exam (taken in June) to a
level below or above the one their group is preparing for. The written, IESOL
exam is included in the course fee, for the oral, ISESOL exam an extra fee is to
be paid. As a result, not all students usually apply for the optional spoken

exam. The teachers adjust the exam preparation accordingly. Besides the
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standard certificate, the students who pass the City& Guilds IESOL and/ or

ISESOL exam receive an official certificate from the European Branch Office

in Budapest showing the level of English they have achieved.

Table 3: Core Textbooks Used atGlossa

Start | Term Teacher | Focus Textbook Final
ing level
level
winter | Czech General NEF Pre-intermediate
English
Czech Exam ISESOL Book 2
preparation | (Achiever/
Communicator), IESOL
Book 3 (Achiever)
Native Communica | NE Pre-intermediate
A2 tion skills (Units 1-7) B1
summer | Czech General NEF Intermediate
English
Czech Exam ISESOL Book 2
preparation | (Achiever/
Communicator),
IESOL Book 3(Achiever)
Native Communica | NE Pre-intermediate
tion Skills (Units 8-14)
winter | Czech General NEF Intermediate
English
Czech Exam ISESOL Book 2
preparation | (Achiever/
Communicator),
IESOL Book 4
(Communicator)
Native Communica | NE Intermediate
tion skills (Units 1-7)
Native Exam IESOL Book 4
B1 preparation | (Communicator): Writing B2
summer | Czech General NEF Upper-intermediate
English
Czech Exam ISESOL Book 2
preparation | (Achiever/
Communicator),
IESOL Book 4
(Communicator)
Native Communica | NE Intermediate
tion skills (Units 8-14)
Native Exam IESOL Book 4

preparation

(Communicator): Writing
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3.2.2 Tutor

3.2.2.1 Timetable and Teachers

Tutor offers two types of post-secondary course: a morning programme,
comprising twenty 45-minute lessons per week, starting daily at 9 and finishing
at 12.20, with a 20-minute break, and an afternoon programme, comprising 10
lessons per week, that is, two lessons a day. Students can attend either the
morning programme, or the afternoon one, or they can combine the morning
programme of English and the afternoon of German, French or Spanish. For

the purpose of this thesis, only the morning programme is taken into account.

The classes are shared by three teachers: a class teacher, a skills teacher
and a grammar teacher, each teaching a different number of 45-minute lessons
in 90-minute blocks, with teachers usually alternating during the teaching day
(unlike at Glossa where one teacher teaches all four 45-lesson per day). Each
of the three teachers is assigned a different role and a different set of

responsibilities, as follows:

Class teachers, who teach ten 45-lessons per week, are in charge of
setting the course structure and mainly use the core course book. Skills
teachers and grammar teachers must follow their instructions. Class teachers
are also responsible for the correct filling in the Class Register Book and are
required to fill in a Post-secondary Class Report about the progress of the class

twice a semester (i.e. four times a year).

Skills teachers are typically native speakers. Out of the six 45-minute
lessons they teach per week, they share the textbook with a class teacher for
four lessons, focusing mainly on language skills development. For the
remaining two hours they prepare a conversation class based on a current topic
in the course book. Grammar teachers teach four lessons per week in one class
and their task is to supplement the grammar topics in the core textbook by

additional materials practising the given grammatical structure.

3.2.2.2 Levels, Textbooks, Syllabi
Like at Glossa post-secondary courses at Tutor are designed to include

both general English and optional preparation for an international exam. The
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general English coursebook at all levels is New Inside Ou{NIO). Moreover,
groups which choose to take an exam are methodically prepared for Cambridge
exams such as PET or FCE, depending on their starting level, and exam
preparation books for individual courses are selected accordingly. An overview
of core textbooks currently used in post-secondary courses divided by level is
given in Table 4 below. Skills teachers and Grammar teachers are more or less
free to choose supplementary materials for their classes as far as they comply

with the requirements for individual levels.

Table 4: Core Textbooks usedat Tutor

Starting Winter Progress Summer Final testing

level semester testing semester (written and
(written) oral)

Beginner/ NIO Based on NIO Pre- Based on

False Elementary NIO official | intermediate, | NI1O official

Beginner/ test CD possibly test CD or

Elementary combined with | PET/ FCE/

(A1) PET tests CAE mock

Pre- NIO Pre- NIO test

intermediate/ | intermediate Intermediate,

Pre- possibly

intermediate combined with

+ (A2) PET tests

Intermediate/ | NIO FCE Expert

Intermediate | Intermediate (formerly FCE

+ (B1) Gold Plus)

Upper- NIO Upper- CAE Expert

intermediate/ | intermediate

Upper-

intermediate+

(B2)

3.2.2.3 Testing and Examination

Unlike at Glossaand ldea placement tests at Tutor are left till the
beginning of the school year. On the very first school day, all applicants are
collectively tested and subsequently divided in the respective groups. The
written part of the placement test takes approximately 30 minutes and is
followed by a 15-minute oral test in pairs or groups of three. A copy of both a

sample written and spoken test can be found in Appendix 1.

After the initial placement testing on 1 September 2011, the 90 students

were divided into the following levels and classes (arranged according to their
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starting level, in ascending order): Beginners (AQ): 14 students; False
Beginners (Al): 13 students; Pre-intermediate (A2): 10 students; Pre-
intermediate+ (A2+) 12 students; Intermediate (B1l): 14 students;
Intermediate+ (B1+): 13 students; and Upper-intermediate (B2): 14 students.

Students go through progress and final testing twice a year (January and
May). Progress tests are based on New InsideOut official tests and are written
only, final tests have both a written and an oral part. Since in the second
semester students can choose between general English and exam preparation,
final tests are either based on the official New Inside Outtests again or
compiled from the Cambridge Exams Past Papgergleased by the British
Council every year. In this way the students actually take a shortened mock
exam. All written tests are created so that they include the following parts:
listening, grammar and vocabulary (or use of English with mock tests) and
reading. Oral exams are based on the Cambridge exam format, regardless of
the type of course the students choose. All written and oral tests are prepared in
detail by the Academic Management; the testing itself as well as the correction

of the test is carried out by the class teachers.

3.2.3 Idea

3.2.3.1 Timetable and Teachers

The classes at Ideatake place only in the morning, from 8.00 a.m. to
11.30 a.m., including a 30-mintue break. Like at Glossa the teaching week
consists of 5 teaching days, each day comprising a block of four 45-minute

lessons taught by one teacher.

Although the syllabus is designed to be shared by Czech and English-
speaking teachers, it is not always possible to hire a native speaker in this
regi on, S 0 -fedondasy clgseiaataughtsby Qeexhstéachers only.
Like at Tutor, the course is divided between three teachers: a class teacher, a
skills teacher and a grammar teacher. The class teacher teaches three days a
week, four 45-lessons a day (i.e. 12 lessons per week), using mainly the core
textbooks listed below. The grammar teacher, who is allotted one 180-minute
block a week, primarily revises and reinforces grammatical structures learnt in

the general English classes. The skills teacher, ideally a native speaker, also
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teaches one 4-lesson block a week and concentrates on language functions,
conversation topics and communication skills. In years when a native speaker
is available, s/he covers also topics associated with life in English-speaking

countries, drills pronunciation, idioms and colloquial English.

3.2.3.2 Levels, Textbooks, Syllabi

Idea advertises two levels of English post-secondary courses: Pre-
Intermediate (with the aim to achieve level B1 by the end of the course) and
Intermediate (with final level B2). However, due to a relatively low demand for
language courses in the region in the last few years, only one — B2 level —
group is being taught at the moment.

As can be seen from the table below, Idea systematically prepares its
students for Cambridge PET or FCE exams, which is reflected also in the
choice of core course books. Consequently, the core textbooks used by the
class teacher are: New English File(NEF) of the respective level for general
English and Complete PETor Complete FCE for exam preparation. An
intensive preparation for Cambridge exams usually starts in February and
finishes in May, just before the exam is due. Like at Glossaand Tutor, there is
no fixed syllabus obligating the grammar and skills teachers to use certain
textbooks in their classes. On the contrary, they are given free hand in selecting

their materials from the school’s Ilibrary.

Table 5. Core Textbooks Usedat Idea

Starting | Semester Focus Textbook Final
level level
Winter General English | NEF Pre-intermediate
Exam Complete PET
preparation
A2 Summer | General English | NEF Intermediate Bl
Exam Complete PET
preparation
Winter General English | NEF Intermediate
Exam Complete First Certificate
B1 preparation B2

Summer | General English | NEF Upper-intermediate
Exam Complete First Certificate
preparation
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3.2.3.3 Testing and Examination

All applicants take a written placement test (a sample copy is attached
in Appendix I), consisting of grammar, vocabulary, reading and writing
sections, which is followed by a short interview led by a qualified teacher
capable of assessing the s t u d knguage skills accurately. For school year
2011/12, 16 applicants passed the entry test and were all placed in the
Intermediate (i.e. B2) group.

There are no official progress tests designed by the Academic
Management, but class teachers are strongly recommended to make regular use

ofthe New EnglishFile est s t o monitor the students’

Past FCE and PET tests from the British Councilserve as mock testing before
taking the real exam. As the exam prices are not included in the course fee, on
average only about five students actually take the exam. Those who
successfully pass the exam receive, on the top of the standard certificate, an
official certificate issued by the University of Cambdge International

Examinations [@partment

3.2.4 Comparison and Conclusions

There are many similarities and a few differences between the post-

secondary courses offered by the three analyzed language schools.

3.2.4.1 Timetable and Teachers

As far as the timetable is concerned, there is very little variation
between the three schools, as the length and number of lessons, as well as the
overall organization of the school year, are specified by law. The key
difference is the length of teaching units taught by one teacher: while at Glossa
and Ideateachers teach in 180-minute blocks, Tutor teachers alternate after 90
minutes. Also the number of lessons each teacher teaches differs, as each
school assigns a different number of teachers per course: at Tutor and Ideathe
classes are divided between three teachers: a class, a grammar and a skills
teacher, Glossa post-secondary groups are taught by two teachers only: a
Czech teacher, responsible for general English and exam preparation, and a

native speaker, focusing on the development of communication skills.
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3.2.4.2 Levels, Textbooks, Syllabi

There are significant differences in the number of course levels offered
by individual language schools, which follows from their location, size (of
premises as well as teaching staff) and position in the market. Understandably,
the biggest of the three, Tutor, traditionally opens the widest range of groups
and levels (up to seven different levels), followed by Glossa whose standard
are two B2 and one or two B1 groups. Idea a small regional school, advertises

two levels (B1 and B2), but only one B2 group is opened at the moment.

The sophistication of the syllabus corresponds with the number of
levels as well as the amount of experience with post-secondary programmes
each of the schools has. The choice of exam materials is, logically, influenced
by the type of international exam aimed at: Tutorand Ideaprepare students for
various levels of Cambridge exams and thus use materials like FCE Expert,
CAE Gold, Complete First Certicate and Complée PET, Glossa an
accredited centre for City & Guilds international exams, makes use of City &

Guilds approved course books. As far as General English is concerned, the

choice of core textbooks is solely within the authority of each school

Academic Management. Glossaand Ideaseemtof a v o u r NeWERglish
File and Natural Englishseries (the latter at Glossaonly); whereas Tutor gives
priority t olnsidd a@uirand Reaard s In the choice of
supplementary teaching resources (used especially in grammar- and skills-

oriented classes), teachers are mostly given a free hand.

3.2.4.3 Testing and Examination

Three types of testing were compared in the research: placement,
progress and mock tests. A logical assumption that the bigger the language
school, the more organized and elaborated the testing is has proved only party
true. The most thorough testing is, indeed, carried out at Tutor. their placement
tests consist of both a written and a spoken part and are conducted by qualified
teachers, therefore are highly reliable. Similarly, Ideat e st s b ot h
language skills (writing, speaking and reading) and their grasp of grammar and
vocabulary. However, Glossawritten multiple-choice placement test based on

the City & Guildspurely communicative format is not informative enough.

67

t

he

S

appli



Also the system of progress monitoring is by far the most sophisticated
at Tutor. while at Glossaand Idea all testing during the school year is left
within the responsibility of individual teachers, Tutor Academic Management
designs regular all-school progress and final tests. As to exam preparation and
pre-testing, all three schools give their students a chance to take a mock test
well ahead of the actual examination, in case they decide to increase or
decrease the level of the exam they eventually take. Pre-testing materials are
provided by the respective examining institution, that is, by the British Council
at Tutorand ldeaand City & Guildsat Glossa

As far as final testing and certificates are concerned, there are basically
two kinds of certificates awarded: an official SEVT 49 730 1 certificate given
to all students meeting the 75% attendance criterion (the attendance is recorded
in the Class Register Book on daily basis), regardless of the level and result of
the exam they take. In addition, the students who pass a City& Guilds IESOL
and/ or ISESOL exam receive a certificate from the City& Guilds European
Branch Officeand the students who take a Cambridge exam, such as PET, FCE

or CAE obtain an official document issued by the Universityof Cambridge

3.3 Needs Analysis

The needs analysis was the first of two questionnaires filled in by
students attending post-secondary courses at the three analysed language
schools in school year 2011/12. As the questionnaire was presented to the
students at the very beginning of their studies, it was conducted in Czech to
ensure that even respondents with minimum or no knowledge of English can
answer all the questions with ease. A sample questionnaire form is attached at
the end of the thesis. The needs analysis questionnaire was filled in by 94
respondents in total: 14 respondents from Idea, all from Intermediate (i.e. B2)
group; 40 respondents from Glossa out of which 16 attend the B1 group and
24 attend the two B2 groups (12 students from each group); and out of 90 post-
secondary students enrolled on at Tutor, the questionnaire was filled in by 40,
whose level was not yet known at the time of the analysis, as Tutor places its

students into groups only after the beginning of the school year.
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3.3.1 Length of Previous English Studies

The first g ue st yoo lieen learniHg Braglish?b wag
principally a lead-in to the subject; still it yielded fairly interesting results. It
emerged thatt h e r e s pistory dfdearring English is extremely varied,
ranging from zero experience with English to up to 16 or 21 years of previous
studies. However, most typically, the respondents had been studying English
for 10 years (25% at Glossaand Tutor, 78% at Idea), which implies that they
started learning English in the third year of primary school and enrolled on a
post-secondary course immediately after finishing a 4-year secondary school.

3.3.2 Timing of Study in Relation to Student Status

Although virtually anybody can attend a one-year language course,
those wishing to be exempt from paying social security insurance contributions
must maintain the status of secondary-school student. As this is only possible if
they commence the course in the same calendar year in which they pass their
first Maturita exam, Question 2 sought to discover whether the respondents
entered the post-secondary course immediately after passing their Maturita or
not. As illustrated by Graph 1, only a tiny fraction of the respondents did not
enrol on the course straight after Maturita, perhaps because they had completed
their tertiary education or had started working, whereas the vast majority (86%)
of post-secondary students came to the analysed language schools directly from
secondary schools and are thus entitled to receive the state social support. In
particular, it was 82.5% of students at Glossa 87.5% at Tutorand 93% at Idea

Graph 1: Proportion of Students Entitled to State Social Support

H Entitled to State Social Suppo m Not Entitled to State Social Suppc
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3.3.3 Respondents’ Educational Background

Another question revealingu s e f u | i nfor mati on
educational background was Question 3, enquiring about the type of secondary
school they attended. As can be seen from Graph 2, an overwhelming majority
of post-secondary students (79% in total) came from a kind of secondary
technical school (st Se d n 2 0 psoch &s rseBondayykbosineas school,
secondary school of hotel and catering industry and secondary schools
specializing in art and advertising. In particular, 75% of respondents at Glossa
82.5% at Tutorand 78% at Ideaattended a secondary technical school.

Graph 2: Type of Secondary School Attended

H Secondary Technical Schom Secondary Vocational Scho

m 4-year Grammar Schoc ~ m 8-year Grammar Schoc

Only 15 out of the 94 surveyed students (16%) completed their
secondary studies at a grammar school (g y mn 8)z 12 attended a 4-year
grammar school and three attended an 8-year grammar school. It seems to
imply that as grammar schools prepare their pupils primarily for the study at a
higher education institution, most grammar school graduates have no
difficulties passing university entrance exams and go on to study at a university

directly, without taking a gap year studying languages.

At another extreme, the strikingly low number (5%) of respondents
with secondary vocational education reflects the fact that secondary vocational
schools(s t Se d n 2 iold)kgmdant@ prepare pupils for an occupation

rather than further studies.
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3.3.4 Level of State Maturita Exam Taken

According to the MEYS, the new format of Maturita examination shall
guarantee that all secondary school leavers have acquired FL education of
equally high quality, which, in turn, shall facilitate an accurate assessment of
applicants’ initial l evel ovdrsitilSang | | s h at e
language schools. However, for the time being, state Maturita in FL is not
compulsory and students may opt for Mathematics instead. Therefore,
respondents were asked whether they had taken Maturita in English and if so,
to indicate the level: the lower (corresponding to B1) or the higher (B2).

At Glossa where it was possible to monitor the differences between
individual course levels, it emerged that almost half of B1 students did not take
the new Maturita exam in English, which suggests that, apart from three
respondents who completed their secondary education before 2011, most B1
applicants were not confident enough to take the exam in English and chose
Mathematics instead. The remaining nine respondents took the basic level, and,
as expected, none of the B1 students attempted the B2 exam. However, even in
the two B2 groups, 50% of students took the lower version of Maturita, one
respondent attempted to pass both levels but failed the B2 exam and four
students passed the higher, B2 level. Moreover, three B2 students gave priority

to Mathematics as the second part of the centrally planned Maturita exam.

At Tutor, where it was not possible to ass:¢
by course levels, 72.5% of respondents took the B1, 5% the B2 and 7.5% both
levels. Five respondents finished their secondary school before the launch of
state Maturita examination and one opted for Mathematics, which means that,
in total, 15% of Tutor respondents did not take the new Maturita in English.
The distribution of answers of Ideastudents was fairly straightforward — 57%
passed the lower level and the remaining six did not take Maturita in English,
including one who passed the school-leaving exam before 2011. None of Idea

students took the B2 Maturita exam.
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Graph 3: Type of Maturita Exam Taken

m Not State Maturita m State Maturita in Englist

m State Maturita in Mathematics

Altogether, 81 out of the 94 respondents (i.e. 86%) passed the state
Maturita in May 2011, but only 68 of them (84%) sat the exam in English. In
Graph 3, where the figures are shown as a ratio of all 94 respondents, this
corresponds to 72%. The remaining 13 students, despite having the opportunity

to obtain the Maturita certificate in English, chose Mathematics instead.

Graph 4: Level of State Maturita in English Taken

mLevel B1 mlLevel B2 mBoth B1 and BZ

As can be seen from Graph 4 above, out of the sixty-eight 2011
graduates, an overwhelming majority (85%) took the basic level of Maturita.
Only six students successfully passed the higher, B2 level and four passed both

B1 and B2 versions.
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It seems plausible that secondary school students who successfully pass
the higher level of Maturita exam have reached a level of English satisfactory
enough to pass university entrance exam in English or find a decent job in the
Czech Republic or abroad and do not feel the need to improve their language
skills at a language school. The fact that the majority of clients in post-
secondary courses passed the lower level of Maturita or did not take Maturita
in English at all seems to explain the high demand for target B1 and B2 level
courses at all three language schools. In other words, whereas B2 version of
state Maturita seems to guarantee adequate language skills (as assumed by the
MEYS), the graduates with B1 Maturita certificate still feel unable to
communicate in English effectively.

3.3.5 Respondents’ Actual Level of English

The results of the individual placement tests more or less correspond to
t he s townckstimatios of their real level of English. In GlossaB1 group
almost half of the students assessed their skills to level Al and the other half to
A2. Only two students felt they had already reached the Bl level. On the
contrary, in the two B2 groups, only one student assessed the skills to A1, four
students to A2 and an overwhelming majority (58%) rated their skills as B1.

Surprisingly, five B2 students thought they had already reached the B2 level.

Over half of Idea post-secondary students (57%), all of which study
towards B2, assessed their own skills adequately — to level B1. The rest
thought they had reached the target B2 level already. At Tutor, where it was
not possible to analyze the questionnaires by levels, 47.5% of respondents
thought their actual level was B1, the second most numerous group (25%)
assessed their skills as A2, the third group (20%) as Al and only 7.5% thought
their actual level was as high as B2, although, theoretically, there were 14
students whose starting level was assessed as B2 based on the placement test.

C1 level was not marked by a single respondent.

3.3.6 Desired Target Levels

In Question 6 respondents were asked to indicate the level they would

like to have reached by the end of the course. The desired levels differed

73



greatly: the most numerous group at Glossa(45%) was formed by students
with the ambition to reach as high as C1 and, surprisingly, included also
students from the B1 group. Unfortunately, Glossadoes not offer this option —
the highest officially achievable level is B2, which was seen as a satisfactory
target by 37.5% of the respondents. Only one respondent would have been
happy with at least A2; the respondent attended, obviously, the B1 group.

Exactly half of Idea students aspired to achieve the intended B2 level,
43% desired to reach C1 and only 7% would have been satisfied with B1 as
their final level. At Tutor, where itwasnotpossi bl e t o deter mi ne
initial level, the prevailing ambition was to reach the intermediate, B2 level
(45%), being closely followed by C1 with 40%. Merely 12.5% and 2.5% of

respondents at Tutor had B1 and A2, respectively, as their target.

It can be concluded that students enrol on post-secondary courses with
the aim to improve their language skills by one or two levels and to learn to
communicate fluently, since the official CEFR definition of the two most
desired target levels (with43% each)st at es t hat a B2 | earner
a degree of fluency and spontaneity that makes regular interaction with native

speakers quite possible

spontaneously without much obvious searching for expr e s si on’ and ‘can

language flexibly and effectively for social, academic and professional
pur p ¢CERRs24).

3.3.7 Reasons for Attending Post-secondary Courses

Truly informative was Question 7, seeking to reveal the reasons why
students decide to learn English in a one-year post-secondary course.
Respondents had a choice of six presumably most common motives, namely: to
learn to use the language actively, to pass an ESOL exam, to maintain the
status of student and thus obtain social support from the state, to prepare for
university entrance exams in English, to study or work abroad and to find a job
in the Czech Republic in which English is required. If respondents ticked more
than one motive, they were instructed to order the selected options according to
importance. They were also encouraged to list any other reasons which

motivated them to enrol on the course.
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3.3.7.1 Glossa

As Table 6 demonstrates, the reason ticked most often by respondents at
Glossa(36 times, i.e. 90%) was the desire to learn to use the language actively,
that is, to be able to communicate in English. What is more, this option ranked
really high as 18 students marked it as the key reason for attending the course.

Table 6: Reasondor Attending Postsecondary Course at Glossa

1 2 3 4 5 6 Not Total
o [5 [% [

Use English |18 |5 3 1 - - 9 36 (|90 |1
actively
Take an exam| - 8 3 4 - - 3 21 |525|2
Maintain 2 3 3 1 2 2 3 16 (40 |4
student status
Prepare for 2 3 3 3 - - 3 14 |35 |5
university
Work/ study | 2 3 5 1 3 2 4 20 |50 |3
abroad
Findajobin |2 3 4 3 2 1 6 21 |525|2
the CR
Other - - - - - - 1 1 25 |6

The second place is shared by the ambition to pass an ESOL exam and

the desire to find a job in which a high level of English is required. Each of

these options was ticked by 21 respondent :

number one choices: the ambition to take an exam was most often assigned
number 2 for importance and a vision of getting a good job in the Czech
Republic was either not awarded any number for importance or ranked as the
third most |important reason. The
among their motives were instructed to choose the type and level of the exam
they would like to take. However, no unequivocal conclusions can be drawn as
none of the exams was chosen significantly more often than the others. What is
of interest, though, is the fact that three students wished to take CAE,

equivalent to C1, a level which Glossais not preparing for at all.

Exactly half of Glossarespondents marked the intention to work and/ or
study abroad as a viable, but not the most important, option. 40% of Glossa

respondents enrolled on the course in order to maintain the student status and
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the related benefits. Neither this reason, however, scored particularly high as to
importance. Merely 35% of Glossarespondents expected that the course would
prepare them for university entrance exams in English. Under
mo t i v ane respomdént stated that s/he had applied for the course because
s/he liked the language.

3.3.7.2 Tutor

As can be seen from the table below, the analysis of Question 7 in the
questionnaires filled out at Tutor yielded results remarkably similar to those
from Glossa In particular, the most frequent reason for attending the course at
Tutor was to learn to use English actively, chosen by full 80 % of the 40
respondents, 26 of which (81 %) marked this option as their highest priority.

Table 7. Reasons forAttending a Postsecondary Courseat Tutor

1 2 3 4 5 6 Total
S % Rank
ing
Use English | 26 5 1 - - - 32 |80 |1
actively
Take an exam| 6 10 5 2 2 - 25 6252
Maintain 1 3 6 5 1 - 16 (40 |5

student status

Prepare for 4 6 4 1 2 1 18 |45 |4
university

Work/ study | 2 3 2 5 1 - 13 [325|6
abroad

Findajobin |2 3 8 4 2 1 20 |50 |3
the CR

Like at Glossa the second most frequently chosen motive (marked 25
times) was the aim to pass an internationally acknowledged exam, which
mostly scored number two in importance. The fact that Tutor offers a variety of
course levels and a corresponding variety of exams is reflected in the
heterogeneity of the exams chosen: the most popular seems to be the
Cambridge FCE with 8 ticks; the second place is shared by CAE and TOEFL
with three ticks each. Two respondents would be interested in taking the City &
Guilds C1 ESOL; this exam, however, is not offered by Tutor at all. PET,
ESOL A2 and ESOL B2 exams were each chosen once.
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The ambition to find a job in the Czech Republic in which English is
essential appealed to exactly half of Tutor respondents and thus took the third
place according to both quantity and importance. The possibility to prepare for
university entrance examination in English was chosen by 18 respondents
(45%), which confirms the assumption that many students enrol on a post-
secondary course to bridge the gap between finishing their secondary school

and being admitted to a university.

Similarly to Glossa maintaining the student status in order to receive
social benefits from the government scored relatively low, being marked 16
times, i.e. by 40% of Tutor respondents. Finally, the possibility to find a job
abroad and/ or to study in an English-speaking country was chosen by 13

respondents, which corresponds to 32.5%.

3.3.7.3 Idea

The results of the needs analysis carried out at Idea the only out-of-
Prague language school represented here, correspond to those from Glossaand
Tutor only partly, namely in that motive number one for a vast majority of

students (93%) was the ambition to learn to use the language actively.

However, from the second place onward the data from Idea and from
the two Prague language schools start to differ. For instance, for Idea
respondents the second most important reason for attending a post-secondary
course was maintaining the student status (marked by 64%). Furthermore, as
many as 57% of ldea students decided to learn English to increase their
chances in the local job market. Prioritising this reason is not surprising
considering the current unemployment rate in the region of South Moravia (10-
11%) and especiallyi n t h e d i s wharecittfluctoafes bdtvweeth d5n i

and 17 % as opposed to Prague with the long-term average around 3 or 4 %.

The fourth position is jointly occupied by two equally important
motives: the ambition to take an ESOL exam and the need to prepare for
university entrance exams — each being chosen 6 times (43%). The least
important factor for Idea students seems to be the possibility to work or study

abroad (36%). No other reasons in addition to the prewritten ones were chosen.
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Table 8: Reasons for Attending a Possecondary Course atdea

1 2 3 4 5 6 Not Total
WS e [m

Use English | 6 3 - 2 - - 3 13 (93 |1
actively
Take an exam| 1 1 2 1 1 - - 6 43 |4
Maintain 1 2 2 1 1 1 1 9 64 |2
student status
Prepare for 1 2 - 2 1 - - 6 43 |4
university
Work/ study | - 1 2 - - - 1 5 36 |5
abroad
Findajobin |1 1 2 2 - - 1 8 57 |3
the CR

3.3.7.4 Comparison and Conclusions

Table 9 and Graph 5 present an overview of similarities and differences
between the three schools. It can be concluded that unquestionably the most
important reason for students to attend a post-secondary language course is
their wish to learn to use the language actively, that is, to be able to
communicate more or less fluently with native as well as non-native English
speakers. This option was marked most frequently at all three schools,
altogether by 86% of all 94 respondents, and was mostly given number one for
importance (by 50 respondents). Apart from this reason, however, the ranking

differs greatly, especially between the two Prague schools and Idea

Both Prague schools show the desire to pass an ESOL exam as the
second most important reason for attending the course. Moreover, at Glossa
exactly the same number of respondents (21) marked the ambition to find a job
in which English is essential, so the second position is split between these two
factors. On the contrary, the second most important motive at Idea was to
maintain the status of student and thus receive the state social support — an
aspect which scored relatively low at Prague language schools (fourth at
Glossaand fifth at Tutor). In total, the second most important reason for
studying English a post-secondary course is the ambition to take an

international exam, being marked by 55% of all 94 respondents.
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Table 9: Overall Reasons forAttending a Postsecondary urse

Glossa Tutor Idea Total
Ranki Ranki Ranki Ranki
0 0, 0,
%o ng ) ng ) ng % ng
UseEnglish | o5 | 1 | g0 | 12 | 93| 1 |8 | 1
actively
Take an 525 | 2 |625| 2 | 43| 4 |5 2
exam
Maintain

student status| *° 4 40 5 64 2 | 44 4

Preparefor | a0 | 5 | 45 | 4 | 43 | 4 | 40| 5

university

Worki'study | 5o | 3 | 305 | 6 | 3 | 5 | 40| 5
abroad

Find a job in

the CR 52.5 2 50 3 57 3 52 3

The third most important factor overall seems to be the possibility to
increase their chances in the Czech labour market, an option selected by just
over half of the 94 respondents. 44% of all respondents would like to retain the
student status, which can be thus rated as the fourth most important motive
altogether, although it ranked fourth only at Glossa whereas at Tutor and Idea
reason number four was preparation for university entrance exams, at ldea
together with the wish to take an ESOL exam. The remaining two factors,
preparation for university entrance exams in English and the intention to work
and/ or study abroad, were chosen by 38 respondents each, and consequently
share the last, fifth position as seemingly the least important factors. No other

reasons for attending the course worth considering were given.

The output of the analysis seems to imply that whereas Prague language
schools do not need to fear a dramatic drop in demand for post-secondary
courses caused by the change in legislation, for Idea, and other small regional
language schools likewise, the loss of student benefits will probably have far-
reaching implications since maintaining the student status was one of the most

decisive reasons for attending the course.
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Graph 5: Overall Reasons forAttending a Postsecondary Course®
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3.3.8 Previous Attempts at University Studies

In Questions 8 and 9 respondents were enquired whether they had
applied for admission to a university upon completion of their secondary
studies and whether they were going to reapply after finishing the post-
secondary course. The objective was to find out whether students attend post-
secondary courses to bridge the gap between their attempts to enter a university

or regardless of their university studies.

Nearly two thirds of Glossarespondents (60%) tried to get into a
university immediately after passing their Maturita exam. The university most
frequently applied to was Charles Universityin Prague which is hardly
surprising, considering that with its 17 faculties it is the biggest tertiary
education institution in the country. The faculties represented in the research
were (in order of frequency): Faculty of Law Faculty d Physical Education
and Sport, Faculty of Artg;aculty of Humanities, Faculty of Social Sciences
and Faculty of EducationThe second most common university was Czech
Technical University in Pragyefollowed by the University of Economigs

Pragueand Czch University of Life Sciences Pragd@% of Glossastudents,

19 The reasons are ordered from left to right in order of overall importance. Their ranking at
individual schools is indicated by the number inside the respective column.
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two of which had already completed their tertiary education, did not apply to

any university in the previous academic year.

The distribution of answers at Tutor was very similar: 65% of
respondents applied for admission to a university and 35% did not. The most
popular universities with Tutor students were: Charles University in Prague
(namely Faculty of Arts Faculty of Educatin, Faculty of Social Sciencesd
Faculty of Humanities Czech University of Life Sciences Prague,vérsity
of EconomicsPrague, University of West BohemrmaP | zaediUniversity of
Pardubice respectively. A few other regional and private universities as well
as various tertiary technical schools (v y g g 2 o d b appeared in th&k o | a
questionnaires, each applied to by one respondent only.

Also at Idea, most students (71%) applied to a university before signing
up for the post-secondary course, mainly in the region of Moravia: Masaryk
Universityin Brno, Brno University of Technologilendel University in Brno
and Pal ac kT Dioimaueresgedtitely. One respondent took entrance
exam at Charles University in Prageiand four respondents (29%) did not

attempt to enter any university.

3.3.9 Intentions of Future University Studies

Analogous results were obtained from Question 9, ‘Are you going to
apply for admission to a university after finishing this course? .An
overwhelming majority of Glossastudents (77.5%) were going to apply to a
tertiary education institution, in many cases the same institution as the year
before. Consequently, the list of universities corresponds to that from Question
8, the most popular being Charles Universityn Prague especially Faculties of
Art, Physical Education and Sport, Social ScierargsEducation followed by
CzechUniversity of Life Sciences in Pragudhe University of Economics,
Prague and Czech Technicalniversity in Prague. Other, mostly private
universities, such as the Institute of Hospitality Management in Pragoethe
University of Business in Praguaere each mentioned once. Nine out of the
40 surveyed Glossa students, two of which had already graduated from a

university, were not going to apply to any university at all.
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Similarly, two thirds (67.5%) of Tutor respondents were to apply to at
least one university, 10 students (25%) did not wish to continue their education
at university level and three (7.5%) had not decided yet when filling in the

questionnaire. Like from Glossa the data from Tutordemonstratet he st udent s’

tendency to reapply to the same institutions as before: the most frequent being
Charles University in Pragyeespecially Faculty of Arts, Faulty of Social
Sciencesand Faculty of Education followed by Czech Univesity of Life
Sciences in Praguand University of Economi¢Prague respectively, and a
range of regional universities occurring only once, including Technical

University of Liberec, University of West Bohemia P | z Bniversity of

PardubiceandJ an Evangelista Putrkymdd Unalvemsi ty

Just as with the two Prague language schools, a significant majority
(79%) of respondents at Idea intended to reapply to a university and the list of

potential universities is, like in Question 8, dominated by institutions located in

the region: Masaryk Universityin Brno, the Technical University of Ostraya

Brno University of TechnologyMendel University in Brnoand Palack T
University Olomoug the only exception being one application to Charles

University in Prague

Based on the conspicuous similarity between the patterns yielded by
Questions 8 and 9, showing that 60 out of 94 respondents applied for a
university before entering the post-secondary course and 69 will apply after
finishing the course, it can be concluded that those who wish to obtain a
university degree apply for admission to a university upon completion of their
secondary education and keep reapplying, mostly to the same universities and
institutions. On the other hand, those who did not attempt to get into a
university in the previous academic year tended not to apply to any university,
perhaps because they had already completed a form of tertiary education or

because they do not wish to acquire higher education at all.

3.3.10 Textbooks Used at Secondary Schools

Questions 10 and 11 aimed to discover which textbooks tend to be
employed at Czech secondary schools most often and which of them students

prefer, which could facilitate the selection of optimal ELT materials for post-
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secondary courses and, above all, help to avoid their overlap. The list of
textbooks in Question 10 was based on the MEYS list of approved textbooks
for secondary schools from March 2011, but respondents were encouraged to
list any other materials they had encountered during their English studies, be it

classroom or self-study materials.

Graph 6: ELT Textbooks Used at Secondary Schools

0 5 10 15 20 25 30 35
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As can be seen from Graph 6 above, by far the most frequently used
secondary school textbook, both in Prague and in the regions, seems to be New
Headway marked by 33 out of the 94 respondents, that is, 35% in total.
Significantly fewer students had experience with the following textbooks,
enumerated in order of frequency: Maturita Solutions (16%), New
Opportunities(15%), Time to talk(13%) and Horizons(11%); ELT materials
with occurrence below 10% were: Matrix, New English FileAngl i | ti na pro
] azy ko yG@tawpkkade)2 Faceand Eurolingua English Besides the
textbooks suggested in the list, some other teaching materials appeared in the
questionnaire, each represented by a single instance: Project, LifeLike New
Inside Out New Cutting EdgeProject Reward and English Grammain Use
Worth noting is also the fact that one respondent learnt English solely by
means of a self-study language learning software called LANGmaster an

original multimedia education system developed in the Czech Republic.

Ygchvalova ¢ i d ol o zSkzyam doforkyp $8ibezen 2011.xls,
http://www.msmt.cz/vzdelavani/aktuality-2
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Although only five students (three from Glossa,one from Tutorand one
from Idea) were familiar with New English Filecore textbook used at Glossa
and ldeaat all levels, there is a certain risk that the material might coincide
with what students were taught from at secondary schools. On the contrary,
with New Inside Ouytthe coursebook in Tutor post-secondary courses, being
previously used by a single respondent, the risk of potential overlap is
significantly lower.

3.3.11 Textbook Preferences

Question 11 was intended to reveal students’ preferences regarding the
textbooks to be used in their post-secondary course. As expected, the
respondent s’ ELTdnetarisls weré ratlerwague:athe magority,

59% of all 94 respondents, left the item blank; 8.5% stated that it did not matter

which books were to be used, and only a few students suggested a title, mostly
coinciding with their secondary school textbook, namely: New Headway
(11%), New English Filg6%), Time to Talkand NewOpportunities(3% each),

and one instance of the following: Maturita Solutions, Matrix, Getaway,
Horizonsand Angl i | t i na pr.d'wojstadenis kveresr féend afk o | vy
English Grammar in Usewhich, however, cannot be used as a single core

textbook, but rather as a supplementary material for grammar lessons.

To conclude, when choosing suitable ELT material for post-secondary
courses, the textbooks used most frequently at Czech secondary schools, such
as New Headway, Maturita Solutiondew Opportuities, Time to Talkand
Horizonsshould, obviously, be avoided. And as the majority of students have
no concrete idea of which textbooks they would like to work with, the choice
should be left completely within the competence of an experienced academic

management.

3.3.12 Teaching Methods Previously Used

As, on average, the respondents had been studying English for 10 or
more years before starting the post-secondary course (see 3.3.1), it can be
assumed that during their English studies they had been exposed to a number

of different teaching methods and approaches, although they may not have
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been always fully aware of a particular method being applied, still less of its
official name. Bearing this in mind, Question 12 provided the respondents with
a simplified description of three popular ELT methods to choose from, namely
the Grammar Translation Metho@GTM), the Communicative ApproadCA),
and the AudioLingual Method (ALM). Moreover, the respondents were
encouraged to list any other methods they had experienced.

The prevailing method at all three language schools was GTM,
indicated as a sole teaching method by 42, i.e. 45% of all 94 respondents. A

quarter of the surveyed students were familiar with the Communicative

Approachand 17% had experience with the ALM. An appreciable number of
respondents (10%) had been taught by a combination of two methods,
predominantly of GTM and Communicative Methoar were taught by the two
methods separately at various times of their learning history. There were also
two self-learners, one using the multimedia LANGMastercourse, but no other
alternative methods were mentioned. Two respondents left the box blank.

3.3.13 Preferred Teaching Methods

As a follow-up to the previous item, in Question 13 the respondents
were instructed to list any ELT methods and approaches which they considered
effective and wished to be used in their post-secondary course. Surprisingly,
the notion of effective teaching methods was not as vague as expected: with
59%, the Communicative Approachighly outnumbered the other teaching
methods (GTM and ALM were indicated only four times each), thus creating a
wide discrepancy between the methods students favoured and those
traditionally deployed at Czech primary and secondary schools. The immense
popularity of the Communicative Approaciimong the respondents may have
been caused by its powerful advertising as well as the common

misapprehension of the term itself.

18 respondents found a combination of two (GTM and CA) or all three
listed methods the most effective, thus reflecting the contemporary trends of

principled eclecticism in teaching, summarized by Harmer (2007a: 51) as a

combinationof‘ t he best el ements of a number

The remaining 14% of respondents did not indicate any particular method.
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Graph 7: Methods Previously Used vs. Preferred Methods
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Graph 7 above illustrates the striking disproportion between the
methods which appealed to post-secondary students most and methods actually
applied at various schools and courses. In particular, the overall most
commonly used method, GTM, was at the same time the least popular method,
together with ALM, which is, however, hardly ever deployed as a single
teaching method nowadays. On the other hand, the most popular method with
post-secondary students seems to be the Communicative Approactor rather
what they perceive as Communicative Approacht is highly positive that an
increasing number of students realize the effectiveness of combining elements
fromseveral mainmet hods, as can be seen from the f

the above-me nt i oned met hods took the second pl

3.3.14 Language Forms Preferences

In Chapter 2.2.1, the subject matter of language teaching was divided
into language forms and language skills. In order to avoid undue terminology
in the needs analysis, the linguistic terms for language forms were simplified
and presented as follows: grammar, vocabulary, pronunciation, and spelling,
respectively. The respondents were instructed to choose one, two, three or all
language forms which they would like to practise in the course and to order

them by importance in case more than one option was selected.
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Table 10 Preference of Language Forms aGlossa Tutor and Idea

L_anguage Glossa Tutor Idea Total
orms
Ran Ran Ran Ran

0, [0) [0) 0

& King & King & kKing S & king
Grammar 75 2 85 2 86 1 76 81 2
Vocabulary | 85 1 875 1 86 1 81 | 86 1
Pronunciation | 62.5 3 65 3 71 3 61 65 3
Spelling 50 4 55 4 79 2 53 56 4

Graph 8: Language Forms Preferenceat Glossa Tutor and Idea™
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As can be seen from the overview in Table 10 and Graph 8, the data
obtained from the three analysed language schools were almost identical, with
only slight variations in individual figures. Unanimously the most valued
language form seems to be vocabulary, indicated by 85% of respondents at
Glossa 87.5% at Tutor and 86% at ldea which makes 86% altogether. Not
only was vocabulary selected the most frequently, but it was also
predominantly given the highest priority: by 45 respondents, that is, 56% of the
81 respondents who marked it. Grammar, indicated 76 times, was the second
most prioritized language form, appearing mostly at the second or first, but
never at the last position by importance. Although pronunciation and spelling
were assigned the lowest positions and were never or hardly ever given the

highest priority, it must be appreciated that the proportion of students who

12 Reasons are ordered from left to right in order of overall importance. Their ranking at
individual schools is indicated by the number inside the respective column.
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realized that neither pronunciation nor spelling can be neglected is relatively
high, 65% and 56%, respectively.

To summarize, although post-secondary students highly prioritize
vocabulary and grammar, a considerable proportion of them are aware of the
fact that in order to improve their global language competence it is inevitable
to practise all four language forms, including the so often neglected

pronunciation and spelling.

3.3.15 Language Skills Preferences

There are two types of basic language skills: receptive (listening and
reading) and productive (speaking and writing). Ideally, these four skills should
all be represented in an ELT lesson. However, many students may feel that
practising some of the skills is more important than the others. Question 15 was
thus devised to discover which of the language skills students considered
essential and would like to focus most in the course. For the purpose of the
needs analysis, the specific skill of translation was added, since, despite being
frequently neglected, it plays an irreplaceable role in contemporary ELT.
Respondents were instructed to choose one or more language skills and rank

them in order of priority.

As the Table 11 and Graph 9 illustrate, the distribution of language
skills preferences at the three analysed schools is analogous, especially
between Glossaand Tutor, which display nearly identical tendencies. The
slight differences in the data from Idea may be ascribed to the low number of

respondents and consequent lack of differentiation.

Indisputably the most desired skill overall was speaking, selected 38
times at Glossa(95%), 37 times at Tutor (92.5%) and 14 times at Idea(100%).
In most cases (63), it was also given number one for highest priority. Listening,
with 69 points in total, ranked second, although at Tutor, it was outnumbered
by translation, and at Idea, it received the same number of votes as speaking,
but was given much lower priority, appearing predominantly at the bottom of
the scale. The third place was taken by translation, which may be surprising,
considering the cur r entmother languabefromh

ELT. In particular, translation obtained as many points as writing at Glossaand
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as reading at Ideg but in both cases it ranked higher in order of importance,

which was decisive in the final count.

Writing, marked 63 times altogether, was placed fourth. At Glossa it
obtained an equal number of votes as translation, but ranked lower in priority;
at ldea it occupied the very last position, despite receiving only one point less
than the next-to-last skills of reading and translation. Finally, seemingly the
least favoured skill was reading, chosen by just over half of the respondents at
both Glossaand Tutor and 12 times at ldea which were sufficient to rank

second at Ideabut could not dramatically affect the overall score.

Table 11: Preference of Language Skills aGlossa Tutor, Idea

;i'rlllguage Glossa Tutor Idea Total
1S Ran Ran Ran Ran
% king % King % king S % king
Listening 65 2 725 |3 100 |1 69 | 73 2
Reading 525 |4 525 |5 86 2 54 | 57 5
Writing 625 |3 675 |4 79 3 63 | 67 4
Speaking 95 1 925 |1 100 |1 89 | 95 1
Translation |62.5 |3 75 2 86 2 67 71 3

Graph 9: Language Skills Referenceat Glossa Tutor, Idea™®
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Based on the results presented above, it can be concluded that post-

secondary students are interested in practising and improving all language

13 Reasons are ordered from left to right in order of overall importance. Their ranking at
individual schools is indicated by the number inside the respective column.
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skills, with an emphasis on speaking and listening, and, perhaps surprisingly,
not neglecting either the skill of translation, which has been, in the course of

time nearly ousted from ELT.

3.3.16 Other Areas to be Improved

In the last three, open-ended questions the respondents were encouraged
to express their experience, ambitions and expectations regarding learning
English. Question 16 invited them to list any areas which they would especially
like to focus on in the course. The questionnaire revealed that 43, that is, nearly
half of the 94 respondents would appreciate deepening their knowledge of the
history, political systems, art, literature, customs, etc. of English-speaking
countries, in Czech known under the cover term r e § Whicle corresponds to
Cultural Studiesor Culture Background Studig® r 0 2085a81) in English.
In other words, besides acquiring linguistic competences, post-secondary
students would like to develop their inter-cultural competence too. Among
other, sporadically articulated wishes were, for instance, ambitions to expand
vocabulary, to improve communication skills and to learn to react quickly to
questions asked by foreigners. A few students also wanted to work on refining

their accent and pronunciation; translation was mentioned once.

3.3.17 Course Expectations

Question 17 sought to discover what expectations and preferences, out
of and on the top of those explicitly mentioned in the previous sections of the
questionnaire, the students had. The word pronounced most often in connection

with course expectations wa s communi cat i onimprow
communication skills, communicate fluently, become fluent, make myself
understood, understand a native English speaker, improve speaking skills,
become a confident speaker, speak fluently, learn to use English actively, etc.
These desires were expressed 42 times in total. Intertwined with the ability to
communicate were other wishes (expressed once each), such as: eliminate
internal block, lose inhibitions, make reactions in English automatic, and make

my English usable.
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These were followed by 39 rather general formulations like: improve
my English, increase the level of my English, improve my English to be able to
travel, to find a job, and similar. 12 respondents wished to expand their
vocabulary, four desired to perfect their grammar, two expressed their need to
improve their listening skills and one wanted to improve his/ her reading skills
in order to be able to read long and complex academic texts.

The course was considered as preparation for an internationally
acknowledged ESOL exam and preparation for university entrance exams by
five and three respondents, respectively. One attended the course with the prior
aim of obtaining a certificate. Among other wishes, each expressed once or
twice only, were, for instance: an entertaining and effective way of learning;
drill and hard work, individual approach, a school trip to the UK, meeting new

people, etc.

To summarize, students come to post-secondary courses with a wide
range of various expectations, two of which particularly stand out: to learn to
communicate and to speak fluently. A considerable number of students also
wish to expand their vocabulary and to learn English in an entertaining but
effective way. These desires should be taken into consideration not only when

creating the course syllabus, but also when planning individual lessons.

3.3.18 Previous Experience with Learning English

Finally, in the very last question of the questionnaire, students were
encouraged to describe their previous experience with learning English, either
positive or negative. The objective was to find out what students especially
appreciate when learning English and which practices and situations should be

avoided.

From the positive comments the following can be highlighted:
satisfaction with certain textbooks and teaching materials (Horizons, New
Headway Maturita Solutions textbooks containing both listening exercises
and translation; the Bridge magazine); practical, active and entertaining lessons
and communication-oriented lessons conducted in English only; learning
English via songs, films without dubbing or subtitles, presentations and

projects, and similar. Especially appreciated were long-term stays in English-
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speaking countries, including a language course at Oxford and an au-pair stay
in the UK. Besides these specific notes, more general formulations were
recorded too: | have always had great teachers, good textbooks and effective
teaching methods’ ,  ‘ nhore ov kess satisfied with everything’ ‘at secondary
school we had a teacher who always knew how to engage and motivate us, her

lessons were interesting and entertaining, to name a few.

The predominance of positive comments could lead to a false
conclusiont h a't all the respondent s’ experience
positive. Unfortunately, several flaws were exposed too. For instance, the
respondents complained about boring and badly organized classes, excessive
use of Czech in English lessons, lack of speaking and communication, lack of
homework, zero motivation and encouragement, a large number of students in
one class (up to 35), prohibition to use dictionaries, focus on receptive skills
rather than production, repetitive conversation topics, following only the
textbook and an overall lack of variation.

Also former teachers came under criticism: secandary school

teacher did not teach us anything, *t he t eacher did not pay ec

all students in the class — he worked only with the strong ones, * our Engl i sh

teacher was racist and hated the Czech Republic and hatedus, * our t eacher at
secondary school was an alcoholic and did not teach us anything, * our t eacher
had terrible pronunciation, ° | pBriash English to American English, but

all my teachers were American, to quote a few. Other complaints included:

frequent changing of teachers, even during the school year; incompetent and

unqgualified teachers at secondary vocational schools and teachers indifferent to

student s’ needs and wishes.

To sum up, based on the comments collected, the most appreciated
seem to be entertaining but effective lessons with a lot of opportunities and
encouragement to speak in English and communicate in life-like/ everyday
situations; learning through projects and presentations, trips, courses and long-
term stays abroad. Again, this should be taken into account when planning the

course as well as individual lessons.
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3.4 End-of-course Feedback

The contents and wording of this final, 6-question feedback were
heavily influenced by the change of legislation in January 2012, described in
detail in Chapter 2.3.2.4. As a result of this change, the questionnaire sought
not only to discover whether the students were satisfied with the course and
whether their expectations were fulfilled, as originally planned, but also,
principally, to anticipate what impact the new legislation would have on the
future of post-secondary courses in general. The change of the legal conditions
for the post-secondary study and its expected adverse effect on the course costs
were explained in the introduction to the questionnaire. With respect to the
seriousness of the matter, the questionnaire was composed in Czech in or$der
to avoid potential confusion or misunderstanding. A sample questionnaire can

be found in Appendix 111, located at the end of the thesis.

The end-of-course questionnaire was filled in by 91 out of the expected
94 respondents, since three Idea students were absent when the questionnaire
was presented. In particular, the questionnaire was completed by 40
respondents from Glossa(25 respondents from the two B2 groups and 15 from
the B1 group), 40 respondents from Tutor (9 from the False Beginners (Al)
group, 13 from the two Pre-Intermediate (A2) groups, 13 from the two
Intermediate (B1) groups and 5 from Upper-intermediate (B2) group), and 11

respondents from the single B2 class at Idea

3.4.1 Impact of the Change of Legislation

The first, vitally important question enquired whether the respondents
would have enrolled on the course even if they had been deprived of the
student status and thus had had to face the increased costs. This was a yes-no
question, but enough space was provided in case the respondents wished to add
a commentary or explanation. At all three language schools, the prevailing
answer was no, | would not In total, 71 out of the 91 respondents (78%), that is
the vast majority, would not have attended the course without the student status
(in particular, 80% respondents from Glossa 77.5% from Tutorand 73% from

Ided). The various comments against the post-secondary courses were, for

instance,* we ar e no,t° imi |de pgineadnw, ésmy or phan
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pension depends on the student status,’ o we prdbably dhogen a

private university,”and* it woul d be too expensive.'’

Graph 10: Potential PostsecondaryClients after the Legislation Change
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With mere 22% of respondents claiming that they would have enrolled
on the course even without the social security support, because, to quote a few,

t hey already go to work,"’ or ‘“have grad
Graph 1 in Chapter 3.3.2), it is obvious that the amendment to the currently

valid decree is likely to bring about the end of this form of study.

3.4.2 Fulfilment of Course Expectations

In the second yes-no question the respondents were asked to indicate
whether the course had met their expectations or not. 38, that is 95% of the 40
students at Glossawere fully satisfied with the course. At Tutor, the results
were not so straightforward, since 14 (35%) students claimed the course had
not come up to their expectations. Yet, with 65%, the positive impressions
prevailed. On the other hand at Ideg, all 11 respondents were perfectly content
with the course, one noting that it was * b e ytberedk p e ¢ t ®Withiten s . ’
overall result of 75 (82%) out of the 91 respondents being satisfied with the
post-secondary language course, it is safe to say that the classes are designed

and carried out inaccordancewi t h t he student s’ requirement
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3.4.3 Achieved Progress

Question 3 intended to map the progress the students had achieved.
First, the respondents were asked whether they felt that they had made a
considerable progress, and if so, in which areas specifically. They were offered
four language forms (grammar, vocabulary, pronunciation, spelling) and four
basic language skills (listening, reading, writing, writing) to choose from, with
the possibility to tick one or more options, and they were encouraged to list any

other aspects, such as translation skills, cultural competence, etc., if relevant.

At Glossa only two of the 40 respondents did not perceive any
particular progress, whereas the vast majority, 95% had, presumably,
improved, particularly in the following (arranged in descending order):
vocabulary (75%), speaking (72.5%), grammar (70%), listening (57.5%),
pronunciation (55%), writing (47.5%), spelling (30%) and reading (27.5%).
Under * 0 t theeimprovament & gictionary skills and the loss of
inhibitions to speak English were mentioned.

Analogously, 95% of Tutor students had improved in at least one of the
suggested areas, namely in vocabulary (80%), grammar (77.5%), speaking
(70%), pronunciation (50%), listening and reading (both 22.5%), writing (20%)
and in spelling (7.5%). All 11 Idea respondents confirmed that they had
achieved a substantial progress, especially in: grammar and vocabulary (82%
each), listening and writing (54.5% each), speaking (45.5%), reading (36%),
pronunciation (18%) and spelling (9%). Neither at Tutor, nor at Ideawere any

other areas highlighted.

Table 12: PerceivedProgressby Language Area

::angu?gf-” Glossa Tutor Idea Total
orms / skills
Ran Ran Ran Ran

0, 0 0 0]

& king % King & king S & king
Grammar 70 3 77.5 2 82 1 71 78 1
Vocabulary 75 1 80 1 82 1 68 | 75 2
Pronunciation | 55 5 50 4 18 5 44 | 48 4
Spelling 30 7 7.5 7 9 6 16 18 8
Listening 575 | 4 |225| 5 |545| 2 38 | 42 5
Reading 275 | 8 225 | 5 36 4 24 26 7
Writing 475 | 6 20 6 | 545 | 2 33 36 6
Speaking 725 | 2 70 3 |455| 3 62 68 3
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Graph 11: Perceived Progress by Language Aréa
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Altogether, 96%, that is, the overwhelming majority of all the 91
students, perceived a remarkable progress in at least one, but mostly in more of
the language areas with vocabulary, grammar and speaking in the lead. From
the comparison of the results in Table 12 and Graph 11 above with the initial
expectations expressed in the needs analysis and summarized in Tables 10 and
11 and Graphs 8 and 9 (Chapters 3.3.14 and 3.3.15), it is obvious that the
language areas the respondents wished to work on most largely coincide with

those they had actually made progress in.

3.4.4 Satisfaction with Core Textbooks

Questions 4 and 5 were devised to monitor the popularity of the
teaching materials used in the course. First, Question 4 presented a list of
textbooks prescribed by the Academic Management. Since each school uses
different materials, the questionnaire was prepared in three different versions,
enumerating only the textbooks relevant to each school. The sample
questionnaire in Appendix 11 is the version designed for Glossa containing
New English Fileand Natural English Apart from Question 4, however, the
three forms were identical. Moreover, the respondents could express their

satisfaction with any other in-class teaching materials used.

' The reasons are ordered from left to right in order of the overall importance. The ranking of
the factors at individual schools is indicated by the number within the respective columns.
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From the two core textbooks at Gloss, New English Fileproved to be
especially popular — all 40 respondents were satisfied with it. With Natural
English the results were not so positive, although 62.5% of respondents were
in favour of the book. Still, there were 15 students who found the book
unsatisfactory, with wocecmmerstwuldbsd ke *unat:t
r e p | akbeetter materials, including City & Guilds exam materials, were
considered satisfactory by 82.5% of the students; 17.5% left the item blank.

Graph 12: Textbooks Popularity

0% 20% 40% 60% 80% 100%  120%

New English File
New Inside Out
Natural English

FCE Expert/ CAE Expe

Complete FCE

In Tutor version, the list of textbooks contained: New InsideOut and
PET tests, FCE Expertand CAE Expert depending on the level. Exactly three
quarters of the respondents were satisfied with New Insideout, 22.5% were not
fully satisfied with it and one respondent marked neither of the two options.
The exam-preparation materials were perhaps not so relevant for the Beginner
and Pre-Intermediate students, who, in most cases, did not intend to take a
Cambridge exam, and thus did not use the books. As a result, exactly half of
the respondents left the item blank. From the rest, 17 (42.5%) were satisfied
with FCE Expertor CAE Expertand 3 (7.5%) were not. Other materials,
mostly grammar books used in grammar classes, were popular with 57.5% of
the respondents, one highlighting the Language Practiceseries by Michael
Vince. The remaining 17 (42.5%) did not fill the item in.

Idea version comprised New English Fileand Complete FCE New
English File like at Glossa achieved 100% satisfaction. Most students (63%)

did not respond to the question regarding Complete FCEsince (as the class
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teacher explained afterwards) they had started with the textbook shortly before
the questionnaire collection, so the students did not have sufficient experience
with the book yet. Still, four respondents marked the textbook as satisfactory.
Other materials, including grammar textbooks and the Bridge magazine, were
positively evaluated by 82% students, two left the item blank.

As can be seen in Graph 12, definitely the most popular is the New
English File achieving 100% positive evaluation both times, followed by New
Inside Outwith 75% and Natural Englishwith 62.5%.

3.4.5 Other Popular Teaching Material

Question 5 was an open-ended question, enquiring about other books
students had experience with and would have preferred in the course. As
expected, the majority of the 91 students (64%) did not seem to orientate
themselves enough in the ELT textbook market and, consequently, either left
the item unfilled or explicitly stated they did not know any suitable textbooks.
A considerably smaller proportion of students (22%) considered the prescribed
materials to be the satisfactory, wi t h occasionally comments
best textbooks I know, '’ “ am completely
would not replace the textbooks, but | would like to work with the Bridge
magazine’' ( al veremadedyGossastudentse nt s

Mere 13 respondents (out of which 8 were from Tutor) made some
concrete suggestions, na me | y M@ranpmary in dJse (four times),
Headway(twice), and Horizons Lifelike, New Cutting EdgeTime to Talk, a | |
Oxford t endk FQEooo KGEFL preparation materials were each
mentioned once. Most of these books, however are not suitable for post-
secondary courses, be it because they are frequently employed at secondary
schools (Headway, Horizas, Time to Talksee Graph 6 in Chapter 3.3.10) or
because they are designed for self-study (Grammar in Useseries) or as a
supplementary rather than sole teaching tool (LifeLike which specializes in
developing | ear ne}). béw CatlingBdge rorathe otheb mpet enc e
hand, has a topic-based syllabus prioritizing communication and vocabulary
over the other language forms and skills and thus does not comply with the

demands of principled eclecticism.
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3.4.6 Other Observations

The very last item of was an open-ended question encouraging
respondents to express any impressions, opinions and observations about the
organization of the course, the teaching methods, textbooks, teachers and the

like, especially the very positive or very negative ones.

At Glossa the positives greatly outweighed the negatives (50: 12). 21
remarks expressed general satisfaction with the course, for instance, * t hi s
course surprised me a lot — I am more than satisfied, * af t er ®npy year s, I
goi ng t o ssecdmdarg doyrses aré generaly useful and it is a pity
that this form o f study wil |l finish,”’ ‘ntyhe cour se
Englishinavery short time. | am not ®Bfraid to
students positively evaluated the teachers and their approach, appreciating
especially their helpfulness, willingness to deal with difficulties, their energy,
patience and level of English proficiency. The quality of the organization of the
course and the effectiveness of the methodology were praised by 10, who liked,
for instance, the variety of class activities, the large amount of revision, the
entertaining formofl ear ni ng ‘thanks tofdmeigmealk aga'me
Two students appreciated the textbook and the teaching materials* t he t eacher
hands out, because they are clearly arranged and | do not have to take almost

any other notes; another two liked the class atmosphere. Also at Idea the

gener al positives prevailed (6:1), for in
in all respects’ , ‘gr eat -sdcomdarg dowgse s , great
wi || help me with my English in the futur e

At Tutor, the positive and negative comments were fairly balanced (36:
37). Most (15) comments concerned the teachers’ helpfulness, professional
competence and active approach, six highlighting especially the work of native
speakers, because ‘t hey s peak teeyaelawayawednl yprepared’
and ‘able to engage us.” 12 respondents expressed positive impressions from
the entertaining methods, varied techniques and effective organization of the

course, appreciating, in particular, * cont i nual revision of g

vocabulary, presentati on,s’ ianntde nwiging lefs rger pasc

v 0 Cc ab u‘bngphasys’on pronunci at i on and grammati cal ac
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I mmedi at e er Fiwercommeoty expeessetd geaeral. satisfaction
with the course and the progress made; four appreciated the textbooks.

Although they are in minority, it is especially the negative comments
which can help the teachers and course organizers to identify the flaws and
attempt at their correction. At Glossa the criticisms were quite varied; the only
two which repeated concerned the lack of different class levels, inaccurate
placement into the levels and its consequences (five times) and the equipment
of the classrooms (problems with heating and the lack of video equipment)
(twice). Other comments (mentioned once each) were: Natural Englishis very

bad’, ‘1 etydpd grammadandifesver games,”* | expect ed
would not recommend the school, ' ‘Wat is missing are cultural studies,” * |

would |Iike to do more presentations.

At Tutor, 17 respondents criticized the teachers, especially the frequent
changing of grammar teachers during the school year, the inability of Czech
teachers to engage students and make the classes enjoyable, their overuse of
Czech, but also the unprofessional approach of some teachers, especially their
repetitive late comings, moodiness and poor lesson preparation. 8 comments

were associated with the slow pace of classes, their monotony and the lack of

strict approach, quoting, for example, * mor e de ma nplased anoul d

students, the time could be better made use of,” * t he c¢c | a s lpsakies,

‘o d dke speding 90 minutesono ne ac‘ttomilikey ,k’'i 1 | t hg
ti me with s o me tFlvd resgpndemecamplaimedaboats Rck .

of speaking; three were concerned with an excess of grammar; and two
students would like to use grammar books more and do more listening. At
Idea the only criticism expressed explicitly was, * | d see anyobenefits

from having more teachers beside our classte ac her .’

In sum, although positive impressions prevail, there is still space for
improvement at all three schools and teachers and course organizers should
strive to remedy the problems by, for instance, offering entertaining, varied and
balanced lessons, providing adequate technical equipment and employing the
most suitable teaching materials, taking into account not only the economic,

but also, and mainly, their educational value.
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3.5 Recommendable Teaching Materials

3.5.1 Core Textbook

As can be seen from the analysis of Questions 4 and 5 of the end-of-
course feedback summarized in Graph 12, clearly the most popular textbook is
New English File (NEF), used at Glossaand Idea NEF is a general English
course for young adult and adult learners published by Oxford University
Press, whose co-authors are Clive Oxenden, Christina Latham-Koenig, and (in
some editions) Paul Seligson. Using the textbook evaluation criteria suggested
in Chapter 2.2.5.2 as a loose guideline, the NEF series is evaluated below™.

The NEF is a comprehensive teaching material available for six levels
(Beginner, Elementary, Pre-intermediate, Intermediate, Upper-intermediate,
and Advanced), each level comprising a St u d e n($B) with Bhglishk
Czech wordlist (in some editions), a Workbook (WB) with an answer key
bookl et and St witheudid andsvided self-sudy Rn@dvial, a
Teac her (TB) with destland Assessment CD-ROM, Class audio CDs,
and a Class DVD. In addition, extra support for both teachers and students is
provided by respective Tehatrlaermh’'es andi Stuc
provides, for instance, CEFR Mapping Guide, downloadable extra ideas and
materials, crossword maker, cloze maker and more. Thest udent s site cont
extra practice for all components of the SB, plus weblinks, games, and a mini

phrasebook of functional language.

A digital version of the SB for interactive whiteboard is available in the
form of iPack Moreover, the latest, third edition of NEF, announced in spring
2012, is enhanced with new digital in-class as well as out-of-class components,
including: iTools (a digital version of SB, WB and TB for interactive
whiteboard, which includes audio, video, interactive activities, PowerPoint
grammar presentation, vocabulary flashcards, and an interactive sounds chart),
iTutor and DVD-ROM for home-study and further practice, iCheckerCD-
ROM (a digital testing tool for students), and Pronunciation Apgfor mobiles

with interactive features such as “touch

!> The NEF used at Glossaand Ideaare based on British English and, although American
English Fileis also available, it will not be evaluated here.
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pronunciation games. All these digital components are likely to appeal to post-
secondary students, since t o d aagiolessents and young adults generally
appreciate the use of technologies in learning, which can greatly increase their
motivation and promote their learning autonomy.

As to other supplements, previous editions of NEF were accompanied
by Business Resource Books collection of photocopiable resources for
working or pre-work students. In 2011, a completely new material, Culture
Link, written by Donatella Fitzgerald and Rachel Harraway, extended the NEF
set. NEF Culture Link intended for B1 and B2 levels, consists of 27 self-
contained lessons dealing with various social, cultural and political aspects of
the English-speaking world. Each lesson develops all four basic language
skills, with a special focus on discussion skills, and suggests a project where
students can further research the topic through a series of guided activities. In
post-secondary courses, Culture Linkwould be suitable especially in culture-
focused classes, since it can, in a familiar format, introduce the learners to
some useful information about English-speaking countries and raise their
cultural awareness, which, as both the initial and the final questionnaires show,

is exactly what post-secondary students desire.

The price of individual components does not considerably exceed that
of comparable textbooks (e.g. New Inside Oytand, considering cost versus
quality, it is safe to say that NEF offers good value for money. In particular, the
going price of the two components students are usually required to buy is 520
CZK for SB and 310 CZK for WB with CD-ROM. It is also possible to buy a
MultiPack version containing both SB and WB, but, since each MultiPack
covers only half of the textbook, for instance units 1-3, this option is more
suitable for courses with far fewer lessons than for post-secondary courses. The
other NEF components cost, on average, as follows: TB with Test and
Assessment CD-ROM: 720 CZK, a set of class CDs: 920 CZK, DVD: 775
CZK, iPack for multiple computers: 21,320 CZK. The Culture Link pack,
including SB, Audio CD and Class DVD, costs 202 CZK, teacher

tapescripts are available on the OUP website for free.

As to the textbook itself, it has an attractive, well elaborated graphic

design, a convenient format, high-quality paper, binding and print, and an easy-
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to-follow layout. The SBs consist of seven units (or nine in the case of NEF
Elementary and Pre-intermediate) termed Files, which are visually
distinguished from one other by different colouring, which facilitates the
access to individual units and corresponding end-of-book activities. Each File
is divided into three four-page teaching sections, A, B, and C (or four two-page
sections in NEF Elementary and NEF Pre-intermediate), followed by a one-
page Practical or Colloquial English a one-page Writing and a two-page
Revise & Checkections. Knowing that the proportion of the page an exercise
takes up in the book corresponds to the time needed to carry it out in class and
that every two pages roughly correspond to one 90-minute lesson largely
facilitates lesson and course planning. Moreover, the same number-and-letter
differentiation is used in the accompanying WB and studen t ’ ebsiteviboth of
which provide extra practice in all the language areas from the main text and
are thus a solid resource for homework assignments.

The back matter of the SB abounds in extra material, most importantly:
Grammar Bankcomprising grammar rules, examples and practice exercises),
Vocabulary Bank(presenting and practising vocabulary related to the File’
topic) and SoundPicture Bank for pronunciation, all of which are clearly
referred to from the core of the book and provide a single, easy-to-access
source of reference for outside-class learning.

As mentioned above, from Beginner to Intermediate levels, each File
contains a Practicd Englishsection, in which functional language comes alive
thanks to an underlying storyline featuring two main characters, Mark
(American) and Allie (British), cleverly intermingling the two major variants
of English. Upper-Intermediate and Advanced students, on the other hand, are
regularly exposed to a moderate amount of unedited authentic Colloquial
English which gives them opportunity to get accustomed to different speeds
and accents as well as to expand their knowledge of informal phrases and
idioms. Both these features are linked with video DVD for in-class use as well
s Muestddyt YeRt@eNreséntation amd gracece of

everyday phrases is rather monotonous and dull. Hopefully, this flaw will be

as Student

removed in the new edition, which promises a brand new real-world Practical

Englishwith documentary videos filmed on location in London and New York.
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Overall, NEF complies with the contemporary trends in methodology in
that it is based on the approach of principled eclecticism, offering an
appropriate balance of listening, speaking, reading, and writing and covering
grammar structures, topic-based vocabulary as well as functional language.
Moreover, unlike other comparable general textbooks, NEF systematically
drills also pronunciation and intonation. NEF pronunciation scheme is based on
the International Phonetic AlphabétPA), and enhanced with a unique system
of sound pictures, which give clear sample words to help students identify and
produce the sounds. What is missing, though, is a systematic focus on
translation and dictionary skills.

The sequencing of the syllabus is logical and develops not only from
unit to unit, but also from level to level. The book contains a variety of topics,
most of which are appropriate and engaging for post-secondary students,
although some areas, like work experience, business and advertising, may
require slight modifications, especially with less experienced groups. Thanks to
regular revision, the content of the NEF is mostly up-to-date and the language

is presented in a context that is relevanttoanactiveadul t °' s ever yday | i f €
The texts used in NEF, written as well as spoken, are based on a wide
variety of authentic materials, which are sensibly adapted to suit the skills and
needs of students at the given level and present various types of tasks, which
always lead to the other skills practiced in the unit. On the whole, all tasks in
NEF are well thought out with a good combination of pre-, in- and post-task
activities. The practice material is logically arranged from controlled to free
practice, and there are possibilities for both study and activation in both the
language forms and the skills areas, all with an emphasis on communication of
meaning rather than purely mechanical practice. However, some practice
exercises, especially in Grammarand Vocabulary BanksPractical/ Colloquial
English and the Revision & Checksections are somewhat repetitive and

unimaginative. Wr i t i ng practi ce, although well des

wel |l as micro skills’”, such as punctuatic
other hand, could be slightly more extensive.
In all components of NEF the instructions are written in a clear,

straightforward language and supported with easy-to-understand graphic
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symbols, so they are, I n most <cases
commentary. The textbooks are enlivened with a reasonable amount of
didactically suitable photographs and illustrations, which, together with the
variety of texts, activities and tasks, are likely to motivate students to talk.

The course is accompanied by an easy-to-use T e a ¢ h e r ,@avBichB o o k
a reliable methodological guide even for fairly inexperienced teachers, as it
contains not merely the answers to the exercises in the SB, but also a detailed
lesson plan for each File, recommended methods for the presentation of
grammar, and detailed instructions to each and every activity in the book.
Moreover, tips for alternative and supplementary activities are provided, which
enable the teacher to tailor the material to the individual | e a r needs. s’
Another point to be praised is the excellent photocopiable resource bank
reinforcing and reviewing the key language points of each unit through songs,
games and communicative activities. Moreover, the TB contains a Test and

Assessment CD-ROM with seven File Testsan Entry and an End-Of-Course

comp |

Test including methodological guidancet o hel p t eachers assess t

competences according to the CEFR level. The compatibility with the CEFR,
City & Guildsand other ESOL exams is, after all, the N E F prime advantage.

To sum up, apart from a few minor criticisms, NEF is an exceptionally
good EFL textbook. It is sound, challenging and stimulating for the student and
very supportive for the teacher. The main strength of the NEF series is its solid
methodological syllabus with clear objectives, interesting subject matter, and
genuine opportunities for practice and activation. The range of supplementary
material is unusually wide, most exercises and activities are enjoyable and at
the same time serve their didactic function. Still, a progressive teacher will
have to, from time to time, adapt, reorder or replace the activities in order to
cater for the age, interests and needs of his/ her particular students. With all the
positive features and considering the fact that it is scarcely used at Czech

secondary schools, for post-secondary courses of English, NEF seems optimal.

3.5.2 Recommendable Supplementary ELT Materials

In addition to the core textbook, the generous time allotment allows the

teachers to use also a plenty of supplementary teaching material to reinforce
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and practise the learnt language in an effective and enjoyable way. Based on
my own teaching experience, recommendations from colleagues and a mini-
research | have done for the purpose of this thesis, the following materials can
be made use of, to a reasonable extent, to enhance the post-secondary classes.
Under no circumstances, however, is this to be considered an exhaustive list of

supplementary materials post-secondary teachers have at their disposal.

Photocopiable grammar materials suitable for in-class use are, for
example: Games for Grammar PracticeGrammar Practice Activities
(published by Cambridge University Press, hereinafter only CUP), Grammar
Games and Activities dnd 2 and Intermediate Grammar Gamesblished by
Pearson Longman. Grammar materials suitable especially for self-study, and
partly also for classroom use include Active Grammar, Essential Grammar in
Use, English Gramman Use, Advanced Grammar in UeUP) and Oxford
Living Grammay Oxford Practice Grammaand Natural Grammarby Oxford
University Press (OUP). On the top of the printed ma

grammar resources are accompanied by a range of free extra on-line practice.

For in-class vocabulary practise, teachers can employ, for instance,
CUP’ <£ollocations Extra,Games for Vocabulary Practicand A Way With
Words Resource Packdahd 2, Pear s on LVocalylarna Gamss and
Activities 1and 2 and Penguin’ &lave Fun With VocabularyMaterials usable
for homework assignment (or in-class work if adapted) include: English
Vocabulary in Use, English Collocationsa Use, Englishidioms in Use
English Phrasal Verbs in U4€UP) and Oxford Word Skills&nd Oxford Word
Skills Idioms and Phrasal Verbs(OUP), the latter three again supplied with

additional on-line exercises.

Among the suitable photocopiable classroom activities developing
individual language skills and subskills st a nd out especially t
resource packs exploiting authentic material and realistic tasks, namely
Advanced SkillsDiscussions AZ, Listening Extra Reading Extra Speaking
Extra, Writing Extraand Pronunciation Gamesnd Thomson-H e i nlhstant s

Discussionsind Taboos and Issues.
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Other suitable materials which can spice up post-secondary English
classes are, for example, C U P The Book of DaysQuizzes, Questionnaires
and PuzzlesFive-Minute Activities, Games for Language Learnihgughing
Matters, DictionaryActivities Penguin English Photocopiables series include,
especially, Pair Work 1and 2, Fun Class Activities and 2, Group Work, Is
That What You Mean dnd 2, and others. A truly invaluable source of multi-
level grammar, vocabulary and conversational activities which require no
photocopying or additional preparation is Macmillan’ s col |l @00t i on of
Classroom Activities.

As follows from the initial and final feedbacks, many post-secondary
students would appreciate the opportunity to expand their knowledge of
English-speaking countries and their culture. Besides the NEF Culture Link
recommended above, the teachers can utilize, for example, LifeLike:
Multicultural experiencesin the EnglishspeakingWord, published in the
Cideb-Black Cat Publishing House, which presents the English-speaking world
through authentic articles, songs, statistics mapping social and cultural trends,
geographical and historical data as well as extracts from fiction and non-fiction
by contemporary artists commenting on aspects of their own culture. The book
is supplemented with an audio CD featuring native English speakers and

interactive CD-ROM with short film clips and interactive activities.

Apart from this self-contained textbook, several compilations of
practical in-class material like Intercultural Language ActivitiegCUP) or
Intercultural Activities(OUP) can be used to develop culturally and socially
appropriate language competence in students. Furthermore, factual information
on English-speaking countries can be presented through the Bridge magazine
published monthly by N a k | a d 8ridge (BsidgeWublishing House), which,
despite being aimed primarily at secondary school students, will surely appeal
to post-secondary students as well. Among th e ma g aonusenaee regular
audio CDs, a film DVD as well as extra reading for students and

methodological support for teachers on the Bridge-online website.

As suggested in Chapter 2.2.5.4, post-secondary courses offer ample

space also for active work with Graded Readers and the selection of suitable
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publications is really rich. OUP, for example, lists 429 titles for adults and
young adults in nine different genres, seven different levels and, in 159 cases,
with an accompanying CD or DVD-ROM. CUP offers a narrower range of
adult Readers (91), but yet all of them are supplemented with an audio CD,
worksheets and lesson plans. Also Macmillan offers a considerable range of
products, but definitely the best established Readers series is that by Penguin
Books, now a member of the Pearson Group.

Penguin Books offer two kinds of graded material: Penguin Readers for
reading at home and Penguin Active Reading, which, on top of the text itself,
provide a variety of activities designed to develop reading skills, consolidate
vocabulary, and promote writing skills by means of project work. Each book is
supported by an interactive CD-ROM with additional activities and the
complete audio recording. Every title is complemented also with an activity
worksheet containing extra background information, photocopiable resources,
t e a c ho&egs ahdsanswer keys. Links to on-line catalogues of the above-
mentioned publishers, which include a variety of downloadable activities as
well as a guide to how Graded Readers can be used, are listed in Bibliography

and Reference section under Useful Websites.

3.6 Practical Impact of the Legislation Change

As mentioned in Chapter 2.3.2.4, the amendment to Decree No.
322/2005 Coll. on Further Studwtified in January 2012 deprives the students
of post-secondary language courses of the student status and the associated
financial reliefs. As a result, the overall costs of post-secondary language study
will increase by the payment of social and pension insurance and the loss of
social benefits. Consequently, a significant drop in demand for these courses is
anticipated. It is thus hardly surprising that the legislative measure provoked an
intense debate about the justifiability of the action and that two major language
school associations, ACERT and AJ S A, un$drewdgem2 opro zachov
pomat ur it n?2 h @Asseeidtiondar Bresejvatian pfkPgst-secondary
Study of Languages) with the aim to negotiate with the authorities on possible
alteration of the legislation in favour of post-secondary students. In this

chapter, the arguments each side puts forward will be summarized.
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3.6.1 Reasons behind the Legislative Measure

The amendment to the existing legislation seems to have been
motivated by a combination of reasons: f
reduce expenditure from the state budget in order to curb the ongoing
economic crisis, and second, to solve the systemic discrepancies resulting from
the absence of integrated legislation. Indeed, as Legi sl at i vn?2 rada v
(Legislative Council of the Czech Government) pointed out, Decree No.

322/2005 Coll. on Further Studsgcks clear specification of the conditions for
establishing post-secondary courses as well as for their inspection. The
spokeswoman of the MEYS, Renat a Bar t k added thd thed o mo v a
annual insertion of educational institutions into the Appendix to this decree is
largely arbitrary and that ‘the student benefits may be restored only on
condition that the criteria will be modified.”'® At the same time, based on
MEYS press releases it can be assumed that the Ministry doubts the
purposefulness and effectiveness of this form of language education and thus

does not consider determining of new rules necessary.

In particular, according to MEYS representatives, one-year post-
secondary language courses no longer fulfil the purpose for which they were
established, that is, to compensate for the absence of proper primary and
secondary school language education. J a na  HOoMEY% pressdagent,
believes that ‘this function will be taken over by compulsory Maturita exam in
foreign languages,” which will guar ant ee tatgare adeguatas d e nt s ‘
language knowledge at secondary schools.’!” Therefore, there seems to be no
need to subsidize post-secondary courses, especially in the times of economic
crisis. Ho | i Kunsher @redicts that due to increased chances of admission to
universities and tertiary technical schools and in view of demographic

prognoses according to which a substantial decrease in the number of

®Translated from http://zpravy.idnes.cz/studenti-pomaturitnich-jazykovek-budou-platit-
pojisteni-planuje-stat-13y-/domaci.aspx?c=A111101 145526 domaci jj( , Pokud MPSYV

vzdkoné upravi zmocnéni pro zafazovéani teéchto kurs
podminky vybéru vhodnych instituci pomaturitniho ¢
vratit. ")

" Translated from http://www.tyden.cz/rubriky/domaci/skolstvi/spatna-zprava-pro-studenty-
jazykovych-skol-stat-za-ne-prestane-platit-pojisteni_215251.html( , [ . . . ] jeji ch funkci p
povinné anaziulro tjaazyka, takze potfebné znal osti lid
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secondary school leavers is expected, post-secondary language courses are

likelytor e c epiactically & minimum of prospective applicants’*® anyway.

3.6.2 Counter-arguments

Nevertheless, however well-founded these proclamations may sound,
they appear to have certain practical flaws. Numerous language institutions
warn that secondary school language education, especially at secondary
technical and secondary vocational schools, is yet not of adequately high
quality and still needs to be supplemented by further study. The statistics of
member schools of ACERT and A J Sshow that language skills of secondary
school leavers who come to post-secondary courses are frequently very poor —
‘over 60% of all post-secondary students come with initial level beginner or
pre-intermediate,’*® that is, with a level insufficient for genuine
communication. The research conducted within this thesis showed that at the
three examined schools at least 43% of all 153 post-secondary students entered
the course with level A0, Al or A2. In particular, based on the placement tests
there were 17 (35%) students with level A2 or lower at Glossaand 49 (54%) at
Tutor. At Idea although all 14 applicants were, for economical reasons, placed
inthe B2group,accor di ng t o estnate, abdubasqsartetob ac her ' s

them did not have the required B1 level at the start of the course.

The claim that the state-regulated system of Maturita examination is
sufficient a tool for raising the quality of secondary school language education
has certain shortcomings too. The results of the first round of the new
Maturita, which took place in May 2011, are only available as a crude
summary of all secondary schools in the country. The sole official data the
MEYS released® suggest that out of the 98,762 school leavers in total, 60%
opted for a FL and 40% for Mathematics. Neither the proportion of individual

languages, nor the distribution between the two levels however, is available (cf.

18 Translated from http://www.parlamentnilisty.cz/zpravy/Studenti-prijdou-o-vyhody-

Reditelka-jazykovky-nechape-vlada-jasa-209748( , [ . . . ] se podl e demografickyc
otekavad vyrazny pokles pocdtdiisdkeaklovemked praadmnice&ly
mi ni madl ni pocet poteniocdnaniuch tindlcdz ¢ @z yk ovtywwcdi kmrv

9 Translated from http://www.protext.cz/zprava.php?id=14667 ( , Pf es 60% vSech student
préAekjicich do kurz@ je na [@iroynitedaganacai avaiz mi
nedostatecné pro bé?d2nou pracovni komuni kaci .

20 Available from http://www.msmt.cz/file/16208
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the research within this thesis: 16% of 2011 graduates took Maturita in
Mathematics and 84% in English, 85% of which opted for level B1 (for details
see Chapter 3.3.4). In English, the fail rate was 10.4% at B1 level and 1.3% at
B2 level.

Although detailed results from individual schools are not publicly
accessible, the MEYS admitted that there were ‘considerable differences in
language skills between grammar schools and secondary technical schools,’ %
which resulted in postponing the introduction of foreign languages as a
compulsory part of Maturita examination from the originally planned 2011/12
until 2013/14. Jan a Dr a sd proposeroo¥ the postponement, estimated
that with compulsory Maturita in FL, up to 24% of secondary school students
would be unlikely to pass the exam in 2012 and ‘at secondary technical and

secondary vocational schools the fail rate could rise up to 30-35%.%

This is supported also by my research which proved that a vast majority
of post-secondary students came to the analyzed schools from a secondary
technical (79%) or secondary vocational school (5%) as opposed to 16% with
grammar-school education (cf. Graph 2 in Chapter 3.3.3). It implies that
although grammar schools may already be capable of preparing their students
well for Maturita and university entrance exams in English, FL education at
non-grammar secondary institutions keeps lagging behind. This seems to be a
valid argument not only for postponing the compulsory Maturita in FL but also
for preserving state subsidies for post-secondary students, at least until the
quality of language education at all types of secondary schools is equal. Yet, it

is doubtful whether one year will suffice.

Another deficiency of the assumption that compulsory Maturita in FL
can fully take over the role of post-secondary language education is the lack of
internationally valid certification of the achieved proficiency level, since the

Maturita certificate is, for the time being, of local, rather than international

2 Translated from http://www.novamaturita.cz/tiskova-konference-msmt-vysledky-maturitni-
zkousky-v-obou-terminech-2011-1404035430.html ( , Vy sl edkg¢i zkoba S e¢khzyk
napovidaji o velmi zasadnich rozdilech jazykovych
Skol ami . ")

22 Translated from http://www.ceskaskola.cz/2011/10/jana-drastichova-stredni-odborne-

skolyhtml( , U st fednich odbornych [sicknoolh |lao wzéviylSii st nbay 3tOot
az 35%. )
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importance, and is not, with four exceptions, recognized by Czech universities
either. In post-secondary courses, on the other hand, the majority of
participants take an international ESOL exam and thus obtain an internationally
acknowledged certificate, which is valuable for universities as well as for
Czech and foreign employers.

Furthermore, Petr Pasek from AJ Sand Ji f i flombBPa d/ n 2

soukrom8§ gkol a lahgaageyckodl®

amph&ikertha etanamic
counter-productiveness of the measure, which can be summarized as: the fewer
post-secondary students, the fewer teachers and the lower tax revenues in the
state budget. Although both of them illustrate their statements with exact
figures, | will be more restrained here, since accurate data are extremely
difficult, if not impossible to obtain (cf. Chapter 2.3.1) and any calculations

would necessarily have to be a rough estimate.

What is safe to say, however, is that an overwhelming majority of
secondary school leavers, if not admitted to the intended field of university
study at the first attempt, are likely to reapply for admission the following year
(cf. Chapter 3.3.9). So far, unsuccessful university applicants have had
basically three options: first, to spend the year studying a FL in a one-year
course and retain some of the financial benefits of a secondary school student;
second, to start attending a different university or tertiary technical school in
order to receive student support from the state, although they may not intend to
complete the studies; and third, to register at a local job centre and, at least for
some time, claim unemployment benefits, since those planning to reapply to a

university are unlikely to find other than occasional part-time jobs.

Based on the data from the end-of-course questionnaire provided in
Graph 10, Chapter 3.4.1, it can be assumed that at least 78% of current post-
secondary students (which, according to the statistics in Table 2, Chapter 2.3.1,
corresponds to almost 4,000 persons) would not have enrolled on a post-
secondary course without the associated student benefits. Therefore, the
immediate effect of abolishing the student status for post-secondary students

seems to be a sharp increase in the number of unemployed school leavers as

2 Cf. http://ww.tyden.cz/rubriky/domaci/skolstvi/spatna-zprava-pro-studenty-jazykovych-
skol-stat-za-ne-prestane-platit-pojisteni 215251.html and http://www.pomaturitni-studium.com
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well as * p s esutduod enteringsa’university solely for the financial support
from the state. One of the economic advantages of post-secondary study,
especially in contrast to study at higher education institutions, is that it cannot
be abused since one is entitled to the state support only once, in the year s/he
passes the Maturita exam, and only on condition that s/he meets the
requirement of 75% attendance.

Higher costs can be expected on the side of teachers too. At the
moment, the majority of post-secondary teachers work for private institutions
and create state revenues in the form of taxes paid in the state budget. After the
new decree comes into force, however, many language schools will lose clients
and, consequently, some of the teachers may lose their jobs and either apply for
a job in the state sector or claim unemployment benefits from the state, both of

which will significantly increase public spending.

To conclude, it is estimated that state expenditure in the form of
unemployment benefits for school leavers and teachers and social support for
‘ p s esutduod evill texxeed the savings on insurance, tax reliefs, child
allowance and orphan pensions involved in the subsidy for post-secondary
language students.?* Moreover, secondary school leavers, especially those from
technical and vocational schools, will have fewer language skills, therefore a
more complicated access to higher education and a disadvantageous position in
the local as well as EU labour market, which may increase public expenditure

even more.

3.7 Summary of Findings

In this chapter key findings from the individual stages of the research
will be highlighted, including an analysis of the data from the two
questionnaires, interconnected with conclusions drawn from the study of
theoretical material and legislation. First, 1 will summarize the pedagogical
implications and recommend the most appropriate teaching methods,
techniques and materials to be deployed in post-secondary courses; afterwards,

I will discuss the anticipated practical impact of the legislative change.

2 For a detailed analysis of anticipated state revenues and expenditure see
http://www.pomaturitni-studium.com
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3.7.1 Pedagogical Implications

3.7.1.1 Organisation of Post-Secondary Courses

The first stage of the research consisted of a thorough comparison of the
organization of post-secondary English courses at the three examined language
schools. It emerged that due to the minimum state regulation the schools enjoy
a great deal of autonomy; in fact, the only uniting factors between the schools
were the overall number of lessons, the day form of study and the maximum
number of students in one class, all of which are prescribed by law. The actual
timetable, range of class levels, syllabus, number of teachers, textbooks and the
placement, progress and final testing differ from school to school.

One of the distinctions worth noting here is the number of co-teachers
per course, their share of the syllabus and the length of the teaching units each
of them is assigned: whereas at Tutor and Idea each group has a class, a
grammar and a skills teacher, Glossadivides the course between two teachers
only: a Czech teacher, who focuses on general English and exam preparation,
and a native speaker, whose main task is to develop the learners’
communication and writing skills. Furthermore, unlike at Tutor, where the
conventional scheme with teachers alternating after two 45-minute lessons is
implemented, at Glossaand Idea teachers teach in 4-lesson blocks, which has
numerous advantages, among which especially greater potential for diverse
sequencing of the ESA components, more space for in-depth practice and
sufficient time for meaningful production stand out. On the other hand, it is
more demanding on lesson preparation and classroom management since

discipline may be more difficult to maintain.

Another difference between the schools is the number of course levels
they have registered with the MEYS to offer. The biggest of the three, Tutor,
provides up to seven different levels, whereas Glossaand Idea are authorised
to teach classes with target levels B1 and B2 only. As follows from the results
of the end-of-course feedback, one or two levels do not suffice; however, a
desirable number of levels is, especially due to tight economic situation,

increasingly difficult to maintain.
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The syllabus and the choice of core and supplementary teaching
materials employed at individual schools are influenced partly by the type of
final exam aimed at (Tutor and Idea prepare students for various levels of
Cambridge ESOL exams and thus use materials like FCE Expert, CAE Gold
Complete First Certificatand Complete PETGlossa an accredited centre for
City & Guilds international exams, exploits City & Guilds approved course
books) and partly by incentive schemes offered by publishers. Glossaand Idea
seem to f av o ur maedas insluding New English Fileand Natural
English series (the latter at Glossaonly), whereas Tutor gives priority to
Ma ¢ mi lInsiderOutReward English Gammar in Contexand similar.

The most sophisticated system of testing, according to the research, is
that at Tutor. placement tests are both written and spoken and are conducted by
qualified teachers, progress and final tests are designed centrally on a regular
basis. At Idea placement tests cover grammar, vocabulary and all basic skills
except for listening, but all other testing is left within the responsibility of
individual teachers. Toassess the applicanGlossa i nitial
utilizes a rather uninformative, written-only multiple-choice placement test,
which, together with insufficient numbers of course levels often results in
mixed-level classes, teaching of which places higher demands on the teacher
since each language level requires a specific way of teaching. In this respect,
the role of proper placement testing is essential and the creation of a more

comprehensive test encompassing all language areas must be insisted upon.

3.7.1.2 The Results of the Needs Analysis

Needs Analysis, the first of the two questionnaires, was completed by
94 respondents: 40 from Glossa 40 from Tutor and 14 from Idea On average,
the respondents had studied English for 10 years before enrolling on the
course, which reflects the fact that FL instruction is compulsory for primary
school pupils from the third year up and that post-secondary study is
established principally for students fresh from secondary school. In particular,
81 of the 94 respondents (i.e. 86%) entered the course immediately upon
completion of their secondary school and were, in accordance with the

currently valid legislation, entitled to state social support.
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At the same time, the 81 students passed the first round of the new,
centrally planned Maturita in May 2011, in which foreign languages were
optional. 68 (84%) of them sat the exam in English, mostly at the B1 level
(85%), and the remaining 13 in Mathematics. This statistic implies that
whereas the B2 Maturita (taken by mere 9% of the 2011 graduates) may certify
adequate language skills as asserted by the MEY'S, students with a B1 Maturita
certificate have not yet reached a level of English high enough to be able to
communicate effectively and need to improve their skills at a language school.
This seems to be especially true for secondary technical schools, whose
graduates constitute a vast majority (79%) of post-secondary clients, which
supports the MEYS assumption that the quality of FL education at this kind of
schools is unsatisfactory and that consequently, the compulsory Maturita in FL
must be further postponed.

Overall, the ambition to learn to use the language actively in
communication was given the highest priority among the reasons for attending
one-year post-secondary courses by 86% of respondents. In particular, 40
students (43%) claimed that their aim was to improve the level of language
proficiency to at least B2 and another 40 to C1, that is to levels at which
learners are able to interact fluently and spontaneously. 55% enrolled on the
course with the objective to prepare for an internationally valid ESOL exam;
the third most important motive was the prospect of increasing their chances in
the local labour market, selected by 52%. The fourth position (with 44%) was
taken by the possibility to retain the student status and the associated benefits.
Apparently, the least important factors, chosen by 40% each, were the intention
to work and/ or study abroad and to prepare for university entrance exams in
English. The low position of the latter, however, seems inconsistent with the
fact that 64% of respondents had applied for admission to a university before

entering the course and 73% intended to apply after completing it.

During the minimum ten years of previous study of English, the
students had experienced various teaching methods, most frequently the GTM,
Communicative Approachnd ALM, in this order. With the Communicative
Approach being most popular, a wide discrepancy between the methods

students favour and those traditionally deployed at Czech primary and
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secondary schools can be observed. On a more positive note, the second
highest number of students found a combination of two or more methods the
most effective, which complies with the contemporary trends of principled

eclecticism in teaching.

This eclecticism seems to be reflected also in the distribution of
preferences for language forms and language skills to be practised in the
course. Unanimously the most valued language form was vocabulary, followed
by grammar, but pronunciation and spelling were not disregarded either. As for
language skills, the most prioritized was speaking, listening ranked second and
the third place was taken by translation, which may be surprising given the
current trends to exclude L1 from ELT. Writing was placed fourth and
seemingly the least favoured skill was reading. It can be concluded that a
considerable proportion of respondents are aware of the fact that in order to
improve their global language competence it is inevitable to practise all
language forms including the so often neglected pronunciation and to develop

all language skills in a balanced way.

The needs analysis further revealed that besides linguistic skills, post-
secondary students would like to develop their inter-cultural competences too —
nearly half of the 94 respondents expressed the wish to deepen their knowledge
of history, art, literature, customs and other aspects associated with life in
English-speaking countries, which is a conclusive proof that bothc a p iCt’ a | ‘
and small * ¢’ culture should be incorporated in
give the students a well-rounded education in the TL, either as a part of skills-
or conversation-oriented lessons with native speakers or in the form of

specialized lessons on culture.

Based on the analysis of expectations the students had of the course and
their previous learning experience it can be concluded that most valued are the
opportunity to learn to communicate fluently, to expand their vocabulary and to
learn English in an entertaining but effective way with a lot of projects,
presentations and opportunities to practise speaking in everyday situations.
These desires should be taken into account not only when creating the course

syllabus, but also when planning individual lessons.
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3.7.1.3 Results of the End-of-course feedback

The second, end-of-course questionnaire was filled in by 40 students
from Glossa 40 from Tutorand 11 from Idea that is, 91 altogether. It revealed
that post-secondary courses at all three schools had satisfied the expectations of
82% of respondents and that 96%, that is, the overwhelming majority of
respondents perceived a remarkable progress, especially in vocabulary,
grammar and speaking. From the comparison of these results with the initial
expectations expressed in the needs analysis it is obvious that the language
areas the respondents wished to work on largely coincide with those they had
actually made progress in and that the classes are designed and conducted in

accordance with the students’ requirement s

Truly valuable information was gathered from the final item, in which
the respondents were invited to express any impressions, opinions and
observations about the organization of the course, teaching methods, textbooks,
teachers and the like. In total, the positives outweighed the negatives at all
three schools. Among the appreciated areas were: the textbooks and teaching
materials (the most popular was New English File achieving 100% positive
evaluation at both Glossaand Idea, followed by New Inside Outvith 75% and
Natural English with 62.5%); the capacity of the course to improve the
| e ar Bnglishsin a short time and to help them lose inhibitions when
speaking; the positive approach, professional competence and helpfulness of
the teachers; the quality of the class management and the effectiveness of the
methodology, especially the variety of activities, intensive practise of grammar
and vocabulary, reasonable amount of revision, enjoyable form of learning,
frequent utilization of games, competitions and workshops and an emphasis on

pronunciation and accuracy.

Although in minority, some criticism was expressed too. Those
especially criticised were the insufficient number of and inaccurate placement
into class levels (the importance of well-designed and well-conducted
placement tests has already been emphasized), the unsatisfactory equipment of
classrooms, the deficiencies of certain textbooks (namely Natural English and
the lack of cultural studies, useful projects and presentations. Some students

expected a more traditional and stricter approach with more grammar drills and
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fewer games; others would have preferred a brisker pace, livelier and more
enjoyable classes and a complete elimination of Czech from the teaching

process.

3.7.1.4 Optimal Teaching Methodology

From the pedagogical-psychological perspective, post-secondary
students, typically 19 to 22 years old, share characteristics of both late
adolescents and, principally, young adults. In particular, they display the great
capacity for learning, the creativity and commitment of the former and the fully
developed logical and reasoning powers, self-discipline and perseverance of
the latter. This combination, together with substantial exposure to the TL
allowed in the course, makes post-secondary students exceptionally able L2
learners ( bar r i n-y i Kpeohantiation,ewhich is best acquired in
childhood) and the highly intensive one-year course one of the most effective

forms of language study.

At the same time, when deciding what and how to teach, psychological
(cognitive as well as affective) aspects of both age groups must be taken into
account, especially the need for appreciation from their peers typical of
adolescents and the wide range of learning experience brought by post-
secondary students as adults. The teacher should allow the learners to use their
cognitive abilities to learn consciously and encourage them to utilize their
idiosyncratic learning styles and preferences to maximise the success in
learning. Moreover, the teacher should strive to minimise any potential
negative effects of t h e | esrmotiomselikesarixiety, inhibition, frustration
and boredom, generate and sustain their self-confidence and motivation, for
instance, by offering tasks which are challenging but achievable, by employing
various interactive patterns including pair- and small-group work, by creating a
generally positive, stress-free learning environment and by fostering their

learning autonomy.

It has already been suggested that the optimal methodology is an
eclectic combination of the best components from a number of different
teaching methods tailored to each particular c | a Bseeds, isterests and tastes.

An enlightened teacher can draw upon an extensive range of methodological
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elements, be it the recently ‘r evi ved’ t r ans lchotaliaodn o f t he
individual drilling of the ATM or the PPP procedure and its modern equivalent,

Engage Studyand Activate An erudite post-secondary teacher can, at various

stages of teaching, exploit some of the ideas ofthe* d e si g n e fromthenet hod s
1970s as well. S/he can, for instance, foster the sense of community as in the

CLL, promote discovery learning and | e a r autnorhysas the SW did,

utilize music to induce a relaxed atmosphere like in Suggestopedjaengage

students in kinaesthetic TPR-like activities, use authentic material as the CLT

and focus on performing language functions such as apologizing, agreeing or

complaining, in and lifelike tasks as in TBL. However, all of these are better to

be used as techniques rather than entire and finite methods.

To summarize, the way of teaching should focus onthe | e a r meeglsr s’
and aim at a balanced development of all language forms and skills, including
basic (listening, silent reading, speaking, and writing), specific (translation),
and combined (reading aloud, taking notes, intercultural), with giving learners
an opportunity to use their language knowledge in meaningful communicative
tasks. ldeally, the techniques, tasks and materials the teacher deploys should be
varied enough to cater for all the different tastes and interests the learners may
have and, in view of the | e a r age shsuld be enjoyable, game-like and

competitive and make a reasonable use of information technologies.

3.7.1.5 Optimal Teaching Materials
A well chosen methodology is best supported by a reliable textbook
complying with the adopted approach and, if possible, a range of
supplementary materials. The first step in selecting a suitable core book for
post-secondary classes was eliminating the coursebooks frequently used at
secondary schools in order to prevent potential overlap of material.
Consequently, based on the data obtained from the needs analysis, the
following were disregarded: New Headway Maturita Solutions New
Opportunities Time totalk, Horizons Matrix, Angl i | tina pro jazykov
Getaway, Face 2 Facand Eurolingua English Next, in accordance with the

students’ preferences expressed in the end-of-course questionnaire, the most
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popular teaching material, New English File(NEF), was evaluated using the
criteria listed in Chapter 2.2.5.2.

Apart from some minor criticism, NEF indeed seems to be an optimal
textbook for post-secondary courses. It is challenging and engaging, it provides
the students with genuine opportunities for practice and activation and it serves
the required didactic f unct i ons . The t eaderamgedfs support
accompanying (audio, video and computer) material is unusually wide, and a
creative teacher not afraid of adapting the book activities for his/ her particular
class, will maximize the textbook’ s  p o tCensideringaall .the positive
features and the fact that it is scarcely used at secondary schools, NEF is ideal.

Moreover, a range of supplementary materials practising grammar,
vocabulary and language skills were recommended. Among the resources
especially suitable for courses with generous time allowance such as those in
post-secondary study, teaching materials focusing on TL culture including the
NEF brand new supplement called Culture Linkand Graded Readers must be
highlighted. The former is indispensable in order to be able to interact
appropriately within the TL community and the latter can be used both in and
out of class to promote the development of thel ear ner s’ habit of r
well as a variety of other language skills including writing, speaking and

listening.

3.7.2 Practical Implications

One-year post-secondary language study was established in the 1990s
with the aim to compensate for the absence of previous FL education. As such,
secondary school leavers were motivated to enrol on the courses by being
allowed to retain the status of secondary school students and thus receive state
social support. However, due to certain loopholes in the legislation, the state
support for post-secondary language students is going to be withdrawn. In
effect, the costs of post-secondary courses will increase considerably, which, as
demonstrated by the data obtained from the end-of-course feedback, will entail
a critical decline in post-secondary clients. In the research, 71 of the 91
respondents (78%), the vast majority, would not have attended the course

without the student status and the associated benefits.
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The assumptions of the MEY'S that post-secondary language courses no
longer fulfil their purpose and that their function will be fully taken over by
compulsory Maturita exam in foreign languages are questionable. Firstly, it
was demonstrated that secondary school language education, especially at
secondary technical and secondary vocational schools, is not yet of adequately
high quality and still needs to be supplemented by further study. Secondly,
since Maturita in FL and its level are, for the time being, optional, students
tend to opt for the easier, B1 level, which does not guarantee a real ability to
communicate in the language, or they avoid taking the exam altogether.
Thirdly, the Maturita certificate is not, unlike the certificates from ESOL

exams post-secondary students usually take, recognized internationally.

Moreover, the legislative measure appears to be economically counter-
productive too, since the anticipated rise in the course costs is likely to induce a
considerable decrease in the number of post-secondary clients, courses and
teachers, which will not only reduce tax revenues, but also increase public
expenditure in the form of unemployment benefits for school leavers and
teachers and social, health and pension insurance f ofst upgeatatdod
universities. However, maintaining the state support for post-secondary
students is an investment which will be recouped, as the courses demonstrably
enhance t helangoagerskills, enahpeahant te pass a state or an
internationally acknowledged language exam and thus increase their chances in

the labour market and consequently, bring more revenue into the state budget.

To conclude, since the advantages, both educational and economic,
outnumber the disadvantages, instead of abolishing the student benefits, the
discrepancies in the legislation should be resolved by specifying the conditions
for the establishment of post-secondary courses and by regularly inspecting
their activity and criteria fulfilment. In addition, the MEY'S could also consider
extending the scope of curricular documents to apply not only to language
schools authorised to organize state language examinations, but also to private
language institutions and thus ensure also the fulfilment of educational

objectives.
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4 CONCLUSION

The objective of this thesis was twofold. Firstly, I set out to monitor the
situation in one-year post-secondary courses of English organised by private
language schools in the Czech Republic, to identify potential shortcomings and
based on the insights gained from the study of theoretical as well as practical
handbooks on linguistic, psycholinguistic and pedagogical principles of
teaching English as a foreign language, to recommend the optimal teaching
methods and materials. Secondly, since teaching foreign languages in general
and teaching languages at private institutions in particular involves pedagogical
aspects as well as purely pragmatic ones, it was essential to look into the study

also from the political and economic point of view.

In pursuit of the primary objective, | first examined the organization of
the courses at three private language schools: Glossaand Tutor located in
Prague and Ideabased in H o d o. it furned out that except for the day form of
study, the number of lessons and the maximum number of students in one
class, that is, factors prescribed by law, the course management at the three
schools varied a lot. The greatest differences were detected in the number of
teachers per group and their focus, the number of course levels, the choice of

textbooks and the thoroughness of progress, final and placement tests.

The analysis of two questionnaires, completed by 94 and 91 post-
secondary students, demonstrated that 86% enrolled on the course immediately
after finishing their secondary school and were, in accordance with the
currently valid legislation, eligible for state social support benefits. 84% of
these fresh school leavers took the first round of the centrally planned Maturita
school-leaving exam in English, mostly opting for the B1 level (85%), which
implies that the quality of language education at Czech secondary schools is
rather low. This seems to be especially true for secondary technical schools,

whose graduates constitute 79% of post-secondary clients.

It can be further inferred that most respondents saw the post-secondary
course as a bridge between their first unsuccessful attempt at university study
and reapplication. Yet the preparation for the university entrance examination

in English does not seem to play a key role in deciding to attend the course. On
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the contrary, it was rated as the least important, after the aim to learn to use the
language actively in communication (86%), the desire to prepare for an
internationally valid ESOL exam (55%), the prospect of increasing the chances
in the local labour market (52%), the possibility to retain the student status
(44%) and, finally, the intention to work and/ or study abroad (40%).

Based on a brief historical overview of the most influential teaching
methods and on the analysis of the preferences expressed in the two
questionnaires, it can be concluded that the most suitable way of teaching for
post-secondary courses i S pr i nc i p lwhich isarcdnlghtebed
blend of the best elements of a number of different ideas and methods, which
advocates balanced practice and development of all language forms and skills,
with a particular emphasis on an abundance of opportunities to use the
language in meaningful communicative tasks. Taking into account the
principles o f the eclectic approach as
preferences and eliminating materials frequently used at secondary schools,

New English Filavas evaluated as the optimal textbook for the course.

As emerged from the comparison of the initial and end-of-course
questionnaires, the expectations students had at the beginning of the course
including the ambition to learn to communicate fluently, to expand their
vocabulary, to consolidate their grammar and, above all, to learn English in an
entertaining but effective way, were largely (82%) fulfilled. Moreover, 96% of
the respondents claimed that they had achieved considerable progress,
especially in the areas they had wished to focus on. This, together with the
predominance of positive evaluation of the course organisation, teaching
methods, materials and teachers shows that this form of language study fully

complies withthe s t u d @emanhds and requirements.

Yet from the pedagogical point of view, several shortcomings were
identified, the most serious being the lack of systematic teaching of culture,
methodical work with Graded Readers, an enlightened approach to translation
and thorough training of dictionary skills. The results of the questionnaires
imply that numerous students had already realized that cultural competence is

an indispensable part of learning a foreign language, without which it is not
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possible to interact in the target language society appropriately. For this
purpose, specific culture-oriented classes could be incorporated in the syllabus
in which, for instance, New English FileCulture Linkcould be utilized. Graded
Readers, on the other hand, tend to be neglected by both teachers and learners,
although they can be used to develop a whole range of competences, including

cultural.

Moreover, serious discrepancies were observed in the legislation
regulating the one-year language study. Not only are the criteria for
establishing the courses unclear, but also a functioning control mechanism with
sanctions for breaching the rules is absent. However, the attempt of the
Ministry of Education, Youth and Spottsresolve the problem by depriving
post-secondary students of the student status and the associated benefits seems
counterproductive. Indeed, with respect to the fact that the Czech education
system is not currently capable of providing pupils with proper language
education, the measure which is anticipated to cause a critical decline in post-

secondary courses seems premature.

To conclude, the results of the research imply that from the educational
perspective, one-year post-secondary language study has numerous positives.
Yet these evident pedagogical benefits are vastly outweighed by economic
factors and, unless a substantial alteration to the legislative is achieved, the
courses, at least in the present form, will probably cease to exist since as a
marketable product they will no longer be profitable and private language

schools will focus on other, commercially more successful programmes.
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GLOSSARY
English - Czech

Apprenticeship certificatev T u | n&certifidats dbtained on completion of
secondary vocational education at a secondary vocational school.

Class register bookt S2 d n2a kbnoiohka :r egi st ering students
teaching materials used

Common European Framework of Reference for LanguageSp ol el n1
evropskl ref er e n:lamgudelime $s3me by the Cauncifoh z y kK y

Europe which is used to describe achievements of learners of foreign

languages by means of six reference levels (A1-C 2 ) defining the | ea
language competences.

Extension studyn 8§ st a v b o v ®&twosyd¢arufallowaup study for those
who completed their secondary vocational education by obtaining an
apprenticeship certificate. It is finished with Maturita examination.

Framework Educational Programme r § mc o v | vzdDl &vac? prog
curricular document defining binding educational norms across various stages:

pre-school education, basic education and secondary education in the whole

Czech Republic. It is further developed into School Educational

Programmes forming the basis of education at individual schools

Grammar schools g y mn 8:zai secondary school providing secondary
general education in four-, six- and eight-year courses finished by Maturita
examination and preparing pupils especially for the entry to a higher education
institution, such as a university. Six- or eight-year grammar schools in their
lower grades provide pupils with primary general education.

Higher education institution v y s o k §a umgjvkrsity oa a college providing
tertiary professional education. In order to study at university, students have to
pass entrance exams. Universities offer three-year-bachelor programmes as
well as five-year-master programmes which finish with a final state exam and a
thesis defense

Language forms/ element§ a zy k o v ® : \ariows aréasSoé Hriguage
system, namely: morphology and syntax (grammar), lexis (vocabulary),
phonology, orthography (and discourse)

Language school authorised to organise state language examinations
jazykov®r gkema s s 8t n?: ajlaaguage lschool®ffermg o u g k y
language courses to the general public, which was awarded the accreditation to

conduct state language exams in accordance with the MEYS Decree no.

33/2005

Language skillsSe | o v ® d lstenmgl speakind, rieading and writing.

Maturita mat ur i t a/ ma A dimali exxamiatiorz cknplatiggkf@ur-
year educational programmes at secondary technical schools and four-, six- or
eight-year educational programmes at grammar schools. It comprises four
subjects, two compulsory (Czech and a foreign language or Czech and
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mathematics) and two electives. The Maturita certificate ( mat ur i t ni
vysveédceni) is a prerequisite for the entr

National Education ProgrammeN8 r odn2 pr o g:rtte sapreme d Dl § v § n 2
curricular documentwhich is created on the basis of the specifications in the
Education Act

National Programme for the Development of Education in the Czech

Republic (White Papef) N§r odn ? program rozvoj e vzdnl
republ i c e:the ®Acdpt8al dcumenhod Gzech educational policy; it

contains the plans for the development of education of the pupils between 3

and 19 years of age and proposals as well as recommendations of economic,

political and educational nature, which are gradually being implemented

Postsecondary studyp o mat ur i t mgenesltthe deimurefers to all
forms of higher, further or tertiary education following secondary education
completed with Maturita examination. In this diploma thesis, it is used to refer
to one-year post-secondary language courses with day form of attendance with
at least four 45-minute classes a day, in accordance with the MEYS DecreeNo.
322/2005 Collon Further Study

Register of Schools and School FacilitieRe j st S2 k gkol 2@ gkol skilc
list of schools maintained by the MEY'S; schools recorded in the Register are

entitled to provide education in the chosen field, form and scope and to receive

funds from corresponding public sources within the limit specified in the

record.

Secondary school leavematuranta person who has just completed his/ her
secondary school education with Maturita examination

Secondary technical schools t Se d n 2 0 d la secondgy schéolo | a
providing four-year secondary education completed with Maturita
examination. It usually prepares pupils both for an occupation and studies at
higher education institutions. Secondary technical schools have an institutional
specialization, such as agricultural, health-related, commercial, etc.

Secondary vocational shoolst Se d n 2 0 d :bacsecand@ry sehbol | i gt D
providing two- or three-year secondary education with Apprenticeship
certificate( vyu ¢ ni | i st ) -gear skdondaoyrducptiondicished c al f our

with Maturita exam. It usually prepares pupils for an occupation.

Social security insurance contributionsp S2 spRvky na soci §l n2 z:
regular contributions to the state employment policy collected by the Czech

Social Security Administration, including contributions towards pensions,

sickness benefits and unemployment benefits®.

Tertiary technical schoolvy g g2 o d baoschovolSrovigingthrea-year
tertiary professional education finished by Absolutoriumexamination. Tertiary
technical school graduates are awarded a degree Qualified specialist(=
di plomovany specialista) written after hi s

White Paper B2 | 8 : deenNatiomal Programme for the Development of
Education in the Czech Republic

5 http://www.cssz.cz/NR/rdonlyres/757820FF-10B3-4BB3-AE5F-
2C02771B6DCD/0/cssz_aj.pdf
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Czech - English

B2 1 § White Pager
Gy mn 8§ zgrammmar school

Jazykovs gkol a S pr 8vemlamguaget sthfool | azykov ®
authorised to organise state language examinations

Jazykov® pangoage f@rasddemnents
Maturant secondary school leaver
Maturita/ matMawnta n2 zkougka

N8r odn?2 progrzaddl 8o 8wéj ev vLesk® republice
National Programme for the Development of Education in the Czech Republic
(White Paper)

N8rodn?2 pr og r NatonalEdacétiongrograntne

N8st avbov &tersibnastidyu m

Pomat ur i t mpdéstsecdndadsiudym

R&§mcovi vzdnl| Branewostk Egucatiomal Rrogramme

Rej st S2k g¢gkol aRegjskeoof Schoblcand Szhadh Fadiligies 2
fel ov® d dangeadesailst i

Soci 81 n2 goaid seeuptye | e n 2

Spol el nl evropsklI r @dyky r @omrhom 2Europe@ime ¢ pr o
Framework of Reference for Languages

St Sedn? o ddecmndangtechnica $chool

St Sedn? o d bseconda®y vocationalisafdoll)
Gkol n2 v zdnI Schoal EducatonabRyogranme
T S2 d n 2 claksmegister book

V y s agkk8ohigleer education institutigruniversity
Vygg?2 od b tertiany8echgiéalbstheol

VT u | n apprénticeship certificate
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Useful Websites

Asociace certifikovanych jazykovych S§Skol
Schools]: http://acert.cz

Asociace | azykov yAsdociatiokas llangwmge Scipelsrandu r  CR |
Agencies of the CR] www.ajsa.cz

Cambridge University Press: http://www.cambridge.org

Cideb/ Black Cat —the publisher of LifeLike http://www.blackcat-cideb.com/
Ces ky s 1 &fCreshtStatistialyOffice]: www.czso.cz

English Theatre: http://www.english-theatre.cz/index.html

Gl ossa $kolwvwiglessaszk O , Ss.r.o:

| de a, s. r. owwidas.gzk ova Skol a:
Macmillan Readers: http://www.macmillanreaders.com/

v 7

Mi ni sterstvo Skolstvi, m adeze a teélovych
and Sports]: www.msmt.cz

Na k | a d 8ridge [Badgewliblishing House]: http://www.bridge-online.cz/

Narodni st av o dNabonahléstitudion ofZTecknicah andd n i [
Vocational Education]: www.nuov.cz

Oxford University Press: www.oup.com
Pearson Longman ELT Publishing: http://www.pearsonelt.com/

Penguin Readers: http://www.penguinreaders.com/

Port al veifiejné spravy Ceské republiky [Po
http://portal.gov.cz/

Prague Playhouse: http://pragueplayhouse.com/

Tutor s.r.o: www.tutor.cz

Ustav pro informace ve vzd&é&l &atica]n i [ I nstit
WWW.UIV.CZ

Vyzkumny st av p e Besegrah dnstitute wf Educatieh]: a z e [
WwWw.vuppraha.cz
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