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Introduction

“Reading is to the mind what exercise is to the body.”
Joseph Addison (1672 — 1719)
English essayist, poet, playwright and politician

In the simplest sense, the word ‘function’ can be thought of as a synonym for the
word ‘purpose’ or ‘use’. When scholars talk about functions of language, they may
mean no more than the way people use their language. Stated in the most general
terms, people do different things with their language, that is, they expect to achieve
different objectives by talking and writing as well as by listening and reading.

There are many classifications of linguistic functions. For instance, Malinowski
(1923) classifies functions of language into two broad categories: ‘pragmatic’ and
‘magical’. A quite different classification is that associated with Biihler (1934)
describing ‘expressive’, ‘conative’ and ‘representational’ functions of language. His
scheme was adopted by the Prague School and later extended by Jakobson (1960) who
adds three more functions — ‘poetic’, ‘transactional’ and ‘metalinguistic’. Bihler’s
scheme was adopted and developed by Britton (1970), who proposes a framework of
‘transactional’, ‘expressive’ and ‘poetic’ language functions. The functionalist
approach to describing language is the one that has its roots in the traditions of Firth
(1951), who views language as ‘interactive’ and ‘interpersonal’. Halliday (1978) uses
the term ‘function’ to mean the purposive nature of communication and outlines
seven functions of language: ‘instrumental’, ‘regulatory’, ‘interactional’, ‘personal’,
‘heuristic’, ‘imaginative’ and ‘informative’.

Speakers or writers convey messages via language. Most of them use language
depending on the immediate situation and their social background. They often have
considerable difficulty in expressing themselves in the language of which they are not
native speakers. Reasons for continuing difficulty in communicating in a foreign
language derives from their problems with pronunciation, a lack of knowledge of
actual speech use of idiomatic expressions and slang, differences in the ability to
acquire language, and the motivation to produce native-like speech. Another
important factor that contributes to the incompetent use of language is that speakers
do not know which utterances are appropriate in the social situation in which they are
speaking (Mizne, 1997).

The knowledge and skills required to deal with the social dimension of language
are concerned with in sociolinguistic competence (Council of Europe, 2020). One of
the factors that makes sociolinguistic competence hard to acquire is a large amount of
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variance in cultural speaking rules. Learners are often unaware of these differences
and use the rules of speaking of their native culture when communicating in a foreign
language. Slovak undergraduates must be trained to use language flexibly and
effectively for different purposes. They should learn how to adjust their level of
formality (register and style) to suit the context: formal, informal or colloquial and
maintain a consistent register. To become efficient interlocutors or writers, they need
to be competent linguistically. That is, apart from dealing with grammar, semantics,
phonology and orthography, they need to learn and acquire frequent and essential
vocabulary, avoid repetition of the exact words, produce and use collocations
systematically and appropriately in different contexts as well as master idioms
(Fernando, 1996; O’Dell & McCarthy, 2008; Gillet, 2010; O’Dell & McCarthy, 2010, and
others).

Acquiring linguistic and pragmatic competences is equally essential. Pragmatic
competence concerns the functional use of linguistic resources (production of
language functions, speech acts), drawing on scenarios or scripts of interactional
exchanges. It also concerns the mastery of discourse, cohesion and coherence, the
identification of text types and forms, irony and parody. For this component, even
more than the linguistic component, it is hardly necessary to emphasise the main
impact of interactions and cultural environments in which such abilities are
constructed (Council of Europe, 2001).

Chapter 1 of the monograph describes four discrete understandings of ‘literacy’,
i.e. literacy as skills — reading, writing and oral skills (numerical skills are excluded) as
well as skills that enable access to knowledge and information; literacy as applied,
practised and situated; literacy as a learning process; and literacy as text. Literacy skills
are not only used for practical purposes but they are also practised for a diverse range
of cultural, social and emotional purposes.

Chapter 2 discusses ‘reading literacy’ as an essential academic competence. It
looks at the Organisation for Economic Co-operation and Development Programme for
International Student Assessment (OECD, PISA), which examines the extent to which
students near the end of their compulsory education have acquired key knowledge
and skills essential for full participation in modern society. Based on the PISA results
(see Hrdlickova, 2018a), Slovak pupils and students do not achieve satisfactory results
in the assessments; the mean performance in reading is constantly decreasing, which
directly impacts communication skills. The chapter further investigates linguistic
features causing difficulties in processing reading texts. It also discusses Europe 2020:
A Strategy for innovative, sustainable and inclusive growth (European Commission,
2010) and the Lisbon Strategy evaluation document (European Commission, 2010) and
considers recent research on improving reading skills at the university level. In
addition, the chapter deals with professional competence; it highlights the most
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important English language skills and the level of English for tasks required by
employers.

Since reading contributes to language proficiency and competence, Chapter 3
describes developing communicative language competences in ‘English as a Foreign
Language’ (EFL), namely ‘linguistic competence’, ‘sociolinguistic competence’ and
‘pragmatic competence’. It considers the aspects and descriptors of particular
competences at Levels B2 — C1 (to see what Slovak students should master) presented
in the Common European Framework of Reference for Languages: Learning, teaching,
assessment and the Common European Framework of Reference for Languages:
Learning, teaching, assessment — Companion volume (CEFR, Council of Europe, 2001,
2020).

Chapter 4 focuses on developing communicative competence in ‘English for
Academic Purposes’ (EAP) and ‘English for Specific Purposes’ (ESP). It discusses the
design of language programmes, the communication situations requiring integrated
skills in both academic and professional spheres, and the ‘integrated-skills’ approaches
in ESP or EAP. Next, it outlines an ideal language programme for a business English
course recommended by the scholars participating in an international project within
the Leonardo da Vinci programme ‘Transparency in the Acquired Language
Competences’ (TALC) that may serve as a prime example for course designers and
educators. Finally, it discusses current challenges in teaching and learning ESP.

Chapter 5 deals with teaching business English at the Department of English
Language of the Faculty of Applied Languages of the University of Economics in
Bratislava and describes what students are supposed to master in the field of
Economics, where they can work when they accomplish their studies and what skills
they are required to have. It looks at the purpose, content, and syllabi of business
English courses for students who have just achieved Level B2 of proficiency. The
chapter investigates the core book (Market Leader Upper Intermediate) and analyses
lexis since 50.00% of the tasks included in departmental end-of-term tests are focused
on testing students’ vocabulary. Next, it is devoted to practising specific skills and
learning and acquiring vocabulary. In addition, it describes the use of technology in
teaching and learning business English.

Chapter 6 briefly discusses teaching business English at the Department of English
Language and Culture of the Faculty of Education of Constantine the Philosopher
University in Nitra since the only course was taught here in the summer semester of
2022/2023. It analyses the content of the ‘Course Information Letter’ and the core
book (Market Leader Advanced). It investigates if an ‘integrated-skills’ approach is also
applied in ESP and examines how students’ specific skills are practised.

Chapter 7 introduces research methodology and presents, summarises and
discusses research findings. There were more reasons for carrying out the first three
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phases of the research, namely unsatisfactory results achieved by Slovak 15-year-old
pupils and students in the PISA assessments, and poor grades achieved by
undergraduates of the University of Economics in Bratislava in written examinations
and frequent retaking of examinations.

Firstly, this chapter aims to confirm the effectiveness of an alternative form of
teaching and learning business English at the University of Economics in Bratislava
using a textbook, a self-study reference and practice book, newspaper and magazine
articles, the Internet and LMS Moodle. The methods applied in the first three phases
of the research are as follows: the General English Idiomatic Test (GEIT; Hrdlickova,
2017), Business English Idiomatic Test (BEIT; Hrdlickova, 2017), Hypothesis Testing, the
parametric t-Test (Independent Samples t-Test, Paired Samples t-Test), quantitative
and qualitative analyses, and end-of-term business English tests. Alternative and Null
hypotheses Hi, Ho; H2, Ho; Hs, Ho; Ha, Ho are expected to be confirmed or refuted
(Kucerova & Fidlerova, 2012). The research will try to provide an answer to the
following research question: Research question (RQ1): “To what extent will the specific
teaching/learning techniques/methods, such as working with authentic texts and
identifying idioms, terms, frequent and essential words, and collocations in them,
support reading literacy?”

Secondly, the fourth phase of the research aims to determine if and how
integrated skills are developed in a business English course at Constantine the
Philosopher University in Nitra and if written assignments impacted students’ results
in the end-of-term test. Other methods/techniques applied are as follows: content
analysis, case studies, written assignments, and an end-of-term test. Research will try
to provide an answer to the following research questions: Research question (RQ2):
“How much time is devoted to the listening section in the given units?” Research
question (RQ3): “How can the right amount of time be given to developing each skill
and competence?”

Chapter ‘Conclusion’ discusses the results of the pedagogical experiment and case
studies and the overall asset of the research.

A brief outline of implications and perspectives for further research, ‘Resumé’
‘References’, articles from newspaper and magazine sources, and ‘Appendices’ are
inseparable parts of the monograph.
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1 Discrete Understandings of ‘Literacy’

For most of its history in English, the word ‘literate’ meant to be ‘familiar with
literature’ or ‘well educated, learned’. Since the late nineteenth century, it has also
come to refer to the abilities to read and write text while maintaining its broader
meaning of being ‘knowledgeable, educated in particular fields’. Since the mid-
twentieth century, scholars have dedicated substantial attention to defining literacy,
and their work has had direct implications for approaches to practice and policy
(Fransman, 2005). Academics from different disciplines such as history, philosophy,
psychology, sociology, anthropology, economics, and linguistics have engaged in an
ongoing debate over the meaning and definition of ‘literacy’ and how it relates to the
broader notions of education and knowledge. Considering these evolving debates,
including the significant traditions, critiques and approaches to literacy, there are four
discrete understandings of literacy: (a) literacy as an autonomous set of skills, (b)
literacy as applied, practised and situated, (c) literacy as a learning process, and (d)
literacy as text (see Hrdlickova, 2018b).

In the 1960s and 1970s, the term ‘functional literacy’ initially emphasised the
impact of literacy on socio-economic development. After that, the notion has evolved
considerably to acknowledge other dimensions (e.g. personal, cultural and political).
In the 1980s and 1990s, reflecting the challenges in economic and social life, the
emergence of the economies of knowledge, and the impact of new technology and
information media, the term ‘literacy’ became a metaphor for many skills. An
emphasis was put on skills and practices relevant to the changing dynamics of modern
life. The late twentieth and early twenty-first centuries brought a fundamental change
in the development of technologies such as the Internet, gaming software, virtual and
augmented reality, and telecommunication technologies. Due to this, the field of New
Literacies Studies started a new era in the study of literacy. While the definition of new
literacy is variable and evolving, it is often understood that it identifies questions,
locates information, evaluates the information, synthesises information to answer
questions, and communicates the answers to others (Shliakhovchuk, 2021).

Those mentioned above four broad areas of investigation accommodate almost all
theoretical understandings of literacy. The following subchapters rely on academic
research from the Anglophone tradition, which has had, by a great amount, the most
significant influence on international policy.
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1.1 Literacy as Skills

Reading, Writing and Oral Skills. The most common understanding of literacy is
that it is a set of tangible skills, mostly the cognitive skills of reading and writing, which
are independent of the context in which they are acquired and the background of the
person who acquires them. Scholars continue to disagree on the best way to acquire
literacy. Some of them advocate the ‘phonetic’ approach and others ‘reading for
meaning’, resulting in what has occasionally been called the ‘reading wars’ (Adams,
1993; Goodman, 1996; Street, 2004). The emphasis on meaning has given way to a
‘scientific’ attention to phonetics, word recognition, spelling and vocabulary. This
approach has turned to research in the cognitive sciences on important features of
human memory (e.g. how the brain processes reading patterns) and to techniques
such as phonological awareness training and giving more and more faster reading tasks
(Abadzi, 2003, 2004).

A tendency to favour the ‘scientific’ principles of phonetics has given rise to claims
that writing is the transcription of speech and in consequence ‘superior’ to it. Likewise,
some claim the alphabetic system is technologically superior to other script forms,
since it is phonetic, rather than reliant on pictures to denote meaning (Olson, 1994).
Street (2004) notes that many such views are founded on deeper assumptions about
the cognitive consequences of learning to read and write. The cognitive argument has
been linked to broader societal development, so that literacy becomes a condition for
economic growth, ‘progress’ and the transition from ‘oral’ to ‘literate’ cultures (Goody,
1977; Olson, 1977, 1994; Ong, 1982).

The transition from oral to literate modes has a fundamental impact on human
consciousness. It does not only allow for the representation of words by signs, but it
also gives a linear shape to thought, providing a critical framework within which to
think analytically. While rational consciousness is taken to be a given good, it derives
from a classical epistemology, which may be less appropriate for societies founded on
different patterns of thought and interaction. Consequently, an understanding of
literacy that maintains some focus on oral skills is desirable.

In the 1970s, some social psychologists argued that many of the assumptions about
literacy in general were linked to school-based writing, resulting in serious limitations
in accounts of literacy — especially in the claim that it improves faculties of reasoning
(Olson, 1977; Scribner & Cole, 1978).

Skills Enabling Access to Knowledge and Information. The concept ‘literacy’ has
begun to be used in a much broader, metaphorical, sense to refer to other skills and
competences, for instance, ‘information literacy’, ‘visual literacy’, ‘media literacy’ and
‘scientific literacy’. The OECD through its publications Literacy in the Information Age:
Final Report of the International Adult Literacy Survey (2000) and Literacy Skills for the
Knowledge Society: Further Results from the International Adult Literacy Survey (1997)
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have given impetus to the use of such terms. The meaning of these terms tends to be
diverse and shifting, ranging from the view of literacy as a set of largely technical skills
to the idea that these skills should be applied in critical ways to examine one’s
surroundings (e.g. the workplace and the media) and push for social change (Hull,
2003). For example, ‘information literacy’ predominantly refers to the ability to access
and use a variety of information sources to solve an information need. In addition, it
can be defined as the development of a complex set of critical skills that allow people
to express, explore, question, communicate and understand the flow of ideas among
individuals and groups in quickly changing technological environments.

Some scholars have suggested that a more useful term would be that of multiple
literacies, i.e. ways of ‘reading the world’ in specific contexts: technological, health,
information, media, visual, scientific and the like (Cope & Kalantzis, 2000; Lankshear &
Knobel, 2003; Street, 2003).

Nevertheless, the concept of multiple literacies is not without controversy. By
attracting a lengthy list of modifiers, ‘literacy’ has become a debased term, its core
reference to reading skills undermined (Hull, 2003; Jones, 1997). However, some
scholars emphasise that reading, in the broadest sense of the word, remains integral
to the concept of ‘literacy’. Therefore, reading may mean not only the decoding and
understanding of words, but also the interpreting of signs, symbols, pictures and
sounds, which vary by social context (Cope & Kalantzis, 2000). To put it briefly,
different everyday contexts present different literacy demands, perceptions of
literacy, and types of power relations and hierarchies of knowledge (Barton, Hamilton,
& lvanic, 2000; Street, 2003).

1.2 Literacy as Applied, Practised and Situated

Acknowledging the limitations of a skills-based approach to literacy, some scholars
have tried to concentrate on the application of these skills in ‘relevant’ ways. One of
the first coordinated efforts to do so was through the development of the concept of
‘functional literacy’. In the 1960s and 1970s, this concept initially emphasised the
impact of literacy on socio-economic development. Views of functional literacy often
assumed literacy could be taught as a universal set of skills, applicable everywhere,
and that there was only one literacy, which everyone should learn in the same way.
Literacy was seen as neutral and independent of social context.

This understanding evolved as scholars argued that the ways in which literacy is
practised vary by social and cultural context (Barton, 1994). Ethnographic research into
literacy practices in specific settings was particularly instrumental in the development
of this approach, normally known as ‘New Literacy Studies’ (Barton & Hamilton, 1999;
Collins, 1995; Gee, 1999; Street, 1998). This approach argues literacy is a social
practice, embedded in social settings.
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Among key concepts in this view of literacy are literacy events — ‘any occasion in
which a piece of writing is integral to the nature of the participants’ interactions and
their interpretative processes’ — and literacy practices — ‘the social practices and
conceptions of reading and writing’ (Street, 1984).

Nevertheless, this approach has been criticised by some scholars, who claim it
overemphasises local needs and insufficiently recognises how external forces (e.g.
international communication, economic globalisation, etc.) have infringed on the
‘local’ experiences of specific communities (Collins & Bolt, 2002). Some scholars
question the unwillingness of advocates of this approach to examine the potential of
literacy to help people move out of ‘local’ positions into fuller economic, social and
political participation.

1.3 Literacy as a Learning Process

As individuals learn, they become literate. This idea is at the core of the approach
that views literacy as an active and broad-based learning process. Building on the
scholarship of John Dewey, an American philosopher, psychologist and educational
reformer, and Jean Piaget, a Swiss psychologist, constructivist educationalists focus on
ways in which individual learners, principally children, make sense of their learning
experiences. In the area of adult education, some scholars see personal experience as
a central resource for learning. Experience is one of Knowles’s (1980) five principles of
‘andragogy’ in which he argues for a learner-centred educational process, with critical
reflection as central. Kolb (1984) developed an experiential learning cycle, with
‘concrete experience’ as a starting point for learning, based on critical reflection.

Social psychologists and anthropologists have used concepts like ‘collaborative
learning’, ‘distributed learning’ and ‘communities of practice’ to shift the focus away
from the individual mind and towards more social practices building on newer
understandings of literacy (Lave & Wenger, 1991; Rogoff, 2003; Rogoff & Lave, 1984).
By way of illustration, Rogers (2003) distinguishes between ‘task-conscious’ learning,
typically evaluated by test-based task completion, and ‘learning-conscious’ learning,
that is assessed from the perspective of the learner. The more traditional learning
methods of children (‘task-conscious’ test learning) are often used for adults, as
obvious in many adult literacy programmes.

Paulo Freire (Freire & Macedo, 1987), a Brazilian educationalist and philosopher,
and a leading advocate of critical pedagogy, is maybe the most famous adult literacy
educator whose work integrated the concepts of active learning within socio-cultural
settings. He emphasised the importance of bringing the learner’s socio-cultural
realities into the learning process itself and then using the learning process to
challenge these social processes. Central to his pedagogy is the concept of ‘critical
literacy’, a goal to be achieved, to a certain extent, through engaging with books and

18



other written texts, but, more profoundly, through reading (i.e. interpreting, reflecting
on, interrogating, theorising, investigating, exploring, probing and questioning) and
writing (acting on and dialogically transforming) the social world.

1.4 Literacy as Text

Literacy as text means to look at it in terms of the ‘subject matter’ (Bhola, 1994)
and the nature of the texts that are produced and consumed by literate individuals.
Texts vary by subject and genre (e.g. textbooks, technical or professional publications
and fiction), by complexity of the language used and by ideological content (explicit or
hidden).

This approach pays peculiar attention to the analysis of discrete passages of text,
referred to by sociolinguists as discourse. Influenced by broader social theories, it
locates literacy within wider communicative and socio-political practices that
construct, legitimate and reproduce existing power structures (Gee, 1990). Language
represents one of several modes through which communication is conducted (Kress &
van Leeuwen, 2001). The broader policy question raised by this work is whether the
types of literacy taught in schools and programmes for adults are relevant to the
present and future lives of learners (Gee, Hull, & Lankshear, 1996).

To sum up, these four approaches broadly reflect the evolution of the meaning of
‘literacy’ in different disciplinary traditions. While international policy has not evolved
in direct response to these views, there has been a mutual influence between evolving
theories and policy-oriented approaches to literacy (UNESCO, 2005).

19



2 Reading Literacy as an Essential Academic
Competence

As discussed above, reading remains integral to the concept of ‘literacy’. It is not
an isolated activity that takes place is some vacuum. Usually, it is undertaken for some
purpose in social context and the context itself contributes to the reader’s notion of
what it means to read, or, as some scholars tend to put it, to be ‘literate’ (Alderson,
2000). Reading is one of the most important skills since it serves as an important source
of comprehensible input as well as it contributes to the development of overall
proficiency and competence of an individual in a language. According to Holloway
(1999), reading skills are substantial to the academic achievement of middle- and high-
school students. Olson (1977) claims that in today’s society reading literacy introduces
a bias because it provides advantages to those who acquire the necessary skills. As the
currency used in schools, literacy provides access to literate institutions and has an
impact on cognition or thinking processes (Olson, 1994); it also shapes the way in
which people think. Achievement in reading literacy is not only a foundation for
achievement in other subject areas within the educational system, but also a
prerequisite for successful participation in most areas of adult life (Cunningham &
Stanovich, 1997).

Since the monograph is primarily devoted to improving university students’
reading and speaking skills, this chapter looks at the importance of reading literacy in
all three levels of education and discusses linguistic features causing difficulties in
processing reading texts. In addition, it deals with research on improving reading skills
as well as it considers the importance of English in the workplace.

2.1 Reading Literacy and Slovak Students’ Results in PISA Assessments

According to Svrékové (2011), the concept ‘reading literacy’ means functional use
of an acquired skill in an individual context. Being literate means that one has to
develop a broader set of skills, which activate functional use of an acquired skill, e.g.
language, in everyday life. Hence, reading literacy does not only refer to mastering the
reading skill, but also the ability to work with texts, communicate in writing, and
acquire and process information contained in texts.

Delgadova (2015) states that reading literacy is a comprehensive set of skills and
abilities that are needed to work with texts effectively. It does not only refer to a mere
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speed reading of words, phrases or full texts, but also to being able to comprehend
the contents properly, find both explicit and implicit meanings, analyse the content
and the information obtained, and being able to interpret the content properly and
pass it on. First of all, it is the ability to make one’s own judgements about texts and
apply their content to innovate and create new knowledge as a result of the
information received.

In the PISA 2015 Assessment and Analytical Framework: Science, Reading,
Mathematic, Financial Literacy and Collaborative Problem Solving (OECD, 2017),
‘reading literacy’ is described as one’s ability to understand, use, reflect on and engage
with written texts to achieve one’s goals, develop one’s knowledge and potential, and
participate in society. The definition goes beyond the traditional notion of decoding
information and literally interpreting what is written. PISA’s notion of ‘reading literacy’
includes the range of situations in which participants read, the different ways in which
written texts are presented, and the variety of ways in which readers approach and
use texts from functional and finite to the deep and far-reaching.

In each round of PISA, one of the core domains (reading, mathematics, science) is
tested in detail. In 2018, 79 countries/economies participated in the assessment and
the core domain was reading, as it was in 2000 and 2009. The data (OECD, 2019)
indicate that seven countries/economies, including the Slovak Republic, saw declining
mean performance in all three domains. Concerning the performance in reading,
Slovak participants achieved unsatisfactory results in the assessments in 2003, 2006,
2009 and 2012. Additionally, mean performance in reading together with science did
not change significantly between 2015 and 2018 (see Hrdlickova, 2018a). When
comparing countries and economies’ performance in reading in the last assessment,
the Slovak Republic was in the 41st place, i.e. statistically significantly below the OECD
average.

The data also reflect that there is a close inter-relationship between a student’s
performance in PISA and his or her parents’ level of education. Countries with more
highly educated and skilled adults are at an advantage over countries where parents
have less education or where many adults have low literacy skills (OECD, 2019).

Results from PISA indicate the quality and equity of learning outcomes achieved
allow educators to learn from the policies and practices applied in other, more
successful, countries. Based on these unsatisfactory results, reading literacy must be
improved since it has an important role in the life of every individual. Additionally, the
overall level of reading literacy has a big impact on society.

2.1.1 Difficulties in Processing Reading Texts in L1 and L2
A negative trend with performance in reading provided the main motivation for
investigating the linguistic features of reading texts in detail. Many researchers have
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been concerned with the difficulties in processing reading texts by L1 (mother tongue)
and L2 (second/foreign language) readers. To put it briefly, Schlesinger (1968)
examines the hypothesis that syntactic complexity may be a factor in processing
difficulties experienced by L1 readers. Berman (1984) discusses a number of linguistic
variables that lead to the text being harder to process for L2 readers. In Freebody and
Anderson’s view (1983), lexical complexity has consistently been shown to have an
impact on comprehension for both L1 and L2 readers. It has also been shown that topic
(un)familiarity cannot be compensated for by easy vocabulary: both difficult
vocabulary and low familiarity diminish comprehension, but texts discussing unknown
topics with complex vocabulary do not become easier if more familiar words are used,
and vice versa. Lexical complexity, mainly high occurrence of idiomatic expressions,
the meanings of which are difficult to understand, give rise to difficulties that L2
readers experience in comprehending such passages (Williams & Dallas, 1984).
Besides, homonyms are especially hard to process as readers usually seem to fix on
one meaning. However, in Cooper’s study (1984) experienced readers manifested
much greater ability to use linguistic cues within larger context to disambiguate
homonyms (Alderson, 2000).

Research also shows that conventionalised multiword expressions and the lexis
itself have been relatively neglected in language studies. This neglect can be ascribed
to the vocabulary being viewed as the non-generative component. It is mainly evident
in respect of the functions of idioms and kindred expressions (Fernando, 1996; Kvetko,
2006). Idiomatic expressions have the potential of appearing anywhere and occur in
mature written or spoken discourse. The abundance of such expressions in English
makes the recognition of an idiom principle, strongly realised in idioms, weakly in
collocations, very useful as an explanation of the way an important part of vocabulary
works (Fernando, 1996). Bild (2016) states that phrases with both strong and low
collocation affinity make the text more difficult to comprehend. Idioms make up a
substantial part of spoken language, but nowadays they often appear in written
language. Proper understanding of ideational idioms (packages of information) in
communication is difficult for non-native speakers as their meanings cannot be derived
from the meanings of its individual components (Fernando, 1996).

2.2 Reading Literacy in an Academic Setting

In their pre-research project, Delgadova, Gullerova and Oltra-Albiach (2016) try to
determine the level of the reading comprehension competence of university students
at three European universities — two in Spain and one in the Slovak Republic. The
results from testing a small sample of Slovak first-year university students indicate
reading literacy deficiencies, i.e. they are not sufficiently prepared to work with
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academic texts of intermediate level of complexity, and lack analytical and critical
thinking.

The fundamental academic competences required for effective learning are
reading comprehension and reading literacy. We agree with Delgadova (2015) who
states that reading literacy is one of the key skills in an academic setting, since the vast
majority of knowledge is acquired through textbooks, monographs and other written
materials. Academic competence is a cluster of abilities, skills, knowledge and
dispositions of cognitive and non-cognitive nature that enable university students to
perform the necessary activities as required, and consequently to graduate and be
successful in their career. Reading literacy, along with professional, technical and other
academic competences, ranks among the essential competences. It is considered to
be the core academic competence in terms of processing the information gained,
innovating it and as a result creating new knowledge (Delgadova et al., 2016).

At the Lisbon Summit in 2000, the Council of Europe set an ambitious strategic goal
for the European Union (EU) for the next decade — to build a competitive and dynamic
knowledge-based economy with greater social cohesion and higher employment. A
comprehensive strategy designed to achieve the following aims was adopted: the
transition to the economy and the knowledge society, modernising the European
social model, mainly by investing in people and combating social exclusion,
maintaining a healthy economic environment and economic growth by applying
appropriate macroeconomic policies (Delgadova, 2015).

To build a competitive knowledge-based society, the EU needs educated, creative
and well-prepared human capital to be able to respond in a flexible way to rapid
societal changes. In the process of creating human capital, education plays a key role
(Delgadova et al., 2016). One of the strategic and ambitious goals set at the Lisbon
Summit was to attain the best possible quality of teaching and learning processes.
University students need to be prepared for challenges of higher education and ready
to get adapted to all the demands set by the society. Considering relevant changes in
the academic setting, they mostly occurred in the sphere of application of information
technologies into higher education, what enabled the establishment of different forms
of distance education such as e-learning, online education, virtual education, network
education, etc. (Krajndkova & Vojtovi¢, 2014). New technologies have brought great
benefits and opportunities in terms of getting information quickly and efficiently, but
they hinder the development of reading literacy.

The information society is referred to as a knowledge-based society. Its essence is
the knowledge economy, in which the ability of economic entities to assess their
knowledge capital plays a major role, whereas knowledge capital refers to creating
added value through applying commonly acquired knowledge and experience and its
further enhancing and exchanging with others. To be informed is of strategic
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importance to survive in the information society, thus the ability to identify, acquire
and process information intellectually, as well as to apply, enhance and innovate it and
as a result create new knowledge is of immense significance. However, this is only
possible when having top-level reading literacy (Delgadova, 2015; Delgadova,
Gullerova, & Oltra, 2015; Delgadova et al., 2016).

2.2.1 Research on Improving Reading Skills

In this digital era, it seems that printed-book readers start to shift to digital-book
readers using new technologies. Novela, Asrowi and Widyastono (2022) analyse
students’ reading ability and the characteristics of the media needed to facilitate
students’ reading activities. In their research, they asked 100 high-school students
questions that refer to the indicators of PISA issues to find out what difficulties they
face while doing the PISA test. The results show that the overall level of students’
reading ability is still relatively low and that students need innovation because they
are very interested in developing a learning media, with one of the prominent
characteristics of the media being interactive.

According to Ntereke and Ramoroka (2017), the ability to read and interpret
textbooks and other assigned materials is a critical component of success at the
university level. In their research study, they evaluate the reading levels of first-year
students to determine how adequately they are prepared for university reading. They
also try to find out if there is any significant improvement after having completed the
course in ‘Communication and Academic Literacy’. Altogether, 51 first-year humanities
students from the University of Botswana were enrolled on it. The data were collected
through a reading test which was administered at the beginning of the first semester
and the same test administered at the end of the semester. The findings indicate that
there is a mixed and wide variation of students’ reading competency levels and that a
significant number of first-year entrants are inadequately prepared for university
reading.

In Hermida’s view (2009), success at the college level mainly depends on existing
pre-entry college attributes, including the mastery of some fundamental academic
skills such as reading, writing, critical thinking, oral presentation and media literacy.
Despite the importance of these skills for academic success, lecturers seldom teach
them. They generally take them for granted, as they tend to presuppose that all
students have already acquired these skills either as part of their secondary education
or elsewhere in college. However, most first-year students lack academic reading skills,
especially because college-level reading greatly differs from high-school reading. Thus,
most student employ non-university strategies to read academic texts, which results
in students taking a surface approach to reading. Hermida (2009) discusses some
strategies, examples and resources aimed at promoting students to take a deep
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approach to reading. According to the Hermida (2009), if lecturers explicitly teach
students how to read academic texts in aligned courses where students have ample
opportunities to engage in reading activities throughout the term, students are more
likely to adopt a deep approach to reading. The scholar conducts action research study
to analyse whether explicitly teaching academic reading skills, coupled with the
introduction of teaching and learning activities designed to encourage students to
actively engage in deep reading in courses, makes a difference in the approach
students take to reading.

Shaw (1999) also states that reading is basic in all academic disciplines. However,
training in reading and comprehension is not properly incorporated in many college
courses. On the one hand, some lecturers hold mistaken assumptions that college
textbooks are not significantly different from the common literature and that most
college students read academic materials willingly and adequately. On the other hand,
some lecturers throw out reading requirements because they see no effective way to
improve students’ reading skills. The most detrimental to students, some faculty
abandon reading requirements because they perceive their implementation as time-
consuming and inconvenient.

Even though students read advanced academic materials, it does not always mean
that they comprehend what they have just read. According to Lei, Rhinehart, Howard
and Cho (2010), college-level courses do not put an emphasis on reading
comprehension. Many lecturers believe that students possess the skills to succeed at
the college level. However, in the United States, freshman college students typically
finish their first year with rather poor reading comprehension skills. Then, they need
to attend reading classes as well as enrol in assistance labs. According to the scholars,
there are many strategies that can be applied to improve students’ reading
comprehension skills, for instance, non-reading related information like background
knowledge or experiences, homework and class work and learning aides. Lecturers can
also teach students how to use other strategies, including the SQ3R method, peer
teaching, encoding, and reading flexibility.

From our experience, we can also say that many Slovak undergraduates do not
possess the skills needed to succeed at university. We agree with Shaw (1999) that
training in improving reading comprehension skills requires a change of attitudes,
experimentation, and conscientious efforts by lecturers. Therefore, in our Project
KEGA ‘Idioms in Business Communication” we focused on working with written texts,
developing reading skills, and acquiring business terms and idiomatic vocabulary.

2.3 Reading Literacy and Professional Competence
English is the real global language that is important not only in education but also
in international relations and business. In 2016, Cambridge English in collaboration
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with QS (Quacquarelli Symonds — the leading global provider of specialist higher
education and careers information and solutions) published English at Work: global
analysis of language skills in the workplace — a global, cross-industry overview of
English language skills at work. The findings are based on data from over 5,373
employers in 38 countries/territories that completed the annual QS Global Employer
Survey, as well as insights from industry experts at Cambridge English. They asked
employers across the world a series of questions about the importance of English in
the workplace.

Regarding the topic of our monograph, we have chosen the following two
questions. In Figure 1, employers told Cambridge English experts that it is important
to have proficiency in all four language skills, but the most important one is reading.
In Figure 2, it can be seen that sectors such as Banking, Finance and Law have the
highest English language requirements compared to Travel, Leisure and Hospitality,
where they have lower requirements.

Cambridge Assessment ‘ !

English
English at Work

What do employers think is the most important language skill?

All company sizes — All sectors — Showing Global

Listening Reading Speaking Writing
38% 5
14% =B 12%
Global Global Global Global

Figure 1. Reading as the most important language skill (Source: Cambridge English &
QS; accessed on 20 June 2023)
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Cambridge Assessment ‘ !

English

English at Work

What level of English do employers require for tasks at work?

All company sizes — All sectors — Showing Global

& &) m

Writing emails and letters Delivering presentations Participating in meetings Reading reports

Giskal Global Global Global
. Advanced to native level Basic to intermediate level

Figure 2. Advanced to native level of English required by employers (Source:
Cambridge English & QS; accessed on 20 June 2023)

27



3 Developing Communicative Language Competences
in EFL

Naturally, reading contributes to the overall proficiency and competence of the
individual in a language. However, there are other aspects that need to be discussed.
In Slovakia, ‘English as a Foreign Language’ (EFL or General English) is taught in primary
and secondary schools, usually in small classes where students use topic-based
textbooks. As they learn English, they develop their language skills — reading, writing,
listening and speaking. In the teaching process, each of these skills is addressed and
different activities integrating all four skills are utilised since each skill reinforces the
other.

The view of ‘competence’ in the Common European Framework of Reference for
Languages (CEFR) does not only come from applied linguistics but also from applied
psychology and sociopolitical approaches. Hymes (1967) coined the term
‘communicative competence’ as a reaction to Chomsky’s notion of ‘linguistic
competence’. The concept has developed over years and different models of
communicative competence have been offered by Hymes (1967, 1972), Canale and
Swain (1980), Canale (1983), Bachman (1990), Celce-Murcia, Dérnyei and Thurrell
(1995), Littlewood (2011), and others.

Chomsky (1964), in coining the terms ‘competence’ and ‘performance’ to refer to
the language knowledge and language use, gives a modern reinterpretation to the
Saussurean (1916) notions of ‘langue’ and ‘parole’. His concept of ‘competence’
encompasses the non-reducible core of language — those aspects that form the
autonomous, purely linguistic, system characterised by a formal grammar. Chomsky
(1965, p. 4) defines the term ‘performance’ to refer to “the actual use of language in
concrete situations”. Thus, competence is one of many systems that contribute to the
performance. As Chomsky (1965, p. 4) puts it, “To study actual linguistic performance,
we must consider the interaction of a variety of factors, of which the underlying
competence of the speaker-hearer is only one. In this respect, study of language is not
different from empirical investigation of other complex phenomena”.

In the 1970s, the term ‘competence’ began to be used in a much broader sense to
refer to any systematic knowledge about language, not just grammatical knowledge.
For instance, McCawley (1972) uses the term ‘competence’ with a meaning that
encompasses much of what has previously been considered part of performance. He
takes linguistic competence here as referring to a speaker’s internalised system for
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relating meanings to possible ways of expressing them and the characteristics of
linguistic and extra-linguistic contexts under which particular ways of expressing them
are appropriate.

Hymes (1971) has communicative competence as “the most general term for the
speaking and hearing capabilities of a person” (p. 16). Hymes (1972, p. 271), while
accepting the superiority of Chomsky’s terminology over de Saussure’s, contends:
“Such a theory of competence posits ideal objects in abstraction from sociocultural
features”. Hymes believes that grammatical competence described by Chomsky is only
one sector of communicative competence. The other ones mentioned by Hymes are
the psycholinguistic (i.e. implementational feasibility), sociocultural (contextual
appropriateness) and de facto (actual occurrence) sectors.

Canale and Swain (1980) propose a model of communicative competence
consisting of grammatical, sociolinguistic and strategic competences. According to
them, grammatical competence includes the knowledge of lexical items and of rules
of morphology, syntax, sentence-grammar semantics and phonology. Strategic
competence is made up of verbal and non-verbal communication strategies that may
be called into action to compensate for breakdowns in communication due to
performance variables or to insufficient competence. Even though strategic
competence is not included in our as well as CEFR classification, it is undoubtedly
important for the language user’s immediate communication. Piccardo et al. (2011)
divides overall language proficiency into: general competences, communicative
language competences, communicative language activities, and communicative
language strategies (reception, production, interaction, mediation), that is also called
strategic competence, which are further subdivided into planning, execution,
evaluation and repair.

Canale (1983, p. 7) revised this model of communicative competence, and he
proposed a four-component framework which includes grammatical competence,
sociolinguistic competence, discourse competence and strategic competence. Here,
grammatical competence is concerned with “features and rules of the language such
as vocabulary, word formation, sentence formation, pronunciation, spelling and
linguistic semantics”. Canale (1983, p. 12) believes this theoretical framework is not a
model of communicative competence, because a model “implies some specification of
the manner and order in which the components interact and in which the various
competences are normally acquired”.

According to Paradis (2002), Chomsky’s interpretation is purely syntactic, while it
is a more comprehensive term for lexicalists within the generative school of thought
(Jackendoff, 1997; Pustejovsky, 1998). They assume a modular lexicon and account for
both the rules governing the structure of language (syntax) and the source and nature
of the lexical material (the lexicon) that enters into the derivations. The modular
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lexicon is a set of lexical entries which contain semantic, syntactic and phonological
information that is deemed necessary to parse a sentence. In the generalist lexicalist
view, this information is tied up with linguistic competence.

Since the monograph deals with developing reading literacy, learning and acquiring
vocabulary, improving oral and written communication, this chapter discusses
linguistic, sociolinguistic and pragmatic competences. It also looks at Levels B2 — C1
(CEFR) of English language proficiency in order to see what is required from Slovak
students to do, or be able to do, with language at both levels.

3.1 Linguistic Competence

Communicative language competence can be considered as including several
components: linguistic, sociolinguistic and pragmatic. Each of these components is
postulated as comprising, particularly, knowledge and skills and know-how.

The concept ‘linguistic competence’ refers to the unconscious knowledge of
grammar that allows speakers to use and understand a language. It is also known as
grammatical competence or I-language. According to Newmeyer (1983), linguistic
competence represents the speaker’s tacit knowledge of the structure of his or her
language.

In the CEFR, linguistic competences include lexical, phonological, syntactical
knowledge and skills and other dimensions of language as system, independently of
the sociolinguistic value of its variations and the pragmatic functions of is realisations.
This component, considered here from the point of view of a given individual’s
communicative language competence, relates not only to the range and quality of
knowledge (e.g. in terms of phonetic distinctions made or the extent and precision of
vocabulary) but also to cognitive organisation and the way this knowledge is stored
(e.g. the various associative networks in which the speaker places a lexical item) and
to its accessibility (activation, recall and availability). Knowledge may be conscious and
readily expressible or may not (e.g. once again in relation to mastery of a phonetic
system). Its organisation and accessibility vary from one individual to another and vary
also within the same individual (e.g. for a plurilingual person depending on the
varieties inherent in his or her plurilingual competence). It can also be held that the
cognitive organisation of vocabulary and the storing of expressions, etc. depend,
amongst other things, on the cultural features of the community or communities in
which the individual has been socialised and where his or her learning has occurred
(Council of Europe, 2001).

3.1.1 Lexical Competence
Lexical competence, knowledge of, and ability to use, the vocabulary of a language,
consists of lexical and grammatical elements. Lexical elements include:
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(i) fixed expressions, consisting of several words, which are used and learnt as
wholes. They comprise: (a) sentential formulae, including: direct exponents of
language functions such as greetings (e.g. Good morning! How do you do?), proverbs,
and relict archaisms (e.g. Be off with you!), (b) phrasal idioms, often: semantically
opaque, frozen metaphors (e.g. it’s a long shot — ‘unlikely to succeed’, he kicked the
bucket — ‘he died’), intensifiers — their use is often contextually and stylistically
restricted (e.g. as white as snow — ‘pure’ as against as white as a sheet — ‘pallid’), (c)
fixed frames, learnt and used as analysed wholes, into which words or phrases are
inserted to from meaningful sentences (e.g. ‘please may | have...’), (d) other fixed
phrases, such as: phrasal verbs, compound prepositions, and (e) fixed collocations,
consisting of words regularly used together (e.g. to make a speech/mistake) (Council
of Europe, 2001, p. 110)

(i) single word forms — a particular single word form may have several distinct
meanings (polysemy) (e.g. tank — ‘a liquid container’ or ‘an armoured armed vehicle’).
Single word forms include members of the open word classes: noun, verb, adjective,
adverb, though these may include closed lexical sets (e.g. days of the week, months of
the year, weights and measures, etc.). Other lexical sets may be also established for
grammatical and semantic purposes (Council of Europe, 2001, p. 110).

Grammatical elements belong to closed word classes, i.e., articles, quantifiers,
demonstratives, personal pronouns, question words and relatives, possessives,
prepositions, auxiliary verbs, conjunctions and particles.

Vocabulary Range

In the CEFR, the ‘Vocabulary range’ scale (Council of Europe, 2001, 2020) concerns
the extent and variety of expressions used. It is generally acquired through reading
widely. The vocabulary range is taken to apply to both reception and production.

As far as Level B2 is concerned, the user/learner can understand and use the main
technical terminology of his or her field, when discussing his or her area of
specialisation with other specialists; has a good range of vocabulary for matters
connected to his or her field and most general topics; can vary formulation to avoid
frequent repetition, but lexical gaps can still cause hesitation and circumlocution; can
produce appropriate collocations of many words in most contexts quite systematically;
can understand and use much of the specialist vocabulary of his or her field but has
problems with specialist terminology outside it.

Considering Level C1, the user/learner has a good command of broad lexical
repertoire allowing gaps to be readily overcome with circumlocutions, however, little
obvious searching for expressions or avoidance strategies can still be seen/heard; can
select from several vocabulary options in almost all situations by exploiting synonyms
of even words less commonly encountered; has a good command of common
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idiomatic expressions and colloquialisms; can play with words quite well; can
understand and use appropriately the range of technical vocabulary and idiomatic
expressions common to his or her area of specialisation.

Vocabulary Control

The ‘Vocabulary control’ scale concerns the user/learner’s ability to choose
appropriate expression from his or her repertoire. As competence increases, such
ability is driven increasingly by association in the form of collocations and lexical
chunks, with one expression triggering another (Council of Europe, 2020).

As far as Level B2 is concerned, the user/learner’s lexical accuracy is quite high, but,
some confusion and incorrect word choice does occur without hindering
communication.

Considering Level C1, the user/learner uses less common vocabulary idiomatically
and appropriately. Occasional minor slips also occur in his or her speech or writing, but
he or she makes no significant vocabulary errors.

3.1.2 Grammatical Competence

Grammatical competence may be defined as knowledge of, and ability to use the
grammatical resources of a language (Council of Europe, 2001). Formally, the grammar
of a language may be seen as the set of principles governing the assembly of elements
into meaningful sentences. Grammatical competence is the ability to understand and
express meaning by producing and recognising well-formed phrases and sentences in
accordance with these principles. The grammar of any language in this sense is highly
complex and, so far, defies definitive or exhaustive treatment. There are several
competing theories and models for the organisation of words into sentences. The
user/learner should be encouraged to state which he or she has chosen to follow and
what consequences his or her choice has for his or her practice. Here, some
parameters and categories which have been widely used in grammatical description
are identified.

The description of grammatical organisation involves the specification of: (a)
elements (e.g. morphs, morphemes-roots and affixes, words), (b) categories (e.g.
number, case, gender; concrete/abstract, countable/uncountable; (in)transitive,
active/passive voice; past/present/future tense; progressive/(im)perfect aspect), (c)
classes (e.g. conjugations, declensions; open word classes: nouns, verbs, adjectives,
adverbs, closed word classes (grammatical elements)), (d) structures (e.g. compound
and complex words; phrases: noun phrase, verbs phrase, etc.; clauses: main,
subordinate, co-ordinate; sentences: simple, compound, complex); (e) processes
(descriptive) (e.g. nominalisation, affixation, suppletion, gradation, transposition,
transformation), and (f) relations (e.g. government, concord, valency).
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Grammatical Accuracy

The scale ‘Grammatical accuracy’ concerns both the user/learner’s ability to recall
prefabricated expressions correctly and the capacity to focus on grammatical forms
while articulating thought (Council of Europe, 2001). This is difficult because, when
formulating thoughts or performing more demanding tasks, the user/learner has to
devote the majority of his or her mental processing capacity to fulfilling the task. This
is why accuracy tends to drop during complex tasks. In addition, research in English,
French and German suggests that inaccuracy increases at Level B1 as the learner is
beginning to use language more independently and creatively.

As far as Level B2 is concerned, the user/learner has good grammatical control,
however, occasional ‘slips’ or non-systematic errors and minor flaws in sentence
structure may still occur, but they are rare and can often be corrected in retrospect;
shows a relatively high degree of grammatical control; does not make mistakes which
lead to misunderstanding; has a good command of simple language structures and
some complex grammatical forms, although he or she tends to use complex structures
rigidly with some inaccuracy.

Considering Level C1, the user/learner consistently maintains a high degree of
grammatical accuracy; errors are rare and difficult to spot (Council of Europe, 2020).

3.1.3 Semantic Competence

Semantic competence deals with the learner’s awareness and control of the
organisation of meaning. Lexical semantics deals with questions of word meaning, e.g.
(a) relation of word to general context: reference, connotation, exponence of general
specific notions, and (b) interlexical relations, such as: synonymy/antonymy,
hyponymy, collocation, part-whole relations, componential analysis and translation
equivalence.

Grammatical semantics focuses on the meaning of grammatical elements,
categories, structures and processes. Pragmatic semantics considers logical relations
such as entailment, presupposition, implicature, etc. (Council of Europe, 2001).

Questions of meaning are central to communication. The functional/notional
approach adopted in the Council of Europe publications offers an alternative to the
treatment of linguistic competence. Instead of starting from language forms and their
meanings, it starts from a systematic classification of communicative functions and of
notions, divided into general and specific, and secondarily deals with forms, lexical and
grammatical, as their exponents. Languages are based on an organisation of form and
an organisation of meaning. The two kinds of organisation cut across each other in a
largely arbitrary manner. Many practitioners find it more advantageous to go from
meaning to form rather than more traditional practice of organising progression in
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purely formal terms. On the other hand, some may prefer to use a ‘communicative
grammar’ (Sajgalikova & Brevenikova, 2014). What is clear is that a language learner
has to acquire both forms and meanings (Council of Europe, 2001).

3.1.4 Phonological Competence

Phonological competence involves a knowledge or, and skill in the perception and
production of: (a) the sound-units (phonemes) of the language and their realisation in
particular contexts (allophones), (b) the phonetic features which distinguish
phonemes (distinctive features, e.g. voicing, rounding, nasality, plosion), (c) the
phonetic composition of words (syllable structure, the sequence of phonemes, word
stress, word tones), (d) sentence phonetics (prosody): sentence stress and rhythm,
intonation, and (e) phonetic reduction: vowel reduction, strong and weak forms,
assimilation and elision.

Phonological Control

The ‘Phonological control’ scale (Council of Europe, 2001) is very brief.

As far as Level B2 is concerned, the user/learner has acquired a clear, natural
pronunciation and intonation.

Considering Level C1, the user/learner can vary intonation and place sentence
stress correctly to express finer shades of meaning.

However, the ‘Phonological scale’ in the Council of Europe (2020) is much more
detailed. It is presented as a grid with the categories ‘Overall phonological control’,
‘Sound articulation’ and ‘Prosodic features’ (stress and intonation). In our view, it is
recommended to follow Levels B2 and C1 in the teaching process, since the
phonological control of an idealised native speaker has traditionally been seen as the
target (see the ‘Course Information Letter’).

3.1.5 Orthographic Competence

Orthographic competence involves a knowledge of and skill in the perception and
production of the symbols of which written texts are composed. The writing systems
of all European languages are based on the alphabetic principle, though those of some
other languages follow an ideographic principle (e.g. Chinese) or a consonantal
principle (e.g. Arabic). For alphabetic systems, the learner should know and be able to
perceive and produce: (a) the form of letters in printed and cursive forms in both upper
and lower case, (b) the proper spelling of words, including recognised contracted
forms, (c) punctuation marks and their conventions of use, (d) typographical
conventions and varieties of font, etc., and (e) logographic signs in common use (e.g.
@, &, S) (Council of Europe, 2001).
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3.1.6 Orthoepic Competence

Conversely, the user/learner required to read aloud a prepared text, or to use in
speech words first encountered in their written form, needs to be able to produce a
correct pronunciation from the written form. This may involve: (a) knowledge of
spelling conventions, (b) ability to consult a dictionary and a knowledge of the
conventions used there for the representation of pronunciation, (c) knowledge of the
implications of written forms, particularly punctuation marks, for phrasing and
intonation, and (d) ability to resolve ambiguity (homonyms, syntactic ambiguities, etc.)
in the light of the context (Council of Europe, 2001).

Orthographic Control

The ‘Orthographic control’ scale concerns the ability to copy, spell and use layout
and punctuation (Council of Europe, 2001, 2020).

As far as Level B2 is concerned, the user/learner can produce clearly intelligible
continuous writing which follows standard layout and paragraphing conventions.
Spelling and punctuation are reasonably accurate but may show signs of mother
tongue influence.

Concerning Level C1, layout, paragraphing and punctuation are consistent and
helpful. Spelling is accurate, apart from occasional slips of the pen.

To sum up, Subchapter 3.1 discussed the descriptors available for different aspects
of linguistic competence, namely ‘Vocabulary range’, ‘Vocabulary control’,
‘Grammatical accuracy’, ‘Phonological control’ and ‘Orthographic control’. The
range/control distinction is a common one that reflects the need to take the
complexity of the language used into account rather than just registering mistakes.

From our pedagogical experience, we can state that reality is quite different —
worse. All students constantly need to develop all aspects of linguistic competence to
eliminate shortcomings in their speech or writing.

3.2 Sociolinguistic Competence

As mentioned above, many scholars present their models of communicative
competence. Canale and Swain (1980) state that sociolinguistic competence in their
model is made up of sociocultural rules of use as well as rules of discourse.
Sociocultural rules of use help language users produce and understand appropriately
language data based on the speaking components of communicative events outlined
by Hymes (1967). Rules of emerging discourse include cohesion and coherence
principles which focus on communicative functions of the combination of utterances.

According to Canale (1983), sociolinguistic competence “addresses the extent to
which utterances are produced and understood appropriately in different
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sociolinguistic contexts depending on contextual factors such as status of participants,
purposes of the interaction, and norms or conventions of interaction” (p. 7),
appropriateness of both form and meaning. Appropriateness of meaning also includes
kinesics and proxemics.

Holmes (1992) states that using language appropriately involves knowing the
sociolinguistic rules for speaking in a community. It means understanding the influence
of social factors on speech behaviour. People in different communities acquire varied
types of knowledge and they learn to use language appropriately in their own
community. The knowledge that underlies people’s ability to use language
appropriately is known as their sociolinguistic competence.

In multilingual communities, choosing the appropriate variety or code to use
involves choosing from distinctly different languages as well as styles within a
language. Children learn their ethnic language first and later other languages are
added for purposes such as education and communication with a wider range of
people in a wider range of contexts. Vernacular languages are the first languages
people learn. A language of wider communication, or lingua franca, is often essential
addition to a person’s repertoire. Vernacular languages contrast with lingua francas in
many ways which reflect their different functions for speakers. For the same reason,
they differ from standard languages, too. The factors that result in the promotion of
a particular variety to the status of standard are social rather than linguistic. However,
as a result, members of a speech community generally need to acquire some
familiarity with a standard language as part of their sociolinguistic competence
(Holmes, 1992).

In a monolingual community, sociolinguistic competence includes learning to use
the community language in a way which reflects a person’s membership of various
overlapping social groups. People belong to a particular social group, and they also live
in a particular region. It is possible that these factors are evident in their speech, but
the first will almost certainly be indicated linguistically. If they live in a monolingual
community, the social group to which they belong may be indicated by their
pronunciation, grammar or vocabulary — or by all of these. People almost certainly
also indicate in their speech whether they are female or male, children or adults.
People unconsciously acquire as part of their sociolinguistic competence the linguistic
features which convey these messages in their own community. They learn how to
speak appropriately for their gender and age group. Using language appropriately
involves learning to take into account who they are talking to. The setting itself and
the purpose of interaction are further factors which influence speech style — choosing
vocabulary typical of more formal or less formal speech (Holmes, 1992).

In the CEFR (Council of Europe, 2001), sociolinguistic competences refer to the
sociocultural conditions of language use. Through its sensitivity to social conventions
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(rules of politeness, norms governing relations between generations, sexes, classes
and social groups, linguistic codification of certain fundamental rituals in the
functioning of a community), the sociolinguistic component absolutely affects all
language communication among representatives of different cultures, even though
participants may not often be aware of its influence.

3.2.1 Linguistic Markers of Social Relations

These are widely divergent in different languages and cultures, depending on such
factors as (i) relative status, (ii) closeness of relation, (iii) register of discourse, etc.
(Council of Europe, 2001, p. 119). The examples given below for English are not
universally applicable and may or may not have equivalence in other languages: (a)
use and choice of greetings: on arrival (e.g. Hello! Good morning!), introductions (e.g.
How do you do?), leave-taking (e.g. Goodbye, See you later), (b) use and choice of
address forms: frozen (e.g. My Lord, Your Grace), formal (e.g. Sir, Madam, Miss,
Professor (+ surname), Dr), informal (first names only, e.g. John!, Suzan!), familiar (e.g.
dear, darling; (popular) mate, love), peremptory (surnames only, e.g. Smith!, You
(there)!), ritual insult (often affectionate, e.g. you stupid idiot!), (c) conventions for
turntaking, and (d) use and choice of expletives (e.g. Dear, dear!, My God!, Bloody
Hell!, etc.).

3.2.2 Politeness Conventions

Politeness conventions provide one of the most important reasons for departing
from the straightforward application of the co-operative principle (Grice, 1975;
Rusinakova, 2022). They vary from one culture to another and are a frequent source
of inter-ethnic misunderstanding, mainly when polite expressions are literally
interpreted: (a) ‘positive’ politeness, e.g. showing interest in a person’s wellbeing;
sharing experiences and concerns, ‘trouble talk’; expressing admiration, affection,
gratitude; offering gifts, promising future favours, hospitality, (b) ‘negative’
politeness, e.g. avoiding face-threatening behaviour (dogmatism, direct orders, etc.);
expressing regret, apologising for face-threatening behaviour (correction,
contradiction, prohibitions, etc.); using hedges, etc. (e.g. | think, tag questions, etc.);
(c) appropriate use of please, thank you, etc., and (d) impoliteness (deliberate flouting
of politeness conventions), e.g. bluntness, frankness; expressing contempt, dislike;
strong complaint and reprimand; venting anger, impatience; and asserting superiority
(Council of Europe, 2001, p. 119-120).

3.2.3 Expressions of Folk Wisdom
These fixed formulae, which both incorporate and reinforce common attitudes,
make a significant contribution to popular culture. They are frequently used, or
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perhaps more often referred to or played upon, for instance in newspaper headlines
(Burcl, 2013, 2014). A knowledge of this accumulated folk wisdom, expressed in
language assumed to be known to all, is a significant component of the linguistic aspect
of sociocultural competence: (a) proverbs (e.g. a stitch in time saves nine), (b) idioms
(e.g. a sprat to catch a mackerel), (c) familiar quotations (e.g. a man’s a man for a’
that), and (d) expressions of: belief, such as — weathersaws (e.g. fine before seven, rain
by eleven); attitudes, such as —clichés (e.g. it takes all sorts to make a world) and values
(e.g. it’s not cricket) (Council of Europe, 2001; see Hrdlickova, 2021)

Graffiti, T-shirt slogans, TV catch phrases, workplace cards and posters now often
have this function.

3.2.4 Register Differences

The term ‘register’ is used to refer to systematic differences between varieties of
language used in different contexts. It is a very broad term, which could cover what is
dealt with under tasks (communicative tasks and purposes), text-types (texts and
activities) and macrofunctions (functional competence). This section deals with
differences in the level of formality: (a) frozen (e.g. Pray silence for His Worship the
Mayorl!), (b) formal (e.g. May we now come to order, please.), (c) neutral (e.g. Shall we
begin?), (d) informal (e.g. Right. What about making a start?), (e) familiar (e.g. O.K.
Let’s get going.), and (f) intimate (e.g. Ready dear?).

In early learning (up to Level B1), a relatively neutral register is appropriate, unless
there are compelling reasons otherwise. It is this register that native speakers are likely
to use towards and expect from foreigners generally. Acquittance with more formal or
more familiar registers is likely to come over a period of time, perhaps through the
reading of different text-types, especially novels, at first as a receptive competence.
Some caution should be exercised in using more formal or more familiar registers,
since their inappropriate use may lead to misinterpretation and ridicule (Council of
Europe, 2001).

3.2.5 Dialect and Accent

Sociolinguistic competence also includes the ability to recognise the linguistic
markers of, for example: (i) social class, (ii) regional provenance, (iii) national origin,
(iv) ethnicity, and (v) occupational group. Such markers include: (a) lexicon (e.g.
Scottish wee for ‘small’), (b) grammar (e.g. Cockney I ain’t seen nothing for ‘I haven’t
seen anything’), (c) phonology (e.g. New York boid for ‘bird’), (d) vocal characteristics
(rhythm, loudness, etc.), (e) paralinguistics, and (f) body language.

No European language communities are entirely homogenous. Different regions
have their peculiarities in language and culture. These are usually most marked in
those who live purely local lives and therefore correlate with social class, occupation
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and educational level. Recognition of such dialectal features, therefore, gives
significant clues as to the interlocutor’s characteristics. Stereotyping plays a big role in
this process. It can be reduced by the development of intercultural skills (and know-
how). Learners will in the course of time also come into contact with speakers of
various provenances. Before themselves adopting dialect forms, they should be aware
of their social connotations and of the need for coherence and consistency.

Sociolinguistic Appropriateness

In the CEFR, one scale is offered for ‘Sociolinguistic appropriateness’ (Council of
Europe, 2020).

As far as Level B2 is concerned, the user/learner can with some effort keep up with
and contribute to group discussions even when talk is fast and colloquial; can recognise
and interpret sociocultural/sociolinguistic cues and consciously modify their linguistic
forms of expression to express themselves appropriately in the situation; can express
himself/herself confidently, clearly and politely in a formal or informal register,
appropriate to the situation and person(s) concerned; can adjust his or her expression
to make some distinction between formal and informal registers but may not always
do so appropriately; can sustain relationships with users of the target language
without unintentionally amusing or irritating them or requiring them to behave other
than they would with another proficient user; and can express himself/herself
appropriately in situations and avoid crass errors of formulation.

Considering Level C1, the user/learner can recognise a wide range of idiomatic
expressions and colloquialisms, appreciating register shifts; however, may need to
confirm occasional details, especially if the accent is unfamiliar; can understand
humour, irony and implicit cultural references, and pick up nuances of meaning; can
follow films employing a considerable degree of slang and idiomatic usage; can use
language flexibly and effectively for social purposes, including emotional, allusive and
joking usage; can adjust his or her level of formality (register and style) to suit the social
context: formal, informal or colloquial as appropriate, and maintain a consistent
register; and can frame critical remarks or express strong disagreement diplomatically
(Council of Europe, 2020).

To sum up, in business English courses taught at the University of Economics in
Bratislava, lecturers put a great emphasis on developing and testing lexical and
grammatical competences. However, Subchapter 3.2 shows that they should also deal
with sociolinguistic competence since doing business internationally occurs among
different cultures. They should consider what range of greetings, address forms and
expletives, which politeness conventions, which proverbs, clichés, folk wisdoms, which
registers, etc. their students should be equipped with and use themselves.
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3.3 Pragmatic Competence

The concept ‘pragmatics’ emerged in the philosophy of language (Morris, 1938).
However, from this field, it has developed to be related to sociolinguistics and other
subdisciplines. Crystal (1997) defines pragmatics as “the study of language from the
point of view of users, especially of the choices they make, the constraints they
encounter in using language in social interaction and the effects their use of language
has on other participants in the act of communication” (p. 301).

Nowadays, this concept is extensively used in the field of foreign language
acquisition and teaching, mainly in reference to pragmatic competence as one of the
abilities subsumed by the overreaching concept of communicative competence.
Chomsky (1980) defines ‘pragmatic competence’ as the “knowledge of conditions and
manner of appropriate use (of the language), in conformity with various purposes” (p.
224). This term was seen in opposition to grammatical competence that in Chomskyan
terms is “the knowledge of form and meaning”. In a more contextualised manner,
Canale and Swain (1980) include pragmatic competence as an important component
of their model of communicative competence.

Pragmatic competence is identified as sociolinguistic competence and defined as
the knowledge of contextually appropriate language use (Canale, 1983; Canale &
Swain, 1980). However, Canale (1988) expands this definition and states that
pragmatic competence includes “illocutionary competence, or the knowledge of the
pragmatic conventions for performing acceptable language functions, and
sociolinguistic competence, or knowledge of the sociolinguistic conventions for
performing language functions appropriately in a given context” (p. 90).

In Bachman’s (1990) model of language competence, pragmatic competence is a
central component incorporating the ability to use the language to express a wide
range of functions and interpret their illocutionary force in discourse according to the
sociocultural context in which they are uttered. Rose’s (1999) working definition of
pragmatic competence has been accepted by scholars in the field of interlanguage
pragmatics. It is described as the ability to use available linguistic resources in a
contextually appropriate manner, i.e., how to do things appropriately with words
(Leech, 1983; Thomas, 1983). Blum-Kulka, House and Kasper (1989) also describe
these two aspects of pragmatics. Pragmalinguistics deals with the words or linguistic
resources that enable the speaker to perform a speech act. Sociopragmatics
investigates the use of speech acts in social contexts and the social factors that affect
them. According to Kasper’s (1997), pragmalinguistics “includes strategies like
directness and indirectness, routines, and a large range of linguistic forms which can
intensify or soften communicative acts” (p. 1). On the other hand, sociopragmatics
refers to the social perception of communicative action.
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In the CEFR (Council of Europe, 2001, 2020), pragmatic competences are
concerned with the user/learner’s knowledge of the principles of language use
according to which messages are: (a) organised, structured and arranged (‘discourse
competence’), (b) used to perform communicative functions (‘functional
competence’), and (c) sequenced according to interactional and transactional
schemata (‘design competence’).

3.3.1 Discourse Competence

Discourse competence is the ability of a user/learner to arrange sentences in
sequence to produce coherent stretches of language. It includes knowledge of and
ability to control the ordering of sentences with regard to: (a) topic/focus, (b)
given/new, (c) ‘natural’ sequencing, (e.g. temporal), (d) cause/effect (invertible), (e)
ability to structure and manage discourse as regards thematic organisation, coherence
and cohesion, logical ordering, style and register, rhetorical effectiveness, and the co-
operative principle (maxims of quality, quantity, relevance, manner) (Grice, 1975;
Rusindkova, 2022). Departure from these criteria for straightforward and efficient
communication should be for a specific purpose.

Text design — knowledge of the design conventions in the community regarding,
e.g. how information is structured in realising the various macro-functions
(description, narrative, exposition, etc.); how stories, anecdotes, jokes, etc. are told;
how a case is built up (in law, debate, etc.); how written texts (essays, formal letters,
etc.) are laid out, signposted and sequenced.

A good deal of mother tongue education is devoted to building a young learner’s
discourse skills. In learning a foreign language, he or she is likely to start with short
turns, usually of single-sentence length. At higher levels of proficiency, the
development of discourse competence (its particular components), becomes of
increasing importance (Council of Europe, 2001, 2020).

Flexibility to Circumstances

Flexibility is concerned with the ability to adapt language learnt to new situations
and to formulate thoughts in different ways (Council of Europe, 2020).

As far as Level B2 is concerned, the user/learner can adjust what he or she says and
the means of expressing it to the situation and the recipient and adopts a level of
formality appropriate to the circumstances; can adjust to the changes of direction,
style and emphasis usually found in conversation; can vary formulation of what he or
she wants to say; and can reformulate an idea to emphasise or explain a point.

Considering Level C1, the user/learner can make a positive impact on an intended
audience by effectively varying style of expression and sentence length and the use of
advanced vocabulary and word order (Council of Europe, 2020).
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Turntaking

Turntaking is concerned with the ability to take the discourse initiative. This ability
can be viewed as an interaction strategy or as an integral aspect of discourse
competence.

As far as Level B2 is concerned, the user/learner can intervene appropriately in
discussion, using appropriate language to do so; can initiate, maintain and end
discourse appropriately with effective turntaking; can initiate discourse, take his or her
turn when appropriate and end conversation when he or she needs to, though he or
she may not always do this elegantly; and can use stock phrases (e.g. that’s a difficult
question to answer) to gain time and keep the turn while formulating what he or she
wants to express.

Considering Level C1, the user/learner can select a suitable phrase from a readily
available range of discourse functions to preface his or her remarks appropriately to
get the floor, or to gain time and keep the floor while thinking (Council of Europe,
2020).

Thematic Development

This scale is concerned with the way in which ideas are logically presented in a text
and related to each other in a clear rhetorical structure. It also comprises following
relevant discourse conventions (Council of Europe, 2020).

As far as Level B2 is concerned, the user/learner can develop an argument
systematically with appropriate highlighting of significant points, and relevant
supporting detail; can present and respond to complex lines of argument convincingly;
can follow the conventional structure of the communicative task concerned when
communicating his or her ideas; can develop a clear description or narrative,
expanding and supporting his or her main points with relevant supporting detail and
examples; can develop a clear argument, expanding and supporting his or her points
of view at some length with subsidiary points and relevant examples; can evaluate the
pros and cons of various options; and can clearly signal the difference between fact
and opinion.

Considering Level C1, the user/learner can use the conventions of the type of text
concerned to hold the target reader’s attention and communicate complex ideas; can
give elaborate descriptions and narratives, integrating sub-themes, developing
particular points and competing with an appropriate conclusion; can write a suitable
introduction and conclusion to a long, complex text; and can expand and support the
main points at some length with secondary points, reasons and relevant examples
(Council of Europe, 2020).
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Coherence and Cohesion

Coherence and cohesion refer to the way in which the separate elements of a text
are interwoven into a coherent whole by using linguistic devices like referencing,
substitution, ellipsis and other forms of textual cohesion, plus logical and temporal
connectors and other forms of discourse makers. Both cohesion and coherence
operate at the level of the sentence/utterance and at the level of the complete text
(Council of Europe, 2020).

As far as Level B2 is concerned, the user/learner can use a variety of linking
expressions efficiently to make clearly the relationships between ideas; can use a
limited number of cohesive devices to link his or her utterances into clear, coherent
discourse, though there may be some ‘jumpiness’ in a long contribution; can produce
text that is generally well-organised and coherent, exploiting a range of linking
expressions and cohesive devices; and can structure longer texts in clear, logical
paragraphs.

Considering Level C1, the user/learner can produce clear, smoothly flowing, well-
structured language, showing controlled use of organisational patterns, connectors
(mainly logical and temporal) and cohesive devices; and can produce well-organised,
coherent text, exploiting a variety of cohesive devices and organisational patterns
(Council of Europe, 2001, 2020).

3.3.2 Functional Competence

Functional competence includes flexibility in the use of one’s repertoire and the
selection of appropriate sociolinguistic choices. All the scales for communicative
language activities describe different types of functional language use. Knowledge of
interactional and transactional schemata relates also to sociocultural competence and
is to some extent treated under ‘Sociolinguistic appropriateness’ on the one hand and
‘General linguistic range’ and ‘Vocabulary range’ on the other, with regard to range of
settings and, at lower levels, repertoires for them. In addition, pragmatic competence
involves ‘speaker meaning’ in context as opposed to the ‘sentence/dictionary meaning
of words and expressions. Thus, articulating exactly what one wants to say requires
another aspect of pragmatic competence: ‘Propositional precision’. (Council of
Europe, 2001, 2020).

Finally, saying anything requires fluency that is understood in two complementary
ways: firstly, in a holistic way, representing the speaker’s ability to articulate a (possibly
complex) message. This more holistic usage is reflected in statements like he’s an
articulate speaker or her English is very fluent and implies an ability to talk at length,
with appropriate things to say in a wide range of contexts. In a narrower, more
technical interpretation, talking at length means a lack of distraction through breaks
and long pauses in the flow. Putting ‘fluency’ under pragmatic competence cuts across
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the traditional competence/performance dichotomy used by linguists since Chomsky.
As was mentioned in discussing the CEFR model, the CEFR does not continue that
tradition. The view taken is that, in an action-oriented approach, competence exists
only in action (Council of Europe, 2001)

Propositional Precision

In the CEFR (Council of Europe, 2020), this scale concerns the ability to pinpoint
how to formulate what one wishes to express. It considers the extent to which the
user/learner can communicate detail and shades of meaning and can avoid
compromising his or her ideally intended message.

As far as Level B2 is concerned, the user/learner can pass on detailed information
reliably; and can communicate the essential points even in more demanding
situations, though his or her language lacks expressive power and idiomaticity.

Considering Level C1, the user/learner can qualify opinions and statements
precisely in relation to degrees of, for instance, certainty/uncertainty, belief/doubt,
likelihood; and can make effective use of linguistic modality to signal the strength of
a claim, an argument or a position (Council of Europe, 2020).

Spoken Fluency

Fluency, as discussed above, has a broader, holistic meaning (i.e. articulate
speaker) and a narrower, technical and more psycholinguistic meaning (i.e. accessing
one’s repertoire). The broader interpretation includes ‘Propositional precision’,
‘Flexibility’, and at least to some extent ‘Thematic development’ and ‘Coherence and
cohesion’. For this reason, this scale focuses more on the narrower, more traditional
view of fluency.

As far as Level B2 is concerned, the user/learner can communicate spontaneously,
often showing remarkable fluency and ease of expression in even longer complex
stretches of language; can produce stretches of language with a fairly even tempo;
although he or she can be hesitant as he or she searches for patterns and expressions,
there are few noticeably long pauses; can interact with degree of fluency and
spontaneity that makes regular interaction with users of the target language quite
possible without imposing strain on either party.

Considering Level C1, the user/learner can express himself or herself fluently and
spontaneously, almost effortlessly. Only a conceptually difficult subject can hinder a
natural, smooth flow of language (Council of Europe, 2001, 2020).

From our pedagogical experience at university, we can state that developing
pragmatic competences, namely discourse competence concerning the ability to
design texts, including the generic aspects, and functional competence concerning the
use of spoken discourse and written texts in communication for particular purposes is
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often neglected. Having considered the results of Slovak students in state written and
oral examinations as well as end-of-term written and oral examinations, lectures
definitely need to pay greater attention to developing pragmatic competence. They
should decide what discourse features the learner is required to control, what
macrofunctions (i.e. description, narration, commentary, exposition, exegesis,
explanation, demonstration, instruction, argumentation, persuasion, etc.) and
microfunctions (i.e. imparting and seeking factual information, expressing and finding
our attitudes, suasion, socialising, structuring discourse, communication repair) he or
she is required to produce, what interaction schemata (e.g. the general schema for the
purchase of goods and services) are required of the learner at each level of proficiency,
etc.
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4 Developing Communicative Competence in EAP and
ESP

English language programmes exist in colleges and universities, extended
education programmes, language schools and institutes, vocational and technical
schools, adult schools and in the ‘workplace’ (companies and corporations). Cutting
across those institutional contexts there are many purposes for which languages are
taught. ‘English for Academic Purposes’ (EAP) and ‘English for Specific Purposes’ (ESP)
are among six broad types of curricula that are designed to fit such varying student
goals. EAP is a term that is very broadly applied to any course, module or workshop in
which students are taught to deal with academically related language and subject
matter. It is common at the advanced level of Pre-academic programmes as well as in
several other institutional settings. ESP programmes are specifically devoted to a
professional field of study. A course in ‘English for Agriculture’, ‘English for Business
Studies’ or ‘Business Writing’ falls under the general rubric of ESP. Usually ESP courses
are differentiated from Vocational/Technical English in that the former apply to
disciplines in which people can get university majors and degrees, and the latter to
trades and other non-baccalaureate certificate programmes. Voc/Tech (Vocational
and Technical) English targets those who are learning trades, arts and other
occupations not commonly included in university programmes (Brown, 1994).

It is universally acknowledged that the Common European Framework of Reference
for Languages: Learning, teaching, assessment (Council of Europe, 2020), even though
it has proved itself to be a crucial tool for language teachers throughout the world, is
still in need of further development and refinement, particularly in the area of specific
languages and in the language of professional domains. Although some studies have
focused on the CEFR in the context of business English, the major force of such studies
is usually directed towards testing, which means that many aspects of language
competence that cannot easily be tested are in all probability to be left out of the
question (Sajalikova & Breeze, 2012).

Owing to numerous initiatives of the European Union, Slovak undergraduates have
many opportunities to study and complete work placements in other European
countries. After graduation, they plan to work or pursue further or doctoral studies
outside their home country. Taking this into consideration, it is unfortunate that
university-level language programmes often provide inadequate preparation. There
may be several reasons for this, e.g., large class sizes and mixed-level groups, but one
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of the main problems is the lack of clear teaching objectives after Level B2 has been
reached (Amalyah, 2021; Breeze, 2007).

To tackle the problem of what to teach at Level C1, scholars from four different
European higher education institutions in Spain, Germany and Slovakia held interviews
with university lecturers (who received Erasmus and other exchange students) and
human resources directors, managers and internship tutors (who received interns and
junior employees from other European countries) to define the language skills they
needed. The research was conducted between 2005 and 2007 within the Leonardo da
Vinci TALC project (Transparency in the Acquired Language Competences) which
represented an attempt to establish a bridge between lecturers and language
programme providers on the one hand and host universities and employers on the
other. Based on the project, the defined and ranked competences provide useful
guidance for any professional involved in teaching or designing language programmes
in higher education.

In both spheres, academic and professional, the interviews brought to light a large
number of situations in which students’ and participants’ language competences were
of the utmost importance. Each of these situations was explored in detail to identify
relevant speech events or types of language use, which were then defined more
closely in terms of different skills and sub-skills. Research findings also show that a
wider variety of genres is used in the professional than academic sphere (Breeze 2007;
Sajgalikova & Breeze, 2012).

4.1 Design of Language Programmes

The picture of language use across a range of academic or professional situations
gained from the TALC project provides useful information for programme designers
and lecturers. Based on data analysis in terms of skills, speaking, listening, reading and
writing are all important, and more loosely defined sociolinguistic competences are
also significant. Additionally, the traditional division into four skills may not offer the
best framework for understanding what students really need. The pattern emerging
from the project is characterised by a high level of integration, particularly between
the two oral and the two written skills, but also across modalities. In this, the scholars’
results complement the framework offered by the CEFR, which contemplates the
integration of various skills under headings such as ‘reception’ and ‘production’. In
particular, the CEFR understands the two oral skills as essentially connected in the
form of ‘interaction’, which was confirmed by the scholars’ study (Breeze, 2007;
Sajgalikova & Breeze, 2012). Their analysis suggests that integration of reading and
writing is also important, as is the ability to handle language across a range of skills
within the same situation. Their final taxonomy of competences includes many
examples in which a single genre or communicative event involves coordinated use of
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two skills (e.g. writing reports includes reading and writing; handling inquiries includes
listening and speaking). There are also cases in which all four skills are integrated (e.g.
negotiations centring on the production or adaptation of written material like
contracts or brochures). In our view, it is useful to consider the following
communication activities requiring integrated skills, with the aim of designing
classroom tasks that encourage students to operate effectively in more than one mode
simultaneously.

4.1.1 Situations Requiring Integrated Skills in the Academic Sphere

Some academics may wish to argue that the integration of the four skills diminishes
the importance of the rules of listening, speaking, reading and writing that are unique
to each separate skill (e.g. in a course in listening comprehension). Such an argument
rarely holds up under careful scrutiny of integrated-skill courses. If anything, the added
richness of the latter gives university students greater motivation that converts to
better retention of principles of effective speaking, listening, reading and writing.
Rather than being forced to plod along through a course that limits itself to one mode
of performance, they are given a chance to diversify their efforts in more meaningful
tasks (Brown, 1994).

A proficient lecturer who professes to follow principles of ‘Communicative
Language Teaching’ (CLT) would never conduct, for instance, a ‘Reading’ class in the
EAP or ESP classroom without extensive use of speaking, listening and writing.

Listening and speaking:

() understanding lectures and asking or answering questions about their content;

(b) following and participating in group discussions, arguing effectively to defend one’s
views;

(c) maintaining conversations about administrative matters, personally or on the
phone; and

(d) recognising and adapting to sociolinguistic dimensions of the target culture.

Reading and writing:

(a) reading and analysing academic papers, articles, textbooks and reports, and
synthesising material from more sources;

(b) when writing, acknowledging information from other published sources, and
translating quotations into the target language;

(c) understanding examination questions and writing brief and precise answers; and

(d) understanding published information and writing letters in response.

Listening and writing: understanding lectures and note-taking.
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Reading and speaking:

(a) reading seminar material, case studies, etc. and presenting an analysis or opinion
based on the material;

(b) reading seminar material, case studies, etc., and explaining the solution to complex
technical or academic problems clearly and coherently; and

(c) reading written instructions, information packs, etc. related to student mobility,
and asking pertinent questions.

Reading, writing and speaking: making and giving a well-structured presentation with
audio-visual support.

In addition to the areas in which two or three skills are integrated, there may be
situations such as certain types of practical class or seminar in which students need to
integrate all four skills:

Reading, writing, listening and speaking: seminars and group work requiring:
reading of seminar materials, case studies, etc., oral presentations of views or
solutions; listening to other students’ interpretations and participating in debates;
writing summaries or explanations of the case or issue under discussion (Breeze, 2007;
Duttlinger, Fanizza-Scheiper, & Linares i Zapater, 2007; Sajgalikova & Breeze, 2012).

4.1.2 Situations Requiring Integrated Skills in the Professional Sphere
In the professional sphere, the integration of the fours skills is also the only
plausible approach to take within a communicative, interactive framework.

Speaking and listening:

(a) giving lectures, courses and presentations, and presenting information or
viewpoints clearly and concisely;

(b) asking and answering questions appropriately;

(c) understanding, note-taking and summarising for others;

(d) negotiating with business partners persuasively and sensitively;

(e) participating effectively in discussions, presenting and defending one’s views;

(f) promoting a positive image of one’s company in interviews;

(g) handling inquiries and dealing with clients and their problems tactfully;

(h) holding successful telephone conversations; and

(i) managing social encounters, entertaining visitors, etc., and showing sensitivity to
cultural dimensions of communication.

Reading and writing:
(a) reading and writing project documents, instructions, reports;
(b) reading and writing business reports;
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(c) understanding, interpreting and using a range of commercial documents;

(d) reading and writing letters, e-mails and memos; and

(e) writing using the appropriate register, format, formulae and technical vocabulary,
and maintaining cohesion through longer texts.

Reading, writing, speaking and listening: presentations and negotiations involving
written material, group discussions, analysis of data, etc. (Breeze, 2007; Duttlinger et
al., 2007; Sajgalikova & Breeze, 2012).

4.1.3 ‘Integrated-Skills’ Approaches in ESP or EAP

As far as an integrated-skills focus in the teaching of ESP or EAP is considered, it
can be maintained by two models which are in common use: ‘content-based teaching’
and ‘theme-based teaching’. They pull the direct attention of the learner away from
the separateness of the skills of language and towards the meaningful purposes for
which he or she uses language (Brown, 1994).

Content-based (also known as ‘content-entered’) language teaching integrates
the learning of some specific subject-matter content with the learning of a foreign
language. The overall structure of a content-based curriculum is dictated more by the
nature of the subject matter than by language forms and sequences. The foreign
language, then, is simply medium to convey informational content of interest and
relevance to the learner. ESP (e.g. for engineering, medicine, business) is an example
of content-based curriculum.

It is perhaps already clear that content-based teaching allows learners to acquire
knowledge and skills that transcend all the bits and pieces of language that may occupy
hours and days of analysing in a traditional language classroom. Research on foreign
language acquisition (FLA) at various ages indicates the ultimate strength of learning
that is pointed towards practical non-language goals. The meaningful learning
principle applies well here. Learners are focused on very useful, practical objectives as
the subject matter is perceived to be relevant to long-term goals. This also increases
the intrinsic motivation that is so important to learning of any kind.

Content-based teaching usually pertains to academic or occupational teaching over
an extended period of time at intermediate to advanced proficiency levels.

It presents some challenges to language teachers. Allowing the subject matter to
control the selection and sequencing of language items means that they have to view
their teaching from an entirely different perspective. They are first and foremost
teaching finance, management or marketing; secondarily they are teaching language.
So, they may have to become double experts.

Content-based teaching allows for the complete integration of language skills. As
the lecturer plans a lesson around a particular sub-topic of his or her subject matter
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area, his or her task becomes one of how best to present that topic or concept or
principle. In such lessons it would be difficult not to involve at least three of the four
skills as he or she has students reading, discussing, solving problems, analysing data,
witing opinions and reports.

To distinguish theme-based teaching from content-based, it is important to
distinguish between what Brown (1994) calls ‘strong’ and ‘weak’ versions of content-
based teaching. In the strong version, the primary purpose of a course is to teach
students in a subject-matter area. Language is of secondary and subordinate interest.
The examples of content-based teaching named above are good illustrations of the
strong version. ESP at university level, for instance, gathers engineering majors
together in a course designed to teach terminology, concepts and current issues in
engineering. Because students are EFL students, they must naturally learn this material
in English, with the help of the lecturer.

A weak form of content-based teaching actually places an equal value on content
and language objectives. While the curriculum is organised around subject matter
area, both students and teachers are fully aware that language skills do not occupy a
subordinate role. Students have chosen to take a course because their language skills
need improvement, and they are now able to work towards that improvement without
being battered with linguistically based topics. The ultimate payoff is that their
language skills are indeed enhanced, but through focal attention to topic and
peripheral attention to language.

This weak version is actually very practical and very effective in many instructional
settings. It typically manifests itself in what has come to be called theme-based, or
topic-based teaching. Theme-based teaching provides an alternative to what would
otherwise be traditional language classes by structuring a course around themes or
topics. Theme-based curricula can serve the multiple interests of students in a
classroom and can offer a focus on content while still adhering to institutional needs
for offering a language course, by itself. So, for instance, an intensive English course
for intermediate pre-university students might deal with topics of current interest
such as public health, environmental awareness, world economics, etc. In the
classroom students read articles or chapters, view video programmes, discuss issues,
propose solutions and carry out writing assignments on a given theme. EAP at
university is an appropriate instance of theme-based teaching.

Granted, there is a fuzzy line of distinction between theme-based teaching and
‘traditional’ language teaching. It is not important to dichotomise here. What is
important here is to put principles of effective learning into action. The major
principles underlying both theme-based and content-based teaching are: (a) the
automaticity principle, (b) the meaningful learning principle, (c) the intrinsic
motivation principle, and (d) the communicative competence principle. All these
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principles are well served by theme-based teaching and by courses that are
successfully able to get students excited and interested in some topic, issue, idea or
problem rather than weary of overanalysing linguistic rules.

Numerous EFL textbooks, especially at the intermediate to advanced levels, offer
theme-based courses of study. They catch the curiosity and motivation of students
with challenging topics and as they grapple with a whole array of real-life issues
ranging from simple to complex, they can also focus on improving their linguistic skills
(Brown, 1994).

4.2 Structure of Language Programmes

The competences described above should serve as guidelines in two important
senses. Firstly, they should be used to develop the basic functional, lexical and
structural syllabi of the language programme, determining what kind of language will
be taught and learnt. Secondly, they should influence the methodology which
underpins the syllabus design: lecturers or language programme designers should put
an emphasis on practising and acquiring skills in the specific context of business,
management and engineering, rather than on de-contextualised language practice.
Such an approach will maximise the possibility that students will build up a solid basis
of transferable skills that can be applied in various academic and professional
situations in business and management. Breeze (2007) and Sajgalikovd and Breeze
(2012) make suggestions for programme lengths of 40, 60 and 90 hours. In all cases, it
is presumed that students enter the programme with a general Level B2 of
competence in the target language. Table 1 proposes a structure and contents for an
ideal language programme for 40-hour course ensuring acquisition of the needed
language competences for students and graduates in business, management and
engineering. It has been chosen since it is the most suitable one regarding 26-hour
courses in business English provided by the Department of English Language.

The findings of the TALC project described above concur with the general definition
of Level C1 (CEFR), filling out the bare descriptors with evidence of what
communicative competence means in the specific context of business, management
and engineering. For instance, in terms of reading, the descriptor ‘can understand a
wide range of demanding, longer texts and recognise implicit meaning’ can be
understood here as the ability to cope with textbooks, academic articles, business
documents and reports. Regarding to speaking skills, the general competences
described in the statements ‘can express fluently and spontaneously without much
obvious searching for expressions’ and ‘can use language flexibly and effectively for
social, academic and professional purposes’ are seen in the context of formal academic
or business presentations, courses, workshops and seminars as well as conducting
negotiations, dealing with clients and handling social encounters.
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Integrated skills Genre Hours

Academic and professional Lectures with questions, discussions, 10
listening and speaking workshops, group work

Academic and professional Giving presentations based on 10
reading, writing and published material, using audio-visual
speaking support

Reading and writing Reading several texts to write an 10

analysis or synthesis, using appropriate
style or conventions

Personal reading and writing | Understanding official documents, 5

writing letters of application and CVs
Personal listening and Conversations about accommodation, 5
speaking health care, etc.

Table 1. Ideal language programme (Source: Breeze, 2007; Duttlinger et al., 2007)

In our opinion, the greater degree of specificity provided by the TALC project will
enable academics or professionals to empower their students through more effective
language programmes, designed to achieve outcomes that are defined in connection
with genres and competences. Furthermore, teaching methodology needs to promote
a shift towards the acquisition of integrated skills at Level C1, so that students leave
the university with a rigorous grounding in the techniques for communication that
they will need in an international professional setting (Sajgalikova & Breeze, 2012).

4.3 Current Challenges in Teaching and Learning ESP

Due to the growing importance of globalisation, English has acquired an even more
influential role at the tertiary level of education (Meristo & Lépez Arias, 2021). It has
provoked the necessity of teaching ESP which meets the demands of students’ field of
study. Furthermore, preparing undergraduate students for both entering the labour
market or continuing their academic path has prioritised the significance of ESP. The
increasing demand of ESP has resulted in the need for a lingua franca of science,
technology, education and business. The field of ESP has promptly flourished recently
to play an important part in ELT and research. Accordingly, the desires to master
technical terms to meet job requirements force people to know ESP rather than basic
English for daily communication (Huong, 2021).

Teaching ESP presents several challenges. Since the list of publications on current
challenges in teaching ESP is endless, so, having considered at least five recent studies,
the major challenges include: (a) vocabulary mastery, (b) limited sources, (c) coping
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with changes, (d) a lack of collaboration, (e) instability in conducting courses, (f) the
need for pedagogical competence and technical skills in online environments, (g)
students not being ready for ESP courses, (h) large class sizes, (i) a decrease in
motivation, (j) differences between ESP and general English and (k) inappropriate
teaching methods (Amalyah, 2021; Huong, 2021; Meristo & Ldépez Arias, 2021;
Prasetya, 2021; Solihah, Kartika, & Setiawan, 2023).

Research findings of the study written by Solihah et al. (2023) have shown that the
main challenge is students’ vocabulary mastery, which can hinder their
comprehension of ESP materials. Another challenge is the need for lecturers to
prepare ESP materials from limited sources, such as textbooks and articles. In their
study, they prioritise doing students-centered activities and building interactions
between the lecturer and students when discussing ESP materials and practicing. It
encouraged their students to be active in improving their skill of speaking as well as
assisted them to enhance new vocabulary relating to the specific fields. The authors
also deal with developing ESP materials and choosing the right teaching methods to
deliver ESP contents in an optimal way.

In their abductive qualitative research, Meristo and Lopez Arias (2021) seek to
obtain a deeper insight into the challenges posed by teaching ESP and detect
problematic issues to better support university lecturers in Estonia to improve their
work. Their research findings highlight three major challenges: difficulties in coping
with changes through the lenses of professionalism, a lack of collaboration and
instability in conducting ESP courses.

Prasetya (2021) does not list challenges in teaching ESP in her paper. However, we
have chosen it since it focuses on the effectiveness of teaching ESP in an online
environment from the perspective of English lecturers. According to her, the English
lecturers’ challenge is to obtain interaction and adaptability with their online
classroom. In our view, it is a big challenge, and we strongly agree with her that it
requires both pedagogical competence in English and experience with learning
management systems such as Moodle.

Huong (2021) does not provide specific information about challenges of teaching
English for specific purposes. In his view, the increasing demand for ESP also puts
pressure on lecturers to use the most effective approaches and teaching methods.
Research on teaching and learning ESP has been conducted widely not only in Vietnam
but also other countries by scholars and researchers with the main aim of figuring out
the most effective approaches, which enables lecturers and learners to adopt best
teaching methods to accomplish their goals. Based on an overview of studies on
teaching and learning ESP, as well as background knowledge on ESP teaching and
learning, the researcher indicates the challenges, opportunities and benefits brought
to lecturers and learners in ESP training.
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Amalyah (2021), in her empirical study at Vietnam universities, tries to identify the
difficulties in teaching ESP and finds out that the challenges of teaching ESP include:
students are not ready for ESP courses, large class sizes, a decrease in motivation,
differences between ESP and general English, and passive teaching methods.

As mentioned above, the list of scholars and researchers who deal with teaching
and learning ESP is endless. All researchers mentioned in this subchapter provide
solutions to the challenges ESP has to face nowadays.
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5 Teaching Business English at the University of
Economics in Bratislava

Teaching business English presupposes teaching English to adults working in
businesses, e.g. in large multinational corporations, small private companies or even
state concerns dealing with providing goods or services. In the case of university
studies, it means teaching English to students preparing to work in the field of
business.

Business English is very different from general EFL. In general English classes,
students’ needs are rarely so urgent. Aims for a business English course always relate
to students’ work. Sometimes it means developing generalised business skills (e.g.
giving presentations) and sometimes something much more technical or academic
(e.g. participating in meetings, taking notes, etc.). Business English is special because
of the opportunity it gives the lecturer to fulfil students’ immediate needs for English.
Since course organisers often fail to differentiate between business English and ESP or
EAP, the lecturer needs to be open-minded when going into this area of teaching.

The study of Economics is vital to understand the society people live in. Economic
decisions have an impact on people as consumers, employees and taxpayers. To study
Economics effectively, students need to learn the language of the domain. Some of
the key terms and concepts that they will need are, for instance, goods and services,
consumer goods and capital goods; investment, savings and consumption; private and
public sector, economic models, deciding at the margin, real and nominal and so forth.
Different classifications of Economics include, firstly, ‘positive economics’ and
‘normative economics’ and, secondly, ‘microeconomics’ and ‘macroeconomics’. In
business English courses, a particular attention needs to be devoted to the second
division.

Microeconomics aims at the choices made by individual decision-making units in
the economy — typically consumers and firms. It focuses on the demand and supply for
goods and services within a particular market such as the market for housing or labour.
It helps to explain the price of a good, people’s decision whether to work in a particular
industry or the impact of an increase in the supply of a product. Microeconomics might
analyse the determinants of the price of oil or a firm’s shares, for example.

In microeconomics, Gillespie (2016, 1998) and Taisl (2002) discuss: (a) defining
economics, (b) the production possibility frontier (PPF), (c) demand, (d) the elasticity
of demand, (e) supply, (f) market equilibrium, (g) the free market system, (h)
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intervening in the market system, (i) short-run and long-run costs, (j) revenue, costs
and profits, (k) perfect competition, (I) monopoly, (m) oligopoly, (n) monopolistic
competition and non-price competition, and (o) the labour market.

Macroeconomics analyses the economy as a whole. For example, rather than
focusing on the price level in one market, macroeconomics considers the general price
level in the economy; rather than examining one individual’s decision whether to work,
it considers the overall numbers employed in the economy. Macroeconomics
therefore deals with topics such as inflation, unemployment, economic growth and
international trade, and usually analyses these from a government’s perspective.

In macroeconomics, Gillespie (2016, 1998) and Taisl (2002) discuss: (a) equilibrium
in the economy, (b) national income and the standard of living, (c) aggregate demand,
aggregate supply and the price level, (d) consumption, (e) investment, (f) fiscal policy,
(g) money, (h) economic growth and the economic cycle, (i) unemployment, (j)
inflation and monetary policy, (k) exchange rates, (I) international trade and balance
of payments, and (m) protectionism and globalisation.

As far as the sectors of the economy are concerned, the ‘private sector’ is made up
of organisations owned by individuals and firms. Companies such as Facebook, Twitter,
Tesco plc. and Barclays Bank plc. are owned by private investors. In this sector, the
owners can pursue their own interests; this is to maximise profits. Business will seek
to produce products where they can make the most profits; if the rewards are not high
enough, they will shift resources elsewhere in search of better returns (Gillespie,
2016). On the other hand, ‘public sector’ organisations (e.g. the National Health
Service in the UK) are run by the government. They may have social objectives as well
as, or instead of, profit targets. The government may measure success in a much
broader way than private businesses do; it may consider the effect on jobs, happiness,
inequality, the community and the environment (Gillespie, 2016, 1998; Taisl, 2002).

Taisl (2002) further describes primary, secondary and tertiary sectors of the
economy. Kenessey (1987) and Rosenberg (2020) add quaternary and quinary sectors
to this list. According to Rosenberg (2020), a nation’s economy is divided into sectors
to define the proportion of a population engaged in different activities. Job sectors, or
the industry of work, are the areas of the economy which include various occupations.
Each sector requires a workforce with diverse skills and various specialties. There are
dozens of job sectors and many of the work positions within the particular fields
require skills that span a multitude of sectors.

Whether the private or public sector, the following list comprises the most
common job sectors or industries that graduates of the University of Economics in
Bratislava are most likely to work in. Each job sector covers more fields of work and so
they can work as economists, financial managers, financial analysts, accountants,
actuaries, directors, diplomats, assistants, managers, IT specialists, lawyers,
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salespeople, retail buyers, advisors and so on. The following division shows the skills

required of employees:

(a) Accountancy/Finance (to be good at numeracy, to have analytical thinking, to able
to work under pressure);

(b) Business Management/Consulting (to have good interpersonal skills, to be good at
strategic planning, to have commercial awareness);

(c) Engineering/Manufacturing (to be good at computer modelling and higher
mathematics, to be creative);

(d) Diplomacy (to have important skills, knowledge of foreign policy and experience to
navigate one’s way through different countries and cultures around the world);

(e) FMCG (to have good cross-functional skills, the need of commercial exposure, to
be good at customer relations);

(f) Hospitality (to have good communication skills, to have basic computer and
technology skills and to have good interpersonal skills);

(g) HR & Recruitment (to have good recruiting skills and negotiation skills, to be able
to multitask);

(h) IT (to have good programming skills and time management);

(i) Law (to have good research skills and written communication skills);

(j) Leisure/Tourism (to have good oral and written communication skills, to be able
to resolve conflicts);

(k) Logistics/Transport (to be good at numeracy, to have analytical thinking);

() Marketing/Digital Media (to be creative, to be able to work in a team);

(m)Retail (an attention to detail is important, to have good customer service skills) and

(n) Sales (to be good at negotiating and public speaking, to have analytical thinking).

5.1 Purpose, Content and Syllabi of Courses in Business English

The purpose of a business English course is to fulfil students’ work-related needs
that are almost always very specific and cover a wide range of language. If students
are employed by multinationals, their primary need will be to be able to use the phone,
report to foreign managers, reply to or write e-mail messages, read periodicals on their
subject area and perform other tasks typically associated with the workplace. If they
do business with companies abroad, their fundamental need might be to survive on
business trips, communicate on the phone or by e-mail and negotiate contracts. Those
who work in an industry whose language is English will need to be able to digest large
quantities of reading material in English; they may also need to be able to give
presentations or discuss their work in English (Donna, 2000).

Investigating, analysing and fulfilling business English students’ needs is thus
important for the success of any business English course. A business English lecturer
needs to consider tasks or concerns which may seem peripheral or beyond a normal
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lecturer’s role. His or her priority should be to run successful courses, and in order for
this to be possible in the field of business English he or she needs to consider wider
issues such as setting things up for success, starting up courses and awareness-raising
and ongoing adjustment of the needs analysis. Breeze (2007) provides an in-depth
analysis of the language competences needed by undergraduates, graduates and
young professionals in the areas of business, management and engineering. She
defines the areas of language use with regard to genres (e.g. speech situations or
contexts) used in the real world, which are then analysed by skills to facilitate the work
of lecturers and course deliverers.

Since courses are set up for many different reasons, the content of individual
courses may vary greatly. However, the content of any particular course is usually
quite specific and will always be determined by the students’ needs and goals. The
most successful courses are those which identify appropriate content and which fulfil
students’ needs most completely. Needs can usually be fulfilled most quickly if the
content is chosen with students’ learning and affective needs in mind, and if as much
as possible is made job-related. The balance of specific elements will depend on
students’ priorities and the learning process, i.e. some things can be learnt faster than
others or are more easily learnt before or after other language areas (Donna, 2010).

According to Breeze (2007), courses for students in the fields of business,
management and engineering who have just achieved Level B2 of general English
language competence need to be organised with the purpose of promoting C1-Level
competence within the specific professional target area. The competences should
underpin the basic functional, lexical and structural syllabi of the course, determining
what kind of language will be taught and learnt. The language studied in class will also
be governed by students’ needs. This often means a high technical content, with
frequent use of common business terms. It also means a focus on styles of speaking
or writing which are appropriate to the students’ working environment and to the
tasks they have to perform. This means students will need to develop a keen
awareness of style — formality vs. informality and directness vs. indirectness (see
Chapter 3). Most importantly, through language study in class students will need to
become aware of the cultural context of language use, i.e. national or local cultures,
industrial cultures and corporate cultures (Donna, 2000).

The Department of English Language provides courses in business English for
students of five faculties of the University of Economics in Bratislava. For the full-time
study, it is 26 hours of teaching per course and 2 hours per week.

In 2014/2015, a brief syllabus of the course ‘Business English for Advanced
Students I’ included: (a) Internal and external communication in business, (b) Trends
in the development of the current economy, (c) Marketing, (d) Products; Global
brands, (e) The company, and (f) Case study.
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In the same academic year, a brief syllabus of the course ‘Business English for
Advanced Students II’ consisted of: (a) Job and work, (b) Trends in the development of
the economy in English-speaking countries, (c) Successful entrepreneurship, (d)
Management, (e) Characteristics of a good manager, and (f) Case study.

Finally, a brief syllabus of the course ‘Business English for Advanced Students III’
(for the Faculty of National Economy) comprised: (a) Raising finance, (b) Mergers and
acquisitions, (c) Securities and financial markets, (d) Economics and trade, and (e)
Accounting and financial statements. A syllabus for the Faculty of Commerce included:
(a) Raising finance for business, (b) Crisis management, (c) Customer service, (d)
Mergers and takeovers, (e) Multinational companies, and (f) Case study.

The Market Leader Business English Course Book Upper Intermediate (Cotton,
Falvey, & Kent, 2011), the core book, was used in all courses. Additionally, English for
Business Studies (MacKenzie, 2010) was recommended for use with students from the
Faculty of National Economy (http://old.euba.sk/kp/predmety).

5.2 The Core Book — Market Leader Upper Intermediate

Market Leader is a five-level business English course for businesspeople and
students of business English. It has been developed in association with the Financial
Times, one of the leading sources of business information in the world. Its material
introduces businesspeople and students to topical business issues and builds the
language and communication skills required in the world of business.

The Market Leader Business English Course Book Upper Intermediate (Cotton et al.,
2011) comprises units based on topics of great interest to people involved in or
studying international business. However, at present, the core book features a range
of resource material that reflected the trends in the business world twelve years ago.
Nevertheless, if students are interested in business, they will improve their ability to
communicate in English in a wide range of business situations. They will also develop
the communication skills they need to succeed in business and enlarge their
knowledge of the business world.

The core book includes 12 units, namely: Communication, International marketing,
Building relationships, Success, Job satisfaction, Risk, Management styles, Team
building, Raising finance, Customer service, Crisis management, and Mergers and
acquisitions. Each unit consists of the following sections:

Starting up. Students are offered a variety of interesting activities in which they
discuss the topic of the unit and exchange ideas about it.

Vocabulary. Students learn important new words and phrases which they can use
when they carry out the tasks in the unit. They can find definitions and examples and
listen to the pronunciation of new vocabulary in the i-Glossary feature on the DVD-
ROM. The DVD-ROM also contains further practice exercises. A good business
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dictionary (e.g. Oxford Business English Dictionary, 2005; Longman Business English
Dictionary, 2007) will also help them increase their business vocabulary.

Reading. Students read authentic (but not the latest) articles on a variety of topics
from the Financial Times, other newspapers and books on business. They develop their
reading skills and learn essential business vocabulary. Additionally, they discuss the
ideas and issues in the articles.

Listening. Students hear authentic interviews with businesspeople and a variety of
scripted recordings. They develop listening skills like listening for information and
note-taking. They can also find further practice exercises on the DVD-ROM.

Language review. This section focuses on common problem areas at this level.
Students become more accurate in their use of language. Each unit contains a
‘Language review box’ that provides a review of key grammar items. A ‘Grammar
reference’ section can be found at the back of the book and on the DVD-ROM. The
DVD-ROM also provides extra grammar practice.

Skills. Students develop essential business communication skills such as making
presentations, networking, negotiating, cold-calling and dealing with communication
breakdowns. Each ‘Skills’ section contains a ‘Useful language’ box, which provides
them with the language they need to carry out the realistic business tasks. The DVD-
ROM supplements the course book with additional activities.

Case study. Case studies are linked to the business topics of each unit. They are
based on realistic business problems or situations and allow students to use the
language and communication skills they have developed while working through the
unit. They give students the opportunity to practise their speaking skills in realistic
business situations. Each case study ends with a writing task.

Working across cultures. The four units focus on different aspects of international
communication. They help raise students’ awareness of potential misunderstandings
or problems that may arise when doing business with people from different cultures.

Revisions units. The Course Book also contains four revision units, each based on
the material covered in the preceding three Course Book units.

5.3 Practising Students’ Specific Skills

Developing students’ skills in the business English classroom is most effective if
very specific areas of weakness are identified, e.g. dealing with question and answer
(Q&A) session after giving a presentation. If they are identified with regard to
performance skills, i.e. specific language use in work contexts, students’ on-the-job
performance is presumably to show a marked improvement. Generalised notions of
‘speaking skills’, ‘listening skills’, ‘reading skills’ and ‘writing skills’ are usually too
general in the business English context.
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Donna (2000) discusses the following areas to improve students’ specific skills: (a)
talking to clients, (b) snail mail, (c) telephoning, (d) dealing with visitors, (e) talking to
colleagues, (f) reporting to foreign managers, (g) presentations and Q&A sessions, (h)
meetings, (i) negotiating, (j) note-taking, (k) e-mail and memos, () report-writing, and
(m) understanding the news. According to Taylor (2006), the following areas are
important to students: (a) networking and socialising, (b) telephoning, (c) negotiations,
(d) presentations, (e) writing emails, (f) meetings, (g) reading business texts, (h)
listening, (i) business vocabulary, and (j) grammar.

Gillet (2010), in one of the world’s most popular books for learning conversational
English, deals with meetings, negotiations, etc. However, she focuses on using idioms
in the areas such as (a) talking about a new project, financial issues, manufacturing
and company strategy, (b) discussing a new ad campaign, good/bad results, a difficult
decision, a difficult request, a mistake, (c) dealing with a dissatisfied customer, (d)
motivating co-workers, (e) running a meeting, (f) taking credit for good results, (g)
shifting a blame, (h) disagreeing with someone politely, (i) complaining about a co-
worker, (j) requesting a bank loan, (k) negotiating a purchase, a salary, (I) conducting
a performance review, (m) promoting an employee, (n) having a job interview, etc.

When developing students’ specific skills for performance areas, the lecturer
should not expect perfect performance before moving on to the next performance
area. Ongoing recycling is more effective and more motivating for students. This sub-
chapter explains some business skills and important areas of language to practice.

5.3.1 Listening and Speaking

Talking to clients. Only some students will need to deal directly with clients as part
of their normal job. However, all students should be capable of introducing themselves
and their company in case they ever meet a potential client (e.g. on a plane, at a
conference, etc.). In addition, all students should be able to make clients feel relaxed
to avoid embarrassment and ‘keep conversation going’ (Donna, 2000).

Telephoning. Non-native English speakers need to be able to use the telephone
effectively if they are to survive in an international office environment. Since many
students suffer when using the telephone, the first aim of skills practice must be to
help them overcome their fear. The second aim is helping students understand how
telephones are typically used in British or American corporations because telephone
etiquette can be very different in different parts of the world. It may, for instance, be
normal for anybody to pick up the phone or for very direct, or indirect, forms of speech
to be used in the students’ home country. Students may also find it difficult to have a
casual chat over the phone before getting down to business. Thirdly and equally
importantly, the lecturer has to help students improve their pronunciation and audible
non-verbal language; these aspects of communication obviously become so much
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more important on the telephone because of the absence of the visual image which is
present in any face-to-face conversation (Donna, 2000).

Dealing with visitors. Nearly all students will have to deal with foreign visitors to
their company, so this is an important skill area to practice. Chance or planned
introductions and chats with visitors can be the first step to building relationships with
people who matter, so can their career prospects. Students practise language for this
area most enthusiastically when the lecturer helps them imagine a situation (e.g. a day
when they are suddenly introduced to someone by their superior). The lecturer can
help his or her students practise common beginnings, useful questions and typical
responses so that they have a good ‘springboard’ for a freer conversation in real life.
Since intonation, vice range, sentence stress, backchannelling and body language
(especially eye contact and body space) are all extremely important if students want
to make a good impression, realistic role-play is essential (Donna, 2000).

Networking and socialising. Most people included in business want to create long-
term business relationships based on trust and mutual respect, i.e. networking and
socialising are important activities, mainly when working internationally. In some
cultures, the relationship is even more important than the particular business being
dealt with. A good deal of time and energy goes into building and maintaining good
personal relationships so as to make difficult business discussions and decisions easier
to handle (Taylor, 2006; see also Fine, 2005; Ford-Bartfay, 2002a, 2002b; RoAne,
1999).

Talking to colleagues. For some students, chatting to foreign colleagues or
superiors is an unconventional idea that involves a big conceptual leap. However, since
students’ relationships with them might have a great effect on their career, this is an
important area of language to practise. Practice means considering three main areas.
First, since acceptable subjects of conversations, turntaking and topic management
may differ dramatically from culture to culture, students may need to be sensitised to
the cross-cultural angle of ‘casual chatting’. Second, students need to be made aware
of any body language they use which might seem inappropriate in an international
context. Third, they need to consider what specific language they can use in this
seemingly relaxed situation (Donna, 2000).

Reporting to foreign managers. All students working in a multinational corporation
need to gain a clearer understanding of their relationships with their foreign
colleagues or boss with regard to the company’s corporate culture. For students who
report directly to a foreign manager — who, although English-speaking, could be any
nationality — awareness-raising and language practice is particularly important in
terms of both career development and day-to-day survival. Students may be surprised
by the way in which English is commonly used with superiors and may have a very
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different concept from their bosses as to what constitutes ‘helpful’ behaviour, simply
because these things are culturally defined (Donna, 2000).

Participating in meetings. Successful participation in meetings in English is often
necessary for advancement within a company, mainly if it is a multinational, so practice
of this language area is essential, even if difficult for many students. As might be
expected, students may find participation much more difficult than comprehension of
conversation, especially if some participants are native speakers of English. Turntaking
patterns and rules for etiquette may be quite different in the students’ home culture
so these naturally need to be the focus of attention when the lecturer is practising
relevant language. In addition, people in real-life meetings do not often use language
in ways that students might expect. They make suggestions in surprising ways and use
many subtle ways of influencing others. They also use indirect ways of agreeing and
disagreeing, which are very dissimilar to the phrases presented to students in many
course books. So, students need language to be able to exert influence themselves and
strategies for coping if they encounter difficulties (Donna, 2000; see also Laws, 2009).

Negotiating. Even if students are not involved in major negotiations for contracts,
most of them need to conduct small-scale negotiations (e.g. to arrange or change
meetings, get rooms reserved, persuade foreign colleagues to change procedures or
systems, etc.). The most successful negotiations involve a sharing of problems and a
final agreement which is satisfactory and beneficial to both parties. Students have to
be very much aware of cultural differences if they are to be successful negotiators. In
Taylor’s view (2006), the key attributes of the successful negotiator are the willingness
to take risks, the ability to think under stress, and stamina and patience. Also, three
key skills for the international negotiator are to be able to see the world as others see
it, deal with ambiguous situations and express oneself so that everyone can
understand. According to him, the last one is a key skill for second-language speakers.
When dealing with certain nationalities, students may find that they have to do a lot
of ‘chatting’ before or during serious negotiating sessions because personal
relationships between people who do business are considered especially important in
some cultures (e.g. Japan, China, etc.). In any cross-cultural situation, the ability of
students to build rapport with their negotiating partners is of paramount importance,
i.e. initial chatting, effective listening and the ability to stress areas of common ground
(i.e. points of agreement) are especially important. Additionally, students need to
understand that negotiators in many cultures may not be able to make decisions, as
their counterparts often do in the United Kingdom and the United States, because
power and decision-making structures may be completely different in students’ home
or corporate culture (Donna, 2000; see also Fisher, Ury, & Patton, 2011; Laws, 2001).

Giving presentations and practising Q&A sessions. Presentations can take many
forms. They can be given at a conference at home or abroad, in one’s own company,
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at a client’s, etc.; they can be for one person or many people. They are often part of a
meeting or constitute the beginning of a meeting. Since students at all levels may find
them frightening — maybe because they can have an impact on a person’s career — this
is an important area of language to practise. Q&A sessions can be even more nerve-
racking, even for the advanced students, because they cannot be planned and
practised in quite the same way as the presentations which trigger them; they need to
be an integral part of presentations practice if students are to feel well-prepared and
confident (Donna, 2000). In the past, FORTUNE magazine ran an article about the
hidden fears and phobias of top managers in the United States. They discovered that
the number one fear, among others, was giving presentations. The reason was that
people were frightened that they would make mistakes in front of others, and that
their personal and professional credibility would suffer (Taylor, 2006; see also Forsyth,

1997; Genard, 2016).

As far as the students of the University of Economics in Bratislava are concerned,
first- and second-year students of five faculties (depending on the type of the faculty)
take courses in ‘Business English for Advanced Students |, II, llI'. They are supposed to
make and give a 10-minute PowerPoint presentation based on a 10-page academic
paper. After giving a presentation, a Q&A session follows. Furthermore, apart from
this type of presentation, students in the second and third courses in business English
were supposed to give oral mini presentations (2-5 minutes) about newspaper or
magazine articles read within the KEGA project between 2017 and 2019.

Before focusing on language for this area, students need to understand what
makes a presentation good. To do this, students’ comments are invited and then the
whole class discusses and considers the following notes:

(a) the speaker’s audience carefully — how much it already knows and how much the
speaker needs to tell it;

(b) the speaker’s aim in giving the presentation; discarding any material which does
not directly help achieve this aim; if something is not directly relevant, it is likely to
distract the speaker’s audience and dilute his or her message;

(c) making the speaker’s message easy to understand by organising his or her material
carefully and using visual aids at appropriate moments;

(d) checking the speaker knows how to use any equipment he or she plans to use; and

(e) being confident; saying what the speaker can do and being honest in the Q&A
session; encouraging constructive discussion.

After that, ‘Making a presentation’ in the ‘Skills” section of Unit 12 Mergers and
acquisitions (Cotton et al., 2011) is discussed in the ‘Useful language box’ containing
phrases to refer back, look forward, ask rhetorical questions, make points in threes,
summarise, use emotive language, talk about the future, repeat and ask for feedback.
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When practising the language for this area, the lecturer helps students refine their
non-linguistic skills as well as their linguistic skills; body language, planning and the
effective use of visual aids are all as important as language. Students are helped to
avoid being an ‘impolite audience’ through inattention or poor, or offensive, body
language because attending presentations might provide excellent opportunities for
making contacts or building rapports.

Students are also helped to avoid being egocentric. If they want to influence others,
their language needs to reflect co-operative and empathetic attitude. They need to
put themselves in the shoes of the people they are addressing, see the world from
their perspective and address their concerns. The word ‘I’ is a distancing word that
separates them from the very people they want to connect with. Usually, they do it
accidentally. They need to use the words ‘you’, ‘us’ and the inclusive ‘we’, which means
both the speaker and the listener. Sometimes, naturally, they need to show their
personal beliefs or strength of opinion, and then the word ‘I’ really means something.
However, they should not dilute this powerful effect by overusing it.

5.3.2 Listening/Speaking/Reading and Writing Skills

Note-taking. It involves practising the difficult skill of writing while listening and/or
speaking. It is an important skill for most students working in the field of international
business because they are bound to need to take notes at meetings or presentations
conducted in English. Since notes taken are not read by anyone else, their purpose is
to be functional. It is probably the easiest if students take notes in the language of the
meeting or if they use an ‘international’ note-taking system which does not necessitate
ongoing translation. To provide useful guidance and practice for students the lecturer
should find out how notes are usually written up in the students’ companies because
this may affect the style of note-taking and the level of detail he or she recommends
(Donna, 2000).

Snail mail. Letters (‘snail mail’) are still used, although in many countries they have
been replaced by e-mails, which, if formal, are often simply the same text e-mailed.
Letters are only used to communicate with people in other companies, so they are
likely to be more consistently formal than other types of correspondence. Their
relative slowness, compared to e-mails, adds to this sense of formality, probably
because everyone is aware that there is time to express things more carefully. It is very
easy for students to achieve the right level of formality, because many formulaic
expressions (e.g. | look forward to hearing from you, Yours faithfully, Yours sincerely,
etc.) have become standard in letters. Students benefit if they learn these formulaic
expressions because as well as helping with their letter-writing, the same expressions
can usually be used in other types of correspondence, too. Varying the style to make
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letters to long-term contacts more friendly is, certainly, relatively easy to do (Donna,
2000).

E-mail and memos. E-mail has been used in international business to replace
letters, memos and even telephone calls, partly because it is convenient and
inexpensive and partly because e-mail is so easy to use within a networked system.
The style of writing can vary as much as for letters (depending on relationships of
correspondents and the purpose for writing) but is usually much more informal than
in other types of written communication. Old-fashioned paper memos have been
phased out by many companies in favour of faster and more convenient e-mail.
However, written messages are still frequently sent around within companies so
‘message-writing’ practice, which can be thought of as a message sent on paper or e-
mail, still needs to be done by most business English students (Donna, 2000; see also
Bly & Kelly, 2009). Quick email messages about company happenings have become a
common method of communication in offices, but this form of communication is not
suitable for all occasions. While informal e-mails may have replaced the interoffice
memo in some situations, business memos still have a place in the office. The format,
style and organisation of memos can vary enormously, mainly because of the influence
of corporate culture but also because memos can be used to communicate with one
or many people, who may be of similar or very different status. According to Kelchner
(n.d.), business memos follow strict guidelines with regard to format — with a header,
opening, summary and closing. The business memo should be formal and managers
may send the formal document to employees via e-mail.

Report-writing. Reports can be anything from a long memo (i.e. a single page) to a
40-page, well-organised and formatted analysis of a particular situation. Whatever
their length, reports can effect enormous change, so they are extremely important to
students. When teaching report-writing, the most important area to focus on is
probably organisation of material, especially if students are unused to Western forms
of content organisation. Students must also take care to gear their message to their
reader(s) and differentiate between fact and opinion. Obviously, the consequence of
suggesting something in fact, when it is merely opinion, could be far-reaching and
could cause bad feeling if found out (Donna, 2000).

Regarding the practising listening/speaking/reading and writing skills in business
English courses, the core book (Cotton et al., 2011) offers a wide range of case studies
that integrate these skills. The lecturer can help students write these assignments:

(a) e-mails (e.g. Case study 1 — The price of success);

(b) the action minutes (e.g. Case study 2 — Henri-Claude Cosmetics);
(c) sales letters (e.g. Case study 3 — Al-Munir Hotel and Spa Group);
(d) press releases (e.g. Case study 4 — Kensington United);

(e) sets of guidelines (e.g. Case study 5 — Just good friends?);
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(f) reports (e.g. to the CEO/the Board of Directors/the Director of Customer Services:
Case study 6 — Winton Carter Mining; Case study 7 —S&L Selig and Lind; Case study
10 — HURRAH airlines; Case study 11 — In Range; Case study 12 — Rinnovar
International);

(g) formal letters (e.g. to the CEO: Case study 8 — Motivating the sales team); and

(h) summaries (e.g. Case study 9 — Last throw of the dice).

Donna (2000) states that visit reports and minutes of meetings can vary very
greatly from company to company. When practising report-writing, students of
different faculties are supposed to write a single page well-organised report with
information presented in a logical order. As there is no set layout for a report, this
format is common for many formal reports: Title, Executive summary, Introduction,
Findings, Conclusion and Recommendations. Another possible structure is: Title,
Terms of reference, Procedure, Findings, Conclusions and Recommendations.

When writing the action minutes, students follow this format: Title, Date, Time,
Venue and Participants. The following table is divided into three columns with
headings of Point, Discussion and Action. The minutes can be an important record of
what really is discussed at a meeting, so it is important to make sure that the summary
of each point is as accurate as possible. The action column is important for showing
who is supposed to do what by when. Below, there is some information about next
meeting — Date, Time and Venue.

When teaching writing formal letters, students are aware that conventions and
layout of letters vary to some extent but the following are widely accepted:

(a) block layout with open punctuation (i.e. no commas, etc. in addresses);

(b) initials must always be included with the surname above the address of the
recipient; in other words, Mr Gibson, Sales Manager, CWS-Boco, ... is not
acceptable; one has to write Mr K Gibson, Sales Manager, CWS-Boco;

(c) salutation (when one does not know the name of the recipient: Dear Sir/Madam
(BrE), Ladies and Gentlemen (AmE), when one knows the name of the recipient:
Dear Mr/Mrs/Ms/Miss Bennett (BrE, AmE);

(d) endings (when one does not know the name of the recipient: Yours faithfully (BrE),
Sincerely yours (AmE), when one knows the name of the recipient: Yours sincerely
(BrE), Sincerely (AmE);

(e) signing the letter, then printing one’s hame and position under his/her signature;
and

(f) common abbreviations such as Re., pp, encl., cc (i.e. regarding, on behalf of,
documents enclosed and copies).
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Since writing a summary of a reading article was one of the tasks included in
business English tests, students were asked to express the most important facts or
points about something in a short and clear form. It included: (a) selecting the most
important ideas of facts from a text, (b) rewriting those ideas/facts in a short concise
form, using one’s own language, and (c) producing a text which is shorter than the
original.

Moreover, students from all the faculties are supposed to write a 10-page
academic paper in the final course in business English.

5.3.3 Reading and Writing/Speaking Skills

Within the three courses in business English, between 2017 and 2019, an emphasis
was put on practising reading skills and acquiring business vocabulary.

Understanding the news. Many business English students need to understand the
news in English on TV, on the radio or in newspapers in order to be able to keep up
with international business developments. A large number of them also has to read
newspapers or periodicals in English to keep up with changes in their industry.
Coverage by different news sources can be quite different, so students often get a
much better insight into possibilities in their domestic (or foreign) markets if they can
watch BBC News or CNN, for instance, or read periodicals published in English (Donna,
2000).

We have to agree with the scholar. One of the first-year students from the Faculty
of National Economy studying in the bachelor’s study programme Finance, Banking
and Investments was, naturally, interested in money and within the KEGA project read
articles in Bloomberg and BNN Bloomberg. The former delivers business and markets
news, data, analysis and video to the world, featuring stories from Businessweek and
Bloomberg News and the latter is Canada’s Business News Network, reporting on
finance and the markets.

No. Headline W. count
1 Italian Markets Find Relief After Budget-Deficit Concessions 575
2 New Era of Rising Rates Finally Dawns On U.S: Treasury Investors 755
3 Markets Are Broken and Nothing Is Working 1,545
4 Markets Seek a Silver Lining That Isn’t There 1,485
5 For GE’s Saviour, Earnings Debut Is Haunted by Same Old 830
Problems
6 Wall Street’s Turnaround on Saudis Signals Return to Business as 1,181
Usual
7 Sear’s Latest Hope for Cash: Bidding War Among CDS Traders 868
8 Texas |s About to Create OPEC’s Worst Nightmare 1,249
9 Germany Intensifies Plans to Fix Deutsche Bank With Merger 593
10 AMLO Saddles Mexico With a $5 Billion Loss 813
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11 Trump Expresses Optimism for China Deal With Ties at Crossroads 834
12 Sears May Stay Alive With Rescue Bid Cobbled by Lampert 730
TOTAL: 11,458

Table 2. Bloomberg and BNN Bloomberg articles (Source: Author’s data)

This student was extremely intelligent and later had a chance to study in Denmark
within the Erasmus+ exchange programme.

Before considering classwork for this language area, it was checked that all
students had their own notebooks, tablets or mobile phones and equal access to the
Internet. Then they were encouraged to find English-language news sources. Since
speed and careful, selective reading was of the greatest importance it was helpful for
students to develop skills for skimming and scanning. In class, they did the following:
(a) They scanned contents pages for articles on areas of interest.

(b) Having set a time limit, students were asked to skim an article for overall gist. When
time was up, they were asked to summarise the text as far as possible. If students
came up with few ideas, the lecturer improvised some simple comprehension
questions on the article which she had thought students would be able to answer
without difficulty. After inviting questions about vocabulary and allowing students
another five minutes for reading, the lecturer continued with a few more detail
guestions. This was a realistic approach given that they would have limited time in
real life and given the fact that the tasks reflected the real-life situation (i.e. reading
through an article quickly, then checking a few words in a dictionary).

Reading business texts. Many students are eager to improve their English.
However, they state that the ever more pressing reading demands are placed on them
from study or work. They have to read in English to pull out quickly the key and
relevant facts from textbooks or reports written in technical, scientific, financial or
administrative English. If they could do this more effectively, they would be able to set
aside more time for reading books and magazines for pleasure (Taylor, 2006).

To read in a more effective and business-like way in English, Slovak students were
recommended to: (a) try rapid reading (when working with reports or textbooks), (b)
use newspapers or magazines as a learning tool, and (c) practice reading.

Newspapers use modern vocabulary and expressions aimed at native speakers.
Not only tabloid newspapers, e.g. The Sun, are filled with idioms, slang and national
top culture references which often make them more difficult to understand, but
nowadays also broadsheet newspapers are filled with them. To improve reading skills,
students worked regularly with articles in British and American newspapers or
magazines. They had some linguistic fun with the sources they had chosen — The
Guardian, Forbes, Inc., FORTUNE, POLITICO, etc. They did the following:
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(a) They skimmed through the whole newspaper or magazine and tried to decide what
kind of readership it was aimed at attracting: which social class, educational
background, gender or political leanings.

(b) They checked if there were any references to their own country (Slovakia) and if so
in what context. If there were reports on their own country current events, they
saw what opinions were expressed. They decided if the reporting was fair.

(c) They looked at some headlines and worked out what the stories were about. This
was sometimes more difficult than they thought, as many newspapers or
magazines used double meanings of words in their headlines. Then they checked
by skimming through the article just to get the main ideas.

(d) They chose a short article that looked interesting and read it intensively, i.e.
looking up every word they did not understand and were prepared to summarise
it orally to a classmate.

5.4 Learning and Acquiring Vocabulary

Apart from skills that need to be developed in business English courses, Taylor
(2006) suggests dealing with grammar and business vocabulary. Language needs a
structure and rules on which the student can hang the vocabulary. English has a
complicated grammar system. Learners of English struggle to make sense of
complicated grammar and wonder if it really helps to communicate better. According
to Hrdlickova (2016), learning and acquiring vocabulary is equally important as
learning grammar. In the self-study reference and practice book, she shows how
vocabulary works; she defines business terms in context, lists idiomatic expressions in
example sentences and provides their non-idiomatic or formal equivalents. Moreover,
Gillet (2010) recommends learning idioms to succeed on the job since workplaces are
full of idiomatic expressions.

Business vocabulary. The English language has a rich vocabulary based on a
mixture of Latin, French, Germanic and Scandinavian languages with a seasoning of
words from Africa, the Middle East and Asia. The standard Oxford Dictionary has over
half a million entries. However, experts estimate that people only need an active
vocabulary of about 4,000 words to be able to function effectively internationally.
With the right words and expressions, they can make excellent presentations in
English, run and take part in meetings, negotiate prices, write clearly, deal with difficult
telephone calls, have informal conversations with business counterparts, network and
socialise in English and the like (Taylor, 2006; see also Aspinall & Bethell, 2003; Flower,
1990).

Regarding the Slovak students, they are helped to learn and acquire frequent and
essential business vocabulary. They need to: (a) activate their words, (b) be creative,
(c) look on the bright side of life (think positively), and (e) avoid ‘false friends’.
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Activating one’s words. It is very difficult to measure accurately a user’s active
vocabulary. In Germany and Sweden, some studies have been made on
businesspeople. Those with a higher-education background who used their English
regularly but had not lived in an English-speaking country had active vocabularies of
between 2,500 and 3,500 words. This level allows the people to function
internationally with some hesitations and mistakes. Another 500 words would give the
people more confidence and make them more effective in international business
situations.

There are several ways of identifying the extra words students need. Most of the
reading they do in English for their study or work is extensive reading. In other words,
they do not try to understand every single word but try to get the overall message and
understand the main ideas. Just occasionally, they should read a part of a report or
magazine article intensively. They need to make sure they understand every word and
idea. They should write down the words or phrases that they judge to be useful so they
can learn them later. They should do the same when listening to their native-speaker
colleagues in meetings or on the phone. They should pick up just one word per meeting
or per phone call and write it down. In addition, they should use a dictionary as an
identification tool. In this way, they can build their own vocabulary list of relevant
words and phrases to be systematically learnt. Everyone learns in a different way, but
Taylor (2006) provides some tips that work with most people: (a) using Post-its™, (b)
using native-speakers, (c) using a notebook, (d) talking to oneself, (e) using one’s left
hand, (f) counting words, and (g) finding a partner.

Being creative. Students need to be creative in their approach to vocabulary, i.e.
using the words they know in as a creative and flexible way. The English lecturer uses
a wide variety of methods to explain words to students. Slovak students can use some
of these lecturer’s secrets to find alternative ways of explaining the words they have
forgotten or even to explain concepts where they do not actually know the correct
English word. For instance, there might be many ways of getting any concept across to
the other person:

(a) using core or near synonyms;

(b) using antonyms;

(c) looking for an example;

(d) describing the word students are looking for (definition) — it usually takes longer
but it is easy for the speaker;

(e) putting the word into a sentence — putting the word in a context is self-explanatory;

(f) finding words associated with the concept;

(g) just saying the word for the term in one’s own language — many people understand
more than they can speak and are often familiar with foreign words in their line of
business;
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(h) using one’s hands — for certain concepts they can use gestures to describe them;
and

(i) drawing a picture — this is very useful when explaining technical details or when
one’s business partner has very limited English language skill.

If one of these techniques fail, students are taught to jump straight to an
alternative. When they practise this, they find that those embarrassing moments get
less and less frequent, and that they gain more and more confidence. Then those
words they knew two minutes ago are less likely to disappear in the first place.

Avoiding ‘false friends’. When students speak a foreign language, they need to
avoid the vocabulary that lets them down or works against their interests. English has
a great many words in common with other languages, e.g. with German. There are
estimated 30,000 words which are more or less the same or similar between English
and German. At the simplest level there are words like ‘hand’, ‘finger’ and ‘arm’ or
words that are easily recognisable like ‘comical’, ‘clinic’ and ‘author’. What is true for
German is true for many other languages, too — but to different degrees. Many of the
formal words in English are based on Latin or French and are easily recognised and
learned by Romance language speakers.

These words in common can be described as ‘instant English’ for foreign-language
speakers. However, there are also many words which look as if they are ‘instant
English’, but are not. These are generally called ‘false friends’ and they are often the
reason for misunderstandings in international business meetings.

People often know intellectually which words are ‘false friends’ and which are not.
The problem is that in the heat of the discussion the word from one’s own language
pops into his or her mind. He or she translates it directly and, if it is a ‘false friend’,
incorrectly. His or her colleagues who also speak the same language do not help,
because they understand the ‘false friends’ perfectly. To recognise ‘false friends’, the
students should:

(a) look for clues in the facial expression of their native-speaker business colleagues;
when they see a look of sight puzzlement or when the eyes glaze over for a second
—they should stop and check they are both talking about the same thing;

(b) look up ‘false friends’ on the Internet; they will find a variety of sites specialising in
‘false friends’ for one’s mother tongue; and

(c) make a “false friend’ mini dictionary based on their experience and reading; there
are usually twenty to thirty key ‘false friends’ for speakers of European languages;
they are the words that radically change the listener’s understanding of what is
being said.

All of the students have been in a situation that they were in the middle of a
sentence and suddenly the word they knew two minutes ago had disappeared from
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their mind. They felt stressed and irritated with themselves as they failed to get their
message across clearly. These memory lapses can be overcome using one of these
techniques.

5.4.1 Lexis in the Glossary Section of the Course Book

Vocabulary plays an important role in both linguistic and sociolinguistic
competences. In the ‘Vocabulary’ section, students learn important new words,
phrases and definitions. Students of the University of Economics in Bratislava sit for
departmental end-of-term business English tests consisting of six or seven tasks; three
of them focus on testing vocabulary. Students learn new words from the vocabulary
list in the ‘Glossary’ section of the core book (parts of speech: (n) — noun, (v) — verb,
(adj) — adjective).

A: account (n); bank account, accountable (adj); accountability (n), accounts (n),
acquire (v), acquisition (n), actuary (n), admission of liability (n), advertising campaign
(n), agenda (n), agent (n), appoint (v), assess (v), asset (n), auction (n), audit (n), award
(n, v);

B: backer (n), bankrupt (adj), bankruptcy (n), benefit (n), benefits package (n), bid
(n), billboard (n), bond (n), bond market (n), bondholder (n), bonus (n), boost (v, n),
brainstorming (n), brand (n), brand image (n), brand name (n), budget (n, adj),
bureaucracy (n), bureaucratic (adj), business angel (n), bust (adj);

C: cashflow (n), CEQO (n), chair (v, n), chairman (n), client (n), collateral (n),
commission (n), commodity (n), compensation (n), compensation package (n),
competitive (adj), competitive advantage (n), conglomerate (n), consensual (adj),
consensus (n), consumer (n), consumer goods (n), contract (n), control (n, v),
convertible bond (n), corporate (adj), credit (n), credit crunch (n), creditor (n);

D: damage (n, v) damages (n), deadline (n), debt (n), debtor (n), deceive (v), decline
(v, n), default (v), delivery (n), demand (n), deregulate (v), devolve (v), differentiate (v),
diligence (n), discount (n), distribution (n), distributor (n), diversify (v), divest (v),
dividend (n), domestic market (n), downturn (n), draft (n);

E: earn (v), earnings (n), edge (n), emerging (adj), empower (v), empowerment (n),
entrepreneur (n); entrepreneurial (adj), equity (n), equity capital (n), equity stake (n),
exceed (v), exchange (n), exchange rate (n), expand (v), expansion (n);

F: fair trade (n), flexible (adj), fluctuate (v), fringe benefit (n), fund (n), fundraising
(n);

G: globalisation (n), glocalisation (n), goodwill payment (n), growth (n);

H: headhunt (v); headhunter (n); headhunting (n), headquarters (n), hire (v, n),
holding (n), hospitality (n), hostile (adj);

I: incentive (n), income (n), income stream (n), instalment (n), interest (n), interest
rate, invest (v), investment (n), investor (n);
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J: jeopardise (v), job loss (n), joint venture (n);

L: launch (v, n), lease (v), ledger (n), liability (n), liquidation (n), liquidity (n), loan
(n), loan shark (n), logo (n), loss (n), loyal (adj), loyalty (n);

M: management buyout (n), manufacture (v), market share (n), merger (n),
minutes (n), mismanage (v); mismanagement (n), mortgage (n);

N: negotiate (v), nepotism (n), networking (n);

O: occupancy (n), outlet (n), outsource (v); outsourcing (n), overdraft (n), overtime
(n), overwork (n);

P: partner (n), partnership (n), pawnbroker (n), performance appraisal (n), perk (n),
pitch (v), portfolio (n), position (v), positioning (n), premium (n, adj), principal (n),
production (n), promote (v), promotion (n); promotional (adj), public offering (n),
purchase (n, v);

R: rate (n, v), rebrand (v); rebranding (adj), recession (n), recipient (n), recruitment
(n), reduce (v), redundancy (n), refund (n, v), reinsurer (n), reliable (adj), relocate (v),
rep (n), repay (v), replace (v), retail (n), retailer (n), retain (v), return (v, n, adj),
returnable (adj), revenue (n);

S: savings account (n), savings bond (n), second (v); secondment (n), security (n),
segment (n, v); segmentation (n), service contract (n), sever (v), severance (n), share
(n), shareholder (n), slogan (n), slowdown (n), sponsor (v, n), sponsorship (n), stake (n),
standard (n), statement (n), stock (n), stockbroker (n), stock market (n), strategic (adj),
strategy (n), subsidiary (n), supplier (n), supply (n, v), supply chain (n), sustainable (adj);

T: take over (phr. v.), takeover (n), target (n, v), term (n), trade (n), turnover (n);

V: venture (n), venture capital (n), viral (adj), voice mail (n);

W: wage (n), wannabe (n), webinar (n), wholesaler (n), withdraw (v), work load
(n), workforce (n), work-life balance (n), worth (adj);

K:--—-, Q: -, U: —-, Xt -, Y: -, Z: -—-.

It is surprising that the vocabulary list is quite short and no words beginning with
K, Q, U, X, Y, Zare included in it. Underlined lexis in this list can be compared with the
terms and frequent and essential words in Phase 2 of the research (see Tables 6, 8, 10,
12, 14).

5.4.2 Idioms Used in Business, Academic, and General English

An idiom is a group of words with a meaning of its own that is different from the
meanings of its individual components. In the language of business, idioms and
metaphors (Burcl, 2013, 2014) are often used with reference to the domains of sport,
war and gambling. Apart from 18 idioms explained in the ‘Grammar reference’ section,
no other idioms or collocations are included in the ‘Glossary’ section.

Since business English is taught in an academic setting, students need to be aware
of academic style and vocabulary that is used in academic contexts. In writing,
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academics use many neutral expressions as well as they use rather formal expressions
that are not common in everyday language. However, very informal vocabulary can be
used in speech while giving lectures by academics. Students should learn informal
language when they hear it but have to be careful not to use it in essays and written
assignments (Lea, Bull, Webb, & Duncan, 2014; McCarthy & O’Dell, 2016). A detailed
analysis of idioms provides more information on this fascinating language. Firstly, it
focuses on idioms used in business English (Parkinson & Noble, 2005) and, secondly,
on idioms in academic English. They are compared with general English since some of
them also occur in it.

Idioms are explained in the following way: (a) idiom in immediate context, (b)
lexical meaning, and (c) idiom in bold italic type, core synonym(s) in bold, near
synonyms and antonyms. In association with synonymes, it is sometimes argued that
no two words have exactly the same meaning. Even words as similar in meaning as
‘close’ and ‘shut’ may have slightly different nuances, so students need to choose the
right synonym carefully. This analysis supplies synonyms that will be most useful to
users as well as those that can be used to get the same message across in some
contexts.

The following analysis comprises idioms from 12 units as well as ‘Working across
cultures’ section in the core book, practice file and teacher’s resource book (Cotton et
al., 2011; Mascull, 2011; Rogers, 2011).

Unit 1 COMMUNICATION

I. Idioms used in business English texts of the textbook

[1] be/get/keep, etc. in touch (with sb) (also AcadE)

(@) E-mail is a marvellously economical tool for keeping in touch with far-flung
commercial contacts; you can send them a note at your leisure, 24 hours a day. (Cotton
etal., 2011, p. 9)

(b) to communicate with sb, for example, by writing to them or by telephone or email
(c) communicate (v) — liaise, be in touch, be in contact; AmE infml shoot the breeze;
correspond with (v) — exchange letters, communicate, keep in touch; infml drop sb a
line; reach (v) — get in touch with, contact; infml get hold of

[2] be/keep, etc. in touch (with sth) (also AcadE)

(a) Heads of Department should send weekly reports to the Board of Directors. This
would enable Directors to keep in touch with key developments in the company.
(Cotton et al., 2011, p. 13)

(b) to know what is happening in a particular subject or area

(c) keep track of — monitor, follow, keep an eye on; keep in touch with; antonyms —
lose track of
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[3] in the loop AmE infml; (in GenE) (be) in the loop esp. AmE infml/

(@) I'll need regular updates about the progress of the project. I'll also need to know
what’s going on when I’'m away. Please keep me in the loop. (Cotton et al., 2011, p.
10)

(b) part of a group of people who know what is happening and are dealing with
important matters

(c) in on (adj) — privy to, aware of; infml in the know about, in the loop

[4] out of the loop AmE infml; (in GenE) (be) out of the loop esp. AmE infml/

(a) When have you been kept either in or out of the loop? How did you feel? (Cotton et
al., 2011, p. 10)

(b) not informed about important matters and so unable to help make decisions about
them

[5] put/keep sb in the picture infml; put sb in the picture esp. BrE infm/

(a) 1. A lot happened while you were on holiday. Let me put you in the picture. (Cotton
et al.,, 2011, p. 10); 2. When is it necessary to put someone in the picture? (Cotton et
al., 2011, p. 10); 3. Even though I’d put them in the picture, they didn’t seem to grasp
what | was on about. (Rogers, 2011, p. 6)

(b) to give sb the information they need in order to understand a situation

(c) put sb in the picture — inform, fill in, give details to, keep posted; apprise (v) inform,
notify, let know, keep posted, keep up to date; infml put in the picture

Il. Idioms used in academic English

[1] at a loss; (in GenE) (be) at a loss (to do sth); (in GenE) (be) at a loss for words/a
word

(a) When she was told she’d been nominated Businesswoman of the Year, she was at
a loss for words. (Rogers, 2011, p. 6)

(b) not knowing what to say or do

(c) at a loss — baffled, nonplussed, (all) at sea, at sixes and sevens, at one’s wits’ end;
not have a clue infml/ — have no idea, not have any idea, be at a loss

[2] keep an eye on sb/sth

(a) Surely, a monthly report is sufficient — or is it simply that Head Office wants to keep
an eye on us and know what we’re up to each day? (Cotton et al., 2011, p. 153)

(b) to keep sb/sth under careful observation

(c) stake sth out (v) infml — observe, watch, keep an eye on; infml keep tabs on

[3] state of the art; (in GenE) state of the art | state-of-the-art
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(a) Based in Seattle, US, W.C. Hooper Inc. (WCH) is a manufacturer and distributor of
high-tech electronic products, ranging from executive toys to state-of-the-art digital
cameras. (Cotton et al., 2011, p. 12)

(b) the most modern or advanced techniques or methods in a particular field

(c) state-of-the-art (adj) — modern, ultra-modern, futuristic, avant-garde, the latest

Unit 2 INTERNATIONAL MARKETING

I. Idioms used in business English texts of the textbook

[1] fall short of sth (also AcadE); (in GenE) fall/come short of sth

(@) Mr Kent says he regards the potential obstacles to Coca-Cola’s China ambitions
coming from broader political pressures as China’s growth could still fall short of
expectations. (Mascull, 2011, p. 120)

(b) to fail to reach the standard that one expected or need

(c) fall short — fail to meet, fail to reach; antonyms — measure up (to)

[2] a level playing field rather infml (also AcadE)

(a) There must be no unfair competition in the EU, and we shall continue to stress the
need for a level playing field. (Cotton et al., 2011, p. 146)

(b) a situation in which everyone has a fair and equal chance of succeeding

(c) a level playing field — a fair situation (GenkE); a state of equality, an equal
opportunity (www.thesaurus.com)

Il. Idioms used in academic English

[1] come/spring to mind; (in GenE) come/spring to (one’s) mind

(a) Say whatever comes to mind. (Cotton et al., 2011, p. 19)

(b) to remember or think of sth

(c) occur (v) — enter one’s head/mind, cross one’s mind, come/spring to mind

[2] with a view to (doing) sth

(a) The government decided to introduce a quota with a view to limiting exports of
textile products from India. (Rogers, 2011, p. 10)

(b) with the intention, aim or hope of doing sth

Unit 3 BUILDING RELATIONSHIPS

I. Idioms used in business English texts of the textbook

[1] be/get/keep, etc. in touch (with sb) (also AcadE) (see Unit 1)

(a) He can probably give you some facts and figures. Tell him that Judy Milligan
suggested you get in touch. (Cotton et al., 2011, p. 35)
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[2] over sb’s head (also AcadE); (in GenE) (go) over sb’s head; do sth over sb’s head
(a) Well, | went over my contact’s head and went directly to his boss at Toyota Motors
Europe. | was really trying to clinch a deal. (Cotton et al., 2011, p. 26)

(b) to a higher position of authority than sb; to talk or deal with sb’s boss without
talking to them first

Il. Idioms used in academic English

[1] facts and figures

(@) If you want to talk to someone about Brazil’s petroleum industry, e-mail Jodo
Pereira. He can probably give you some facts and figures. (Cotton et al., 2011, p. 35)
(b) accurate and detailed information

(c) material (n) — information, data, facts, facts and figures; infml info, low-down

[2] have/with sb/sth in mind (for sth)

(a) If they want you to give talk at their company, find out what date they have in mind
and mention that your fee for an afternoon session is 52,000 + transport costs. (Cotton
etal., 2011, p. 142)

(b) to be thinking of sb/sth, esp. as a possible aim, target or solution

(c) have sth in mind — think of, contemplate; intend, aim, plan; drive at (v) — suggest,
imply, have in mind

[3] (on the one hand...) on the other (hand)...; (in GenE) on (the) one hand ... and on
the other (hand)

(a) Negotiating prices and securing orders is very exciting. On the other hand, ensuring
that the customer remains a customer can be less stimulating. (Rogers, 2011, p. 14)
(b) used to introduce different points of view, ideas, etc., esp. when they are opposites
(c) but (conj) — whereas; conversely, but then, on the other hand, by contrast, in
contrast, on the contrary; antonyms — and; alternatively (adv) — on the other hand, as
an alternative, or; otherwise, but

Unit 4 SUCCESS

I. Idioms used in business English texts of the textbook

[1] a ballpark figure/estimate/price esp. AmE infml|

(a) I don’t know the exact price, but $500 is a good ballpark figure. (Cotton et al., 2011,
p. 146)

(b) a number, an amount, etc. that is approximately correct

(c) approximation (n) — estimate, estimation; AmE infml ballpark figure; idea (n) —
estimate, estimation; AmE infml ballpark figure
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[2] make a go of sth infml

(a) It’s been a lot of hard work, but she seems to be really making a go of her dry-
cleaning business. (Rogers, 2011, p. 17)

(b) to be successful in sth

[3] make one’s/a mark (on sth) (also AcadE)

(a) New employees are often anxious to make their mark and impress their bosses.
(Rogers, 2011, p. 17)

(b) to become famous or successful in a particular area

(c) make one’s mark — be successful, distinguish oneself, succeed; infml/ make it, make
the grade

[4] out of line (with sb/sth) esp. AmE; (in GenE) (be) out of line (also AcadE)

(a) “I never admit mistakes and | am always correct.” | read this and laughed. It was so
shocking, so out of line that | thought it a joke. (Mascull, 2011, p. 126)

(b) different from sb/sth

(c) at odds — at variance, not in keeping, out of line, out of step; saucy (adj) — cheeky,
impudent, out of line, shameless; antonyms — polite, respectful

Il. Idioms used in academic English

[1] at (long) last; at long last

(a) At long last, their hard work and investment is beginning to bear fruit. (Rogers,
2011, p. 17)

(b) after much delay or effort; in the end; after a long time

(c) finally (adv) — eventually, ultimately, in the end, at length; at last, at long last, in
the long run; BrE infml at the end of the day; eventually (adv) — in the end, in due
course, at last, at long last; antonyms —immediately; never

[2] bear fruit

(a) At long last, their hard work and investment is beginning to bear fruit. (Rogers,
2011, p. 17)

(b) to have a successful result

(c) bear fruit — yield results, get results, succeed; antonyms — come to nothing

[3] bear/keep sb/sth in mind | bear/keep in mind that...

(a) Your negotiating objectives are listed below. Keep them in mind when you plan your
strategy and tactics. (Cotton et al., 2011, p. 141)

(b) to remember sb/sth; to remember or consider that...
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(c) bear sth in mind — take into account, be mindful, remember; antonyms — forget,
ignore; bear/keep in mind — remember, note, make a mental note of, take into
account/consideration

[4] get there; (in GenE) get there (in the end)

(a) The reorganisation of our business is not finished yet, but we are getting there.
(Rogers, 2011, p. 17)

(b) to achieve an aim or complete a task

(c) make strides — make progress, make headway, gain ground; infml be getting there

[5] have/with sb/sth in mind (for sth) (see Unit 3)
(a) Well, what sort of quantity do you have in mind? (Cotton et al., 2011, p. 41)

[6] in excess of sth

(a) Carlos Slim is either the world’s richest or second-richest man, with a fortune
estimated to be in excess of S67bn. (Cotton et al., 2011, p. 39)

(b) of more than a particular amount

(c) in excess of — more than, over, over and above; antonyms — fewer than, less than;
above (prep) — greater than, more than, in excess of; antonyms — less than, below

[7] only time will tell; (in GenE) time (alone) will tell (saying)

(a) The question is: will Obogu provide the winning touch that will enable Kensington
United to win the European Champions League Cup? Time will tell. (Cotton et al., 2011,
p. 157)

(b) one will have to wait for some time to find out the result of a situation

[8] state of the art; (in GenE) state of the art | state-of-the-art (see Unit 1)
(a) Our ultramodern factory has state-of-the-art machinery. (Cotton et al., 2011, p. 37)

Unit 5 JOB SATISFACTION

I. Idioms used in business English texts of the textbook

[1] get down to business

(a) Since everybody is here, | suggest we get down to business. (Rogers, 2011, p. 23)
(b) to start dealing with the matter that needs to be dealt with, or doing the work that
needs to be done

(c) start (v) — make a start, begin; infm/ get down to business; antonyms — stop; hang
about; give up; set about (v) — begin, start, get going on, put/set the wheels in motion,
get down to business; fml commence
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[2] go/turn sour

(a) She didn’t get the job. She claims now that it was because she’d had a personal
relationship with Walters which had gone sour. (Cotton et al., 2011, p. 50)

(b) figuratively (situation) to become unpleasant or bad; to fail

(c) (milk, wine) turn (v) — go/become sour, go off, go bad, spoil (literally)

[3] have/get/keep one’s head down
(a) I just try to keep my head down and do a good job. (Cotton et al., 2011, p. 157)
(b) to start/continue to work very hard

[4] take a (heavy/terrible) toll (on sb/sth) | take its/their toll (on sb/sth) (also AcadE)
(a) Job satisfaction has dropped to a record low — with a particularly sharp fall among
young people — as the pressures of recession take their toll, according to a leading
business group. (Mascull, 2011, p. 130)

(b) to have a bad effect on sb/sth; to cause a lot of damage, suffering, etc.

[5] work/have long hours/days

(a) Workers become demotivated if they work long hours for low pay. (Cotton, 2011,
p. 45)

(b) to work more hours in the day than usual

Il. Idioms used in academic English
[1] bear/keep sb/sth in mind | bear/keep in mind that... (see Unit 4)
(a) There’s another thing you should bear in mind. (Cotton et al., 2011, p. 49)

[2] change one’s/sb’s mind

(a) A: Mmm, KB Finance? They are a very good company. But | don’t know. I’'m fairly
happy here, actually. B: People often say that to me, Mr Gonzdlez, but they change
their mind when they hear more about the offer. (Cotton et al., 2011, p. 158)

(b) to change a decision or an opinion

(c) change one’s mind — think again, think twice, have second thoughts; get cold feet
— hesitate, falter, drag one’s feet, think twice, change one’s mind

[3] come/spring to mind; (in GenE) come/spring to (one’s) mind (see Unit 2)

(a) 1 think job priorities have changed in the last 10 years, since I’'ve been working in
this field. | think there are several areas that | can think of that come to mind. (Cotton
et al, 2011, p. 158)
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Unit 6 RISK

I. Idioms used in business English texts of the textbook

[1] do battle (with sb) (for/over sth)

(a) You may have to do battle with the insurers because they won’t want to pay up.
(Cotton et al., 2011, p. 146)

(b) to argue or be in competition with sb

(c) encounter (v) — confront, accost, oppose; clash with, do battle with

[2] sb’s fall from grace

(a) As Tiger Woods tees off at The Masters tournament, the humbled athlete is not the
only one counting the cost of his fall from grace. (Mascull, 2011, p. 134)

(b) a situation in which a person or a company becomes less popular and successful,
esp. after doing sth wrong and losing people’s trust

(c) vice (n) — depravity, degeneracy, fall from grace; antonyms — virtue, righteousness

[3] in/over the long run | in the long term; (in AcadE) in the long/short/medium run;
(in AcadE) in the short run

(a) Our employees need to interact and to share information in a friendly setting. In the
long run, good relationships can only benefit the company. (Rogers, 2011, p. 92)

(b) over a long period in the future; (in AcadE) used to describe what will happen a
long, short, etc. time in the future; (in AcadE) concerning the immediate future

(c) in the long run — eventually, in the end; BrE infml at the end of the day

[4] out of the question (also AcadE); (in GenE) (be) out of the question

(a) That’s out of the question, I’m afraid. (Rogers, 2011, p. 64)

(b) impossible and not allowed and therefore not worth discussing

(c) out of the question — impossible, beyond the bounds of possibility, impracticable

[5] pave the way for sth

(a) In fact, it was internationalisation that paved the way for the beginnings of the
insurance industry back in the fourteenth century, as shipowners sought to protect the
increasing value of their ships and cargoes. (Cotton et al., 2011, p. 55)

(b) to create a situation in which sb will be able to do sth or sth can happen

(c) pave the way for — prepare for, prepare the way for, get ready, set the scene; usher
in — herald, mark the start of, set the scene for, pave the way for; start, put in place,
open the door to, get going, get off the ground, set in motion

[6] take a back seat (to sth)
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(a) All organizations need to nurture a ‘safety culture’. Company policy and workstation
practice must dictate that safety never takes a back seat to other interests. (Rogers,
2011, p. 27)

(b) to be given less importance than sth else

Il. Idioms used in academic English

[1] in excess of sth (see Unit 4)

(a) The largest container ships today, with cargoes of up to 13,000 containers may be
worth far in excess of S1bn. (Cotton et al., 2011, p. 55)

[2] in the wake of sth | in sth’s wake

(a) In the wake of the Tiger Woods scandal, DeWitt Stern, the insurance broker, saw
an opportunity to publicise a product it had launched to cover reputational risk,
including how to deal with celebrity endorsers becoming engulfed in scandal. (Mascull,
2011, p. 134)

(b) coming after or following sb/sth

(c) because of — on account of, as a result of, on grounds of; thanks to, on the strength
of; through, in the wake of

[3] make up your mind | make your mind up

(a) Well, our New Business Department are doing some research now. They’ll report
their findings at our next management meeting, and that’ll help up to make up our
minds. (Cotton et al., 2011, p. 160)

(b) to decide sth

(c) decide (v) — resolve, determine, make up one’s mind; have in mind; antonyms —
dither

[4] come/spring to mind; (in GenE) come/spring to (one’s) mind (see Units 2, 5)

(a) Recent examples of recalls that spring to mind include toys coated with lead paint
and toothpaste contaminated with the antifreeze diethylene glycol. (Cotton et al.,
2011, p. 55)

Unit 7 MANAGEMENT STYLES

I. Idioms used in business English texts of the textbook

[1] work/have long hours/days (see Unit 5)

(a) Managers should work longer hours than their staff. (Cotton et al., 2011, p. 66)

Il. Idioms used in academic English
[1] at all costs | at any cost
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(a) Deadlines must be met at all costs. | won’t accept excuses. (Cotton et al., 2011, p.
73)

(b) under any circumstances and without considering the amount of effort or money
that may be used

[2] catch sb’s eye/the eye; (in GenE) attrib. use: eye-catching

(a) You can see from the slide that the bottles are beautifully designed, very eye-
catching and appealing. (Cotton et al., 2011, p. 161)

(b) to attract sb’s attention

(c) eye-catching (adj) — striking, arresting, conspicuous, out of the ordinary; antonyms
—inconspicuous; unexceptional; flamboyant (adj) — colourful, brilliantly coloured; eye-
catching; antonyms — dull, restrained

[3] the chances are (that) rather infml

(a) So if you treat people with politeness and dignity, the chances are, the majority of
staff will respond in a similar manner. (Cotton et al., 2011, p. 160)

(b) it is likely that...

(c) probably (adv) — in all likelihood, in all probability, ten to one, the chances are,
doubtless, no doubt, on the face of it

[4] the end justifies the means; (in GenE) attrib. use: ends-justify-the-means; the
means become the end

(a) The ends do not always fully justify the means, but wherever possible, place
emphasis on not time-keeping, or what people appear to be doing, but the level of the
performance actually achieved. (Cotton et al., 2011, p. 160)

(b) used to say that bad or unfair methods of doing sth are acceptable if the result of
that action is good or positive

[5] on top of sth/sb

(a) Our manager never shows any understanding if we let the work get on top of us
and never encourages us. (Rogers, 2011, p. 30)

(b) 1. on, over or covering sth/sb; 2. in addition to sth; 3. in control of a situation

[6] to the letter slightly infml

(a) They have to decide how to do it. Their job? To carry out my instructions — to the
letter! (Cotton et al., 2011, p. 73)

(b) doing exactly what sb/sth says, paying attention to every detail
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(c) to the letter — strictly, precisely, exactly; antonyms — in general terms,
approximately; verbatim (adv) — word for word, letter for letter, line for line, to the
letter, literally, exactly; antonyms — loosely, imprecisely

[7] trial and error

(a) 1. In the end though, the majority of parents work things out for themselves through
a process of trial and error. But what about leadership? (Rogers, 2011, p. 29); 2. So it
seems that for both parents and leaders, it is back to trial and error and gut instinct.
(Rogers, 2011, p. 29)

(b) the process of solving a problem by trying various methods, amounts, etc. until one
finds one that is successful

(c) experiment (n) — research, experimentation, observation, trial and error; antonyms
—theory

Unit 8 TEAM BUILDING

I. Idioms used in business English texts of the textbook

[1] back on track (also AcadE) rather infml; (in GenE) get (sb/sth)/be back on track; on
track (to do sth) (in GenE, also AcadE); put/get sb/sth back on track

(a) 1. Where necessary, steer them back on track if they veer off, but a team really is a
group of people who are feeling enthusiastic towards achieving the same objective and
they’re feeling encouraged by their leader throughout. (Cotton et al., 2011, p. 161); 2.
See if you can put him back on track. (Rogers, 2011, p. 34)

(b) once again following a course that is likely to achieve what is required, after a
mistake or failure; (in AcadE) on track (to do sth) — following a course that is likely to
achieve what is required

[2] hard and fast (esp. after a negative); (also AcadE) rather infml|

(a) At the moment we have no hard and fast information about the reorganisation of
Human Resources. (Rogers, 2011, p. 32)

(b) that cannot be changed in any circumstances

(c) hard and fast — definite, fixed, clear-cut; antonyms — flexible; cut and dried —
definite, decided, clear-cut, black and white, hard and fast; antonyms — vague

[3] keep sb posted (about/on sth)

(a) Find out what’s wrong with him. ... Keep me posted. (Rogers, 2011, p. 34)

(b) to regularly give sb the most recent information about sth and how it is developing
(c) keep sb posted — keep informed, inform, keep up to date, keep in the picture, let
sb know; infml keep up to speed; update (v) — brief, bring up to date, inform; keep sb
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informed, keep sb posted, keep sb up to date, keep sb in the picture; infml keep sb up
to speed

[4] pull one’s weight (also AcadE); (in GenE) pull one’s (own) weight infm/

(a) What you’re saying is, you’re unhappy with Sophie, you don’t think she’s pulling her
weight in the department, and it’s putting pressure on you and the rest of the team.
(Cotton et al., 2011, p. 161)

(b) to work as hard as everyone else in a job or activity

[5] (put sth) on the line (also AcadE) rather infml

(a) He is well aware that if he cannot motivate the team to raise its performance, his
own job will be on the line. (Cotton et al., 2011, p. 80)

(b) at risk; put at risk

(c) on the line — at risk, in danger, endangered, imperilled; risk (v) — endanger, put at
risk, put on the line, take a chance with, jeopardise, venture

[6] think out of/outside of the box

(a) There are creative people who solve problems either by being creative as we would
expect insomuch as they have random ideas and they, um, they’re are able to really
think outside of the box. (Cotton et al., 2011, p. 161)

(b) to think in a new or different way in order to solve a problem

(c) ingenuity (n) — inventiveness, creativity; sharpness; sophistication; infm/ thinking
outside the box; ingenious (adj) — inventive, creative; clever; sharp; elaborate; infml
on the ball, thinking outside the box; antonyms — unimaginative

Il. Idioms used in academic English

[1] at... length; (in GenE) at (great) length

(a) The pros and cons of a thorough reorganisation have been discussed at length.
(Rogers, 2011, p. 32)

(b) for a long time and in great detail

(c) at length — 1 for a long time, for ages, 2 thoroughly, fully, in detail, in depth, 3 after
a long time, after a considerable time, in the long run; finally, at last, at long last, in
conclusion; antonyms — immediately, straight away; on and on — for a long time, for
ages, at (great) length

[2] by and large (also GenE) infml

(a) By and large, news of reorganisation of the department was welcomed by the staff.
(Rogers, 2011, p. 32)

(b) used to say that sth is, generally but not completely, true
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(c) by and large — on the whole, generally, in general, all in all, for the most part, in
the main, as a rule; on average, on balance, to all intents and purposes

[3] change one’s/sb’s mind (see Unit 5)
(a) 1t might be quite difficult to make him change his mind. (Rogers, 2011, p. 69)

[4] make up your mind | make your mind up (see Unit 6)
(a) You want to hear the opinions of the other directors before making up your mind.
(Cotton et al., 2011, p. 136)

[5] (on the one hand...) on the other (hand)...; (in GenE) on (the) one hand ... and on
the other (hand) (see Unit 3)

(a) On the one hand, some of the complaints about Alan seem justified. ... On the other
hand, it is clear that there are problems within the team as a whole and that they need
to learn to work together more effectively. (Rogers, 2011, p. 35)

[6] speak one’s mind; speak one’s (own) mind (GenE)

(a) OK, OK, sorry if | offended you, Max —1 just like to speak my mind, that’s all. (Cotton
etal., 2011, p. 162)

(b) to say exactly what you think, in a very direct way

(c) express oneself — communicate one’s thoughts/opinions/views, put thoughts into
words, speak one’s mind; speak out/up (v) — speak publicly, speak openly, speak
frankly, speak one’s mind, stand up and be counted

[7] trial and error (see Unit 7)
(a) Some of the best teams are built after a painful process of trial and error. (Rogers,
2011, p. 33)

Unit 9 RAISING FINANCE

I. Idioms used in business English texts of the textbook

[1] be/remain, etc. in the black | move into/return to, etc. the black; (in GenE) (be)
in the black infm/

(a) Being in the red/black means you are in credit. (Cotton et al., 2011, p. 83)

(b) 1. to be making profit; to start to make a profit; 2. (Stock Exchange) if markets or
shares are in the black, they are higher in value than they were previously

(c) in the black — in credit, in funds, debt-free, out of debt, solvent; antonyms —in debt;
profitable (adj) — moneymaking, profit-making, in the black; antonyms — unprofitable,
loss-making
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[2] be/remain, etc. in the red | move into/return to, etc. the red; (in GenE) (be) in the
red infml/

(a) Being in the red/black means you are in credit. (Cotton et al., 2011, p. 83)

(b) 1. to be operating at a loss; to be spending more than one earns; 2. (Stock
Exchange) if markets or shares are in the red, they are lower in value than they were
previously

(c) in the red — overdrawn, in debt; antonyms —in the black; bankrupt (adj) —insolvent,
bankrupted; in debt, in the red; BrE in administration, infm/ bust; antonyms — solvent

[3] hedge one’s bets (also AcadE)

(a) 1. We are trying to hedge our bets and not put all our eggs in one basket. (Cotton
et al,, 2011, p. 146); 2. It’s a good idea to hedge your bets by applying to more than
one MBA programme. (Cotton et al., 2011, p. 85)

(b) to reduce the risk of losing or making a mistake by refusing to completely support
one idea or by keeping more than one option available

(c) hedge (v) — prevaricate, equivocate, hedge one’s bets, beat about the bush;
antonyms — come to the point

[4] money talks (saying)
(a) Money talks. (Cotton et al., 2011, p. 82)
(b) people who have a lot of money have more power and influence than others

[5] pay/spend over the odds BrE infml

(a) They’re paying over the odds for the site, but it’s a prime location. (Cotton et al.,
2011, p. 146)

(b) to pay more than one would normally expect

[6] throw good money after bad (saying)
(a) Don’t throw good money after bad. (Cotton et al., 2011, p. 82)
(b) to spend more money on sth, when one has wasted a lot on it already

Il. Idioms used in academic English

[1] deep pockets; (in GenE) (have) deep pockets

(@) Um, the public markets, um selling shares to the public markets has the advantages
of having a much deeper pocket. (Cotton et al., 2011, p. 162)

(b) if sb/sth has deep pockets they have a lot of money available to spend on sth

(c) prosperous (adj) — affluent, wealthy, with deep pockets, well-to-do; antonyms —
poor; rich (adj) — wealthy, affluent, well-to-do, with deep pockets; antonyms — poor
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[2] get hold of sth rather infml

(a) Although bank finance is easier to get hold of than it was a year ago, the costs
remain stubbornly high. (Cotton et al., 2011, p. 85)

(b) to find sth that one wants or needs

(c) get hold of infml — 1 obtain, acquire; infm/ get one’s hands on; grab (v) infml —
obtain, acquire; infm/ get/lay one’s hands on, get hold of

[3] have/with sb/sth in mind (for sth) (see Units 3, 4)
(a) 1. What did you have in mind? (Cotton et al., 2011, p. 87); 2. Could | ask what sort
of repayment terms you have in mind? (Cotton et al., 2011, p. 87)

[4] state of the art; state of the art | state-of-the-art (GenE) (see Units 1, 4)
(a) Our state-of-the-art machinery is our major asset. (Cotton et al., 2011, p. 83)

Unit 10 CUSTOMER SERVICE

I. Idioms used in business English texts of the textbook

[1] be/get/keep, etc. in touch (with sb) (also AcadE) (see Units 1, 3)

(a) The captain was great, too. He warned us of any turbulence well in advance and
kept in touch with us during the flight. (Cotton et al., 2011, p. 165)

[2] have/keep an open mind (about/on sth) (also AcadE)
(a) Keep an open mind at all times. (Cotton et al., 2011, p. 138)
(b) to be willing to listen to or accept new ideas or suggestions

[3] on hold (also AcadE, GenE); (in GenE) put sth on hold; be on hold

(a) ’m writing to you because | can’t get through to your helpline. I've been trying all
week, but | get put on hold and then no one answers me. (Cotton et al., 2011, p. 102)

(b) delayed or remaining the same until a later time or date; (in GenE) if one is on hold
when he or she is using the phone, he or she is waiting to speak to sb; to decide one
will leave an activity until a later time

(c) in limbo — in abeyance, unfinished; suspended; infm/ on hold; antonyms — in hand

Il. Idioms used in academic English

[1] all/just the same infml

(a) A: Medium wine’s not the same as dry wine. B: | know that. But all the same, it was
fat too sweet ... (Cotton et al., 2011, p. 164)

(b) despite this
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(c) nevertheless (adv) — in spite of that/everything, nonetheless, that said, just the
same, all the same; regardless (adv) — anyway, anyhow, no matter what, just the
same, all the same, (come) rain or shine

[2] the bread and butter of sth; (in GenE) sb’s bread and butter infm/; attrib. use:
bread-and-butter

(a) By using customer service experts and the latest technology, these companies were
able to focus on dealing with their bread-and-butter business. (Cotton et al., 2011, p.
99)

(b) the main part of a company or organisation’s work

(c) living (n) — livelihood, income; job, work, employment; infm/ bread and butter

[3] make a point of doing sth

(a) We make a point of not letting the customer off the line until the query is fully
resolved. (Rogers, 2011, p. 41)

(b) to make sure one does sth because it is important or necessary

(c) make a point of — make an effort to, go out of one’s way to, put/place emphasis
on; emphasise (v) — bring/call/draw attention to, focus attention on, make a point of;
antonyms — understate, play down

[4] no matter who/what/where etc.; (in GenE) no matter (how/what/who/where
etc.)

(a) No matter what a company does, it is always in the business of providing customer
service. (Rogers, 2011, p. 40)

(b) used to say that sth is always true, whatever the situation is, or that sb should
certainly do sth

(c) anyhow (adv) —anyway, in any case, no matter what, regardless; however, be that
as it may; however (adv) — in whatever way, regardless of how, no matter how; by
hook or by crook — by any means, by any means whatsoever, somehow, no matter
how

[5] (on the one hand...) on the other (hand)...; (in GenE) on (the) one hand ... and on
the other (hand) (see Units 3, 8)

(a) All successful companies, on the other hand, understand and deliver what their
customers want and strongly believe in the value of customer service training for
management and front-line employees. (Rogers, 2011, p. 40)

[6] on your/its own ; (in GenE) (be) on one’s own infml/
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(@) I'm Brazilian, a single woman and on my own in London. | must get my suitcase
back. (Cotton et al., 2011, p. 102)

(b) 1. alone; without anyone/anything else; 2. without help

(c) solo (adj) — unaccompanied, single-handed; alone, all alone, on one’s own;
antonyms —accompanied; solo (adv) —unaccompanied, alone, all alone, on one’s own,
under one’s own steam; antonyms — accompanied, in company, with help

[7] word of mouth; (in GenE) by word of mouth

(a) 1. They can secure continuous business as well as positive word of mouth by keeping
things personal when working globally. (Cotton et al., 2011, p. 99); 2. Word of mouth
is one of the best ways of getting business. (Cotton et al., 2011, p. 98)

(b) the process by which people hear about sth because they are told about it by other
people and not because they read about it or watch it on television

(c) spoken (adj) — verbal, oral, uttered, unwritten; by word of mouth; Latin: viva voce;
antonyms — unspoken, unwritten; verbal (adj) — oral, spoken, said, word-of-mouth;
Latin: viva voce; antonyms — non-verbal, unspoken; written

Unit 11 CRISIS MANANGEMENT

I. Idioms used in business English texts of the textbook ---

Il. Idioms used in academic English

[1] come/get to grips with sth

(a) How our leaders get to grips with a scare story (heading) (Mascull, 2011, p. 156)
(b) to begin to understand and deal with sth difficult

(c) come/get to grips with — deal with, cope with; tackle, undertake; antonyms —
avoid; undertake (v) — tackle, take on; engage, take part in, turn one’s hand to, get to
grips with; fml commence; antonyms — neglect, forgo

[2] for the sake of (doing) sth; (in GenE) for sb’s/sth’s sake

(a) If you are not completely sure what you are talking about, resist the temptation to
give out information just for the sake of seeming cooperative. (Rogers, 2011, p. 46)
(b) in order to get or keep sth

(c) on behalf of/on sb’s behalf — in the interests of, in support of, for the sake of

[3] learn a lesson/learn lessons; (in GenE) learn one’s lesson/the lesson

(a) What lessons can be learned? (Cotton et al., 2011, p. 106)

(b) to learn what to do or not to do in the future because of a bad experience in the
past
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[4] no matter who/what/where etc.; (in GenE) no matter (how/what/who/where
etc.) (see Unit 10)

(@) No matter how hard we try, | fear the public won’t regain confidence in our
products. (Rogers, 2011, p. 46)

[5] on one’s hands; (in GenE) (have sb/sth) on one’s hands

(a) OK, it’s pretty clear we’ve got a crisis on our hands, Bob, but before we decide how
to handle this one, could you run me through our plans for the launch? (Cotton et al.,
2011, p. 165)

(b) if you have sb/sth on your hands, you are responsible for them/it

Unit 12 MERGERS AND ACQUISITIONS

I. Idioms used in business English texts of the textbook

[1] tie the knot (with sb/sth) infml

(a) Merging companies are said to ‘tie the knot’. (Rogers, 2011, p. 50)

(b) (used esp. in newspapers) to join together with sb/sth else in order to form a single
business or organisation

(c) marry (v) — get/be married, wed; infml tie the knot

Il. Idioms used in academic English

[1] back and forth

(a) ‘There’s been a good give and take, back and forth with the organizations’, he says.
(Cotton et al., 2011, p. 115)

(b) from one place to another and back again many times

(c) here and there — from place to place, around, to and fro, back and forth

[2] (on the one hand...) on the other (hand)...; (in GenE) on (the) one hand ... and on
the other (hand) (see Units 3, 8, 10)

(a) A merger, on the other hand, involves two companies or organisations coming
together to form a larger one. (Cotton et al., 2011, p. 166)

WORKING ACROSS CULTURES

I. Idioms used in business English texts of the textbook

[1] get down to business (BusE) (see Unit 5)

(a) 1. In India, it is likely that there will be some general discussion before people get
down to business. Such discussion helps both sides to get to know each other better.
(Cotton et al., 2011, p. 139 [Doing business internationally]); 2. Tactics which work well
when doing business with people from your own culture do not necessarily apply
internationally — for example, the idea that everyone likes to get down to business and
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focus on the result and get a contract drawn up. (Cotton et al., 2011, p. 167
[International negotiations])

[2] have/keep an open mind (about/on sth) (BusE) (also AcadE) (see Unit 10)

(a) 1. Keep an open mind and be flexible. (Cotton et al., 2011, p. 121 [International
negotiations]); 2. You have an open mind about the items on the agenda, so you should
listen carefully and try and see the different points of view. (Cotton et al., 2011, p. 139
[Doing business internationally])

[3] keep/lose track of sb/sth (BusE) (also AcadE)

(a) For others, meetings are more about keeping track of what’s going on — to share
ideas about progress, to talk about problems and mistakes and how to rectify them.
(Cotton et al., 2011, p. 163 [Managing international teams])

(b) to be aware of what is happening or where sb/sth is

(c) keep track of — monitor, follow, keep an eye on; keep in touch with; antonyms —
lose track of; monitor (v) — observe, watch, keep an eye on, keep track of; infml keep
tabs on, keep a tab on

[4] you scratch my back and I’ll scratch yours (BusE) infml; (in GenkE) (if) you scratch
my back (and) I/Vll scratch yours

(a) There’s also a group of cultures which operate at the level of mutual debt, which is
the idea of an exchange. What this means is, one person will give information if
someone does something for them in return — you know, Pl scratch your back if you
scratch mine! (Cotton et al., 2011, p. 163 [Managing international teams])

(b) used to say that if sb helps you, you will help them, even if this is unfair to others

Il. Idioms used in academic English

[1] around/round the clock (AcadE)

(a) The western practice of compartmentalising work and personal life has not caught
on in Russia, where business carries on round the clock. (Mascull, 2011, p. 124 [Doing
business in Russia])

(b) all day and all night without stopping

(c) continually (adv) — constantly, continuously, round the clock; AmE infml 24-7

[2] bear/keep sb/sth in mind | bear/keep in mind that... (AcadE) (see Units 4, 5, 6)

(a) 1. Once again, you should bear in mind the importance of talking about the right
things at the beginning of your relationship. (Cotton et al., 2011, p. 161 [Working in
new markets]); 2. Well, Steve, one thing to bear in mind right at the start is actually
the way a team is seen in different cultures. (Cotton et al., 2011, p. 163 [Managing
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international teams]); 3. So I don’t really want to talk about specific cultures, but to
outline a few general principles and differences which are worth bearing in mind when
getting involved in international negotiations. (Cotton et al., 2011, p. 167 [Managing
international teams]); 4. | know my colleague spoke at length this morning about body
language, eye contact and the role of silence, but it’s also important to bear in mind
the social aspect. (Cotton et al., 2011, p. 167 [International negotiations])

[3] keep sb at arm’s length (AcadE); (in GenE) (keep ... sb) at arm’s length

(a) Usually in Kazakhstan, people keep at arm’s length during a conversation, and it’s
important to keep good eye contact when talking to people — they expect that. (Cotton
et al., 2011, p. 160 [Working in new markets])

(b) to avoid being very close to or friendly with sb/sth

(c) distance (v) — withdraw, detach, keep at arm’s length; antonyms — draw closer

[4] learn a lesson/learn lessons (AcadE); (in GenE) learn one’s lesson/the lesson (see
Unit 11)

(a) What lessons can be learned about Indian business culture form Christina’s
experience? (Cotton, et al., 2011, p. 31 [Doing business internationally])

[5] on one’s mind (AcadE)

(a) The extent to which people are direct varies considerably across cultures. In some
places, you have to pay careful attention even to understand if the person is saying yes.
In other places, people may seem very abrupt when they say what’s on their mind.
(Cotton et al., 2011, p. 35 [Doing business internationally])

(b) if sb/sth is on one’s mind, he or she is thinking and worrying about them/it a lot

[6] tried and tested/trusted BrE, AmE, AustrE | tried and true AmE (AcadE)

(a) Bob, was there much competition in the Chinese pizza trade? Yes, but we felt our
tried-and-trusted marketing approach would work well there. And certainly we
expected to get a foothold in the market pretty quickly. (Cotton et al., 2011, p. 155;
[Doing business internationally])

(b) that you have used or relied on in the past successfully

(c) trustworthy (adj) — reliable, dependable; true-blue; tried and trusted, tried and
true; antonyms — untrustworthy, unreliable, shifty; tried (adj) — proven, proved, tried
and tested, put to the test; antonyms — experimental, novel

The analysis contains idioms that are used in business, academic as well as general
English. The most frequently used idioms are as follows:
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(a) 4x — be/get/keep, etc. in touch (with sb) (Units 1, 3, 10, FRT), bear/keep sb/sth in
mind (that) (Units 4, 5, Working across cultures), (on the one hand...) on the other
(hand) (Units 3, 8, 10, 12);

(b) 3x — come/spring to mind (Units 2, 5, 6), get down to business (Unit 5, Working
across cultures), have/with sb/sth in mind (for sth) (Units 3, 4, 9), have/keep an open
mind (about/on sth) (Unit 10, Working across cultures), state of the art/state-of-the-
art (Units 1, 4, 9); and

(c) 2x — change your/sb’s mind (Units 5, 8), fall short of sth (Unit 2, PLT), go/turn sour
(Unit 5, PLT), in excess of sth (Units 4, 6), a level playing field (Unit 2, PLT), no matter
who/what/where, etc. ... (Units 10, 11), trial and error (Units 7, 8), work/have long
hours/days (Units 5, 7).

As international trade exchange intensifies, there is a growing effort on the part of
academics and multinational organisations to improve communication. It is desirable
not only to learn foreign languages on a wider scale, but also to show sympathy to
other people’s customs, societies and cultures. The interaction takes form of both
verbal and non-verbal behaviour, i.e. communication (Sajgalikova, 2016).

Even in today’s globalised world, there are wide cultural differences and they
influence how people do business. Culture has an impact on many elements of
business, e.g. (a) the pace of business, (b) business protocol (how to physically and
verbally meet and interact), (c) decision-making and negotiating, (d) managing
employees and projects, (e) propensity for risk-taking, and (f) marketing, sales and
distribution. Understanding other people’s cultures is important to successful business
interactions as well as to accomplishing business goals.

5.5 Modern Digital Technologies in Teaching Business English

Part of the monograph is devoted to the development of communicative
competence. However, it is necessary to consider and discuss the development of
individual skills and systems of students with regard to various digital tools,
applications, platforms, etc. Modern digital technologies do play a very important role
in the process of developing particular sub-competencies of communicative
competence in current pupils and students as well as in teaching EAP and ESP students.
Therefore, this subchapter focuses on the development of a different kind given
prominence by the author of the monograph on the basis of her pedagogical
experience.

The emergence of Web 2.0 technologies such as weblogs, wikis and social networks
has created new opportunities and challenges in the sphere of foreign language
learning (Dosik & Dong, 2013). Weblogs are used as learning tools in higher education
due to their popularity, flexibility, and as new methodologies and learning

96



environments (Hrdlickovda, 2015; Lujan-Mora, 2006; Stradiotova, 2012). Within the
KEGA project ‘The Influence of Web Applications on Language Skills’ working weblogs
were created to modernise the teaching and learning process. The primary aim of
using weblogs was to explore their impact on developing students’ reading and writing
skills. Non-philological students participating in the project were divided into two
groups: experimental and control. Both groups were required to write essays at the
beginning and end of the semester. Weblogs facilitated the experimental group of
students to publish their essays regularly and simultaneously lecturers to provide
feedback and monitor students’ performance more effectively. At the end of the
semester, the outcomes of both groups of students were compared and evaluated.
Research findings have shown the improvement in educational results of both groups.
In her paper, Hrdlickova (2015) offers valuable insight into the impressive impact
weblogs as part of modern learning environment can have on improving students’
language skills.

There is no doubt that teaching foreign languages via blended learning benefits
both lecturers and students. The findings of Klimova’s study (2017) confirm the
prevalence of the use of blended learning. The platform LMS Moodle has been widely
used by universities and scholars all over the world (e.g. Gluchmanova, 2016;
Hrdlickova, 2023a, 2023b; Lasi¢-Lazié, lvanjko, & Grubjesi¢, 2017; Prasetya, 2021;
Shaykina, 2015; Tang, 2013, and many others). In the KEGA project ‘Idioms in Business
Communication’ students of the Faculty of Economic Informatics had the possibility of
improving their English grammar by doing two exercises focused on tenses. The
lecturer made corrections in the exercise done by the student who achieved B1 level
of English language competence at high school. As it can be seen in the paper written
by Hrdlickova (2019), it clearly demonstrates that there is a big difference between
students who achieved B1, B2 or C1 (CEFR) level of proficiency in English who were
his/her classmates at university. This student was really struggling with doing exercise
focused on practising ‘Present perfect and past’ tenses. Also, the lecturer provided
students with feedback on exercises focused on revision of tenses and gave them some
recommendations.

Computer-Assisted Language Learning (CALL) and Mobile-Assisted Language
Learning (MALL) approaches have had positive effects on language education. As
technology continues to shape the landscape of education, platforms like Quizlet are
prime examples of how innovative applications can revolutionise the learning
experience. Quizlet is a helpful tool for mastering vocabulary and many students
prefer it due to its convenience and effectiveness. In addition, it has helped many
language learners to achieve their learning goals (Bayaksud, Degeng, & Razali, 2024;
Pham, 2022). This application is still used as a warm-up activity for practising business
English vo