
Vážené kolegyně, váženı́ kolegové,

s potěšenı́m Vám předkládáme pestrou nabı́dku prvnı́ho čı́sla roku 2024, které by
Vás mělo přivı́tat s prvnı́mi dny podzimnı́ho semestru.

UƵ vod čı́sla patřı́ tematice roku, který by se dal označit jako „rok ve znamenı́ AI“.
Byl to rok, v němž jsme se seznamovali jak s možnostmi využitı́ AI ve výuce
cizı́ch jazyků, tak i s nástrahami, které v sobě tento nástroj obsahuje. Tématu
byly věnovány již mnohé workshopy a konference, ale jak ukazuje kvantitativnı́
studie česko-slovenského (či slovensko-českého) tandemu Simony Peckové a Zuza-
ny Slobodové, s výstižným podtitulem „rok poté“, institucionálnı́ podpora ze stra-
ny zaměstnavatelů při vzdělávánı́ učitelů jazykových center je vnı́maná jako ne-
dostatečná. Cƽ lánek přinášı́ zhodnocenı́ možnostı́, které AI a jejı́ různé nástroje
(např. ChatGPT) nabı́zejı́, pohledem učitelů cizı́ch jazyků v jazykových centrech,
převážně členů CASAJC.

Neméně aktuálnı́ je studie Barbory Kordı́kové, která v kontextu pregraduálnı́ přı́-
pravy přı́rodovědného zaměřenı́ zkoumá přı́nos využitı́ metody CLIL při formovánı́
didaktických dovednostı́ budoucı́ch učitelů angličtiny na bilingvnı́ch gymnáziı́ch ve
Slovenské republice.

Dalšı́m současným trendem je plurilingualismus či multilingualismus, který se stá-
vá pro jazykové uživatele a učitele cizı́ch jazyků samozřejmostı́. Jak budete jistě
všichni souhlasit, jednı́m z klı́čových faktorů rozvoje řečových dovednostı́ je mo-
tivace. Proto vı́táme přı́spěvek ke zkoumánı́ motivace ke studiu různých jazyků
v kontextu pomaturitnı́ho studia na soukromých jazykových školách z pera Silvie
Převrátilové a Adély Kadeřábkové.

Současnou realitu výuky češtiny pro zdravotnı́ky mapuje studie týmu autorek Ive-
ty Cƽermákové, Marie Zvonı́čkové a Terezy Bakusové ve velmi speciϐických podmı́n-
kách výuky češtiny pro ukrajinské uprchlı́ky.

Dalšı́mi zdroji inspirace pro naše čtenářky a čtenáře může být zpráva o mezi-
národnı́ spolupráci v rámci programu Erasmus+ a rakousko-českého programu
CEEPUS a Aktion na základě zkušenostı́ Jazykového centra Filozoϐické fakulty Uni-
verzity Palackého, nebo recenze učebnice slovenštiny pro pracovnı́ účely.

Závěr čı́sla patřı́ představenı́ dvou jazykových pracovišť, Centra jazykové přı́pra-
vy Akademie múzických uměnı́ v Praze a UƵ stavu jazyků Fakulty elektrotechniky
a komunikačnı́ch technologiı́ Vysokého učenı́ technického v Praze.

Doufáme, že Vám nové čı́slo přinese mnoho nových poznatků a pocit užitečně
stráveného času.

Alena Holá a Ivana Mičínová
editorky
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The use of AI in foreign language teaching at
universities – one year later1

Simona Pecková, Zuzana Slobodová

Abstract:Thepaper dealswith artiϐicial intelligence in foreign language teaching, its potential,
opportunities and also threats. The purpose of the study is to ϐind out about the sentiment of
foreign language teachers towards artiϐicial intelligence, their experience and the extent to
which they have already been trained in this ϐield. In order to achieve these objectives, the au-
thors adopted amixed approach, where a questionnaire and interviewswere used as research
tools. Based on the results of the questionnaire survey, we can conclude that no dependence
between age and sentiment towards AI has been proved. Also, there is no dependence between
training provided by university and teachers sentiment towards AI. On the other hand, there is
a dependence between training provided by the language department and teachers’ sentiment
towards AI. By now, most university language teachers have not received enough training
from their employer and acquire their skills mainly through self-study. They would appreciate
continuous training in AI and related ϐields.

Key words: artiϐicial intelligence language teaching university pedagogy teacher training

Introduction
Artiϐicial intelligence (AI) has been a part of our lives for years and decades now,
so it’s no wonder it has found its way into the ϐield of education. This is evidenced
by the growing number of publications dealing with this issue. Often we use var-
ious AI tools without realising that. AI certainly has a high potential to contribute
to a higher quality of education at all levels. Students and educators use search
engines, language translators, navigation, online video games and now chatbots
almost daily. The impact of AI on education is undeniable and will undoubtedly
increase in the future. But just as AI can help make life and work easier for ed-
ucators and students, it is also important to recognise the pitfalls it brings with
it.

Our paper looks at the use of AI in foreign language teaching at universities.
We will discuss the characteristics of AI, the extent to which university language
teachers are trained in AI, their sentiment regarding AI etc. Our article is entitled
“The use of AI in foreign language teaching at universities – one year later”, be-
cause the preparation of our work began in autumn 2023, i.e. approximately one
year after ChatGPT (a large and now widely spread language model developed
by OpenAI) was made available to the public. ChatGPT and other chatbots are an
example of generative AI. According to Zhihan (2023) generative AI is a form of

1 Sƽ túdia je súčasťou riešenia grantového projektu KEGA – Inovácia predmetu nemecký jazyk v rámci
študijného programu Turizmus, hotelierstvo a kúpeľnı́ctvo č. 001PU-4/2024.
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AI that can autonomously generate new content, such as text, images, audio and
video.

Theoretical background

It is difϐicult to deϐine what AI is; several deϐinitions are available in the literature.
Long before 2022, various characteristics were already emerging. In his article
Horváth (2023) mentions several deϐinitions by different authors, e.g. Marvin Min-
sky looked at AI as a science that deals with the creation of machines or systems
that will have the ability to solve tasks as a human would. Such an approach would
be a manifestation of intelligence, according to Minsky. Another author, Silver, as
cited by Horváth (2023), considers AI to be software that has the ability to write,
update, and renew itself independently.

According to Encyclopedia Britannica (2021) (In: Son et al, 2023), artiϐicial intel-
ligence is the ability of computer systems to perform tasks that require human
intelligence. Chatbot ChatGPT 3.5 characterised artiϐicial intelligence as “a branch
of computer science concerned with the development of systems capable of per-
forming tasks that would normally require human intelligence. These systems
are designed to analyse information, learn from experience, solve problems, and
make decisions. The key characteristics of artiϐicial intelligence are the ability to
recognise patterns, learn, adapt to new situations and perform tasks that would
traditionally be associated with human thought.”2

An extensive study using data from Bibliometrix and Web of Science was pub-
lished by Fidan and Kasimi (2023). In their paper, they examined linguistic arti-
cles that dealt with artiϐicial intelligence. According to their ϐindings, 1693 papers
on artiϐicial intelligence were published between 2013 and 2023. Their ϐindings
show an increase in the number of publications and also an increasing interest in
artiϐicial intelligence. A similar survey was also conducted by Huang et al. (2023).
The authors’ team examined papers published between 2000 and 2019, exploring
how AI has been integrated into language learning. Similarly, they found that the
frequency of studies on language learning using AI increased over the period.
Interesting results have been presented by Jaleniauskienė (2023).

2 There are twomain types of AI: A narrower form of AI (Weak AI): this type of AI is designed to perform
speciϐic tasks and does not have the ability to go beyond its speciϐic purpose. Examples include voice
assistants, email spam ϐilters, and limited image recognition systems. General type of AI (Strong AI): This
is a form of AI that has the ability to understand, learn, and perform a wide range of tasks that would
normally require human intelligence. Such a system would be able to solve diverse problems and adapt
to new situations much like a human. Artiϐicial intelligence uses a variety of methods and techniques,
including machine learning, neural networks, deep learning, natural language processing, and others. Its
applications are broad and include areas such as robotics, disease diagnosis, trend prediction, automation,
autonomous vehicles and many more (OpenAI, 2023).
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Also, a lot of attention is focused on AI in higher education in general (Crompton,
2023). The ϐindings of this study show that in 2021 and 2022, publications rose
nearly two to three times the number of previous years. The study shows that
in the university environment, AI is mainly used for assessment and evaluation,
predicting, intelligent tutoring and managing student learning.

If AI is used for the purpose of language learning and teaching, we can observe
the following areas:

1. Natural language processing
Natural language processing is concerned with natural language understanding
(Pokrivčáková, 2019). It offers the possibility of machine translation, in which
the source language is automatically converted into the target language (Son et
al., 2023, 2–3). In recent years, we are witnessing a sharp increase in the qual-
ity of machine translation. As a result of this development, it seems that there
is less employment for human translators and this situation will probably in-
tensify in the near future. Nevertheless, court-appointed translators, whose job
is to make sworn translations, and the various forms of authentication, are still
in high demand.
In a study by Chona et al. (2021) with South Korean university students inves-
tigated the use of machine translation as a reference tool for a second foreign
language (L2). The results showed that the use of Google Translate helped
less proϐicient students to demonstrate a higher level of writing proϐiciency
that was similar to that of more proϐicient students. It was also found that
machine translation helped learners to produce essays with a higher number
of less frequent words, more complex words and better word order (Edmett
et al., 2023). Artiϐicial intelligence technology has greatly improved the level of
machine translation. These tools include Google Translator, Translator Online,
Foreign Word, WebTrance etc. (Pokrivčáková, 2019).

2. AI-enabled foreign language learning apps
Online platforms that are used to teach foreign languages with the help of AI
incorporate automatic speech recognition, gamiϐication features, speech gener-
ation etc. Examples are applications such as Duolingo, Busuu, Speexx, Babbel,
Memrise, Magiclingua (Pokrivčáková, 2019). Authors of the research done for
the British council found that while playing, students have an opportunity to
enrich their vocabulary and understand the context through the game (Edmett
et al., 2023).

3. Automated writing evaluation
Automated writing evaluation is a tool that provides students with feedback on
their written work, giving them valuable information about the types of errors
they have made in the text. An example of such a tool is e.g. grammarly.com,
virtualwritingtutor.com (Son et al, 2023). Pokrivčáková (2019) adds examples
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of writing helpers – ProWriting Aid, Textio, AI Writer, Textly AI and Essaybot.
The study by Dizon and Gayed (2021) in a university setting found that stu-
dents who used the artiϐicial intelligence-driven Grammarly tool made fewer
grammatical errors and wrote with more varied lexical variability than stu-
dents who did not use this option. A study by Nazari et al. (2021) also inves-
tigated the use of the Grammarly tool for the English language. They found
positive results, not only in writing but also in emotional engagement.

4. Chatbots
A chatbot is an application that communicates with users via chat, simulating
human conversations by asking and answering various questions using text.
Interest in using chatbots is high. Examples are GenieTutor, which focuses on
speciϐic language areas, Mondly (https://app.mondly.com/) has learned a num-
ber of languages. ChatGPT (https://chat.openai.com/), which offers detailed
answers to assignments, has generated a lot of interest. According to Klimova,
Pikhart and Al-Obaydi (2024) “Chatbots are among the most important emerg-
ing developments in language learning, or at least they may be. They can be
used in the classroom or even outside to assist students in developing their
speaking, reading, writing, and listening skills, among other language-related
talents” (Gayed et al., 2022 in Klimova, Pikhart, Al-Obaydi, 2024).
Baker and Smith (2019) see enormous potential in AI for education. As for
the future, the authors state that it is uncertain and also depends on our at-
titude. In their study, they list 5 negative aspects of education: “1. Teachers
burdened with excessive workload, affecting wellbeing, retention and recruit-
ment, 2. ’one-size-ϐits-all’learning, with inϐlexible learning pathways, 3. narrow
assessment inhibiting teaching and learning, 4. difϐiculty of sharing insights
between schools and colleges, 5. inconsistency of education provision and lack
of social mobility.” In all of these problems, Baker and Smith (2019) see the
solution in AI. They say that in the realm of foreign language education, in-
structors must reassess their teaching methodologies, particularly regarding
assessment techniques, as the implementation of ChatGPT and other AI tools
allows students to effortlessly produce logically structured and professionally
rigorous essays (Klimova, Pikhart, Al-Obaydi, 2024). Chatbots also serve as
a valuable tool for students to swiftly obtain dependable responses to gen-
eral concept-based inquiries, as well as aiding in the improvement of their
writing abilities when effectively guided by their educators (Kasneci et al.,
2023 in Klimova, Pikhart, Al-Obaydi, 2024). Firat (2023 in Klimova, Pikhart,
Al-Obaydi, 2024) outlined several educational potentials of ChatGPT, including
personalised learning to cater to individual student needs, real-time feedback
on task performance, convenient and ϐlexible learning opportunities, and the
promotion of open educational resources and self-assessment of progress.

5. Tools to improve pronunciation
These tools work on the basis of voice recognition. Here, a good example
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would be Alexa – a personal voice assistant which can be used to improve
pronunciation. Dizon and Tang (2022) found that besides improvement of pro-
nunciation, such a conversation can also have other beneϐits for students, such
as making the learning process more enjoyable.

To sum up, using technologies in teaching and learning has positive as well as
negative effects (Arini, 2022). Among the positive ones, we can name access to
a wide range of materials. Also, courses become more accessible to students in
remote areas. The cost of such courses is lower than the traditional face-to-face
classes. Using AI in language classes enables a more tailored learning. Moreover,
while learning languages in various AI-assisted courses, learners acquire addi-
tional skills (IT skills, teamwork etc.).

AI-assisted language courses contribute to strengthening the student role, which
supports the idea of autonomy and self-regulation in the process of learning (Al-
Hawamleh, 2022). The way people learn languages changes with students no
longer attending timetabled classes, but preferring to work in self-access mode.

On the other hand, we can also observe negative phenomena, such as technol-
ogy addiction, information overload, stress associated with IT, dehumanisation
in learning, loneliness and social phobia. Thus, focus on mental health remains
one of the key issues of modern pedagogy. Keeping a reasonable balance between
technologies and other areas of life is crucial. Also, hybrid courses could be a win-
win solution.

Use of AI tools also presents risks, such as privacy breaches and dissemination of
inaccurate information (Klimova et al., 2023). This concern is particularly relevant
with the emergence of ChatGPT (Klimova, Pikhart, Al-Obaydi, 2024) and other
chatbots.

Methodology

Research in the ϐield of pedagogy and other social science ϐields is characterised
by the complexity of the investigated phenomena. These are not always easy
to measure, but above all they are burdened by the constant variability of fac-
tors that inϐluence them (e.g. variability over time, ϐluctuations depending on
a person’s experience and the characteristics of their personality, etc.). We there-
fore used both quantitative and qualitative research methods to obtain research
data. The reason for choosing this mixed research design is the fact that both
approaches complement each other. The quantitative approach prevents the re-
searcher from taking a purely subjective view of the investigated phenomenon,
while the qualitative approach, on the other hand, helps to clarify the results
of quantitative research, it allows one to know and understand the causes of
the investigated phenomena. Our empirical investigation is therefore designed
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as qualitative-quantitative (Pelikán, 1998, Nunan, 2013) and the tools used are
a questionnaire and interviews.

The aim of our questionnaire is to ϐind out about the participants’ sentiment to-
wards AI, the extent to which teachers have already been trained in this ϐield and
if or how they use the tools of AI in foreign language teaching.

The ϐinal version of the questionnaire was preceded by piloting – we approached
a sample of 21 university lecturers who teach foreign languages to complete a pi-
lot study (as recommended by, among others, Gavora, 2000). We administered the
pre-survey in January 2024, when we received 21 relevant responses. By piloting,
we veriϐied the comprehensibility of the questionnaire and also the effectiveness
of the items. After expert consultation on the statistical processing of the results,
we distributed the ϐinal version of the questionnaire to foreign language teachers
at universities in the Czech Republic and the Slovak Republic.

The questionnaire was anonymous and created for the purpose of our paper. We
sent out the ϐinal questionnaire at the end of January 2024 and were collecting
the data until the end of April 2024.

We used both open-ended and closed-ended questions in the questionnaire; the
total number of items is 17. The ϐirst three items were of identifying nature. In
the ϐirst item, we asked about the gender of the participants: 78.4% were fe-
male, 21.6% were male. The second item asked about the age of the respondents:
17,6% were under 35, 24.2% were between 36–45, 39.9% were between 46–55
and 18.3% were 56 and over. The last identifying item was the country in which
the teachers work: 27.5% of the respondents were from the Czech Republic and
72.2% from the Slovak Republic.

The research sample consisted of 153 foreign language university teachers (n =
153) whose workplaces are members of CASALC (Czech and Slovak Association of
Language Centers).

The number of respondents may vary in individual questions. Individual respon-
dents answered some questions verbally instead of choosing from options. Their
answers are sometimes valuable and useful for us, but they could not be included
in the percentage reports. In the analytical part of the paper, we indicate the
number of respondents (n) for each question.

First, the teachers were asked for cooperation on the survey through the CASALC
newsletter. Later, to obtain more responses, we addressed the language depart-
ments directly via email asking them and their staff to ϐill the questionnaire.

The questionnaire was written in the Czech language which is perfectly intelligible
for speakers of Slovak as well, given the common history of the two countries.
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Here is the complete questionnaire (including the introduction where the project
was presented) translated into English:
The use of AI in foreign language teaching at universities – one year later

Dear colleagues, it has been about a year since the spread of generative artiϔicial intelligence (AI) tools to
the public. That is why we are asking for your cooperation in research that investigates the use of artiϔicial
intelligence tools (chatGPT, Bing, etc.) in the teaching of foreign languages at universities in the Czech and
Slovak Republic. Completing the questionnaire will take no more than 3 minutes. Thank you! Dr. Simona
Pecková (Pan-European University, Prague) and Dr. Zuzana Slobodová (University of Prešov in Prešov)

Gender
female
male

Age
35 years and less
36–45
46–55
56 and over

1. How was/is your training in the ϔield of artiϔicial intelligence organized at your university?
The university where I work provided me with sufϔicient training.
The university where I work only provided me with basic training.
The university where I work only issued a written instruction for the use of artiϔicial intelligence,

there was no training for teachers.
The university where I work has not provided any support to educators in the ϔield of artiϔicial

intelligence.
Other:

2. Have you been trained by your language department in the ϔield of using artiϔicial intelligence for teach-
ing foreign languages?

The language department where I work provided me with sufϔicient training.
The language department where I work only provided me with basic training.
The language department where I work only issued a written instruction for the use of artiϔicial

intelligence, the training of teachers did not take place.
The language department where I work did not provide any support in the ϔield of artiϔicial intelli-

gence to the teachers.
Other:

3. Where do you get skills for working with AI tools?
on-the-job training
paid courses outside the workplace
self-study from freely available sources
I have not yet had the opportunity to educate myself in this area
Other:

4. Do you use artiϔicial intelligence to create learning materials?
yes
no
Other:

5. Do you use artiϔicial intelligence directly in language teaching? If so, please specify the areas.
yes, in teaching grammar
yes, in teaching vocabulary
yes, in teaching pronunciation
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yes, in teaching speaking
yes, in teaching listening
yes, in teaching writing
yes, in teaching reading
yes, in teaching realia
yes, to develop other skills
I do not yet use artiϔicial intelligence for teaching foreign languages
Other:

6. Do you use artiϔicial intelligence to assess student work?
yes
no
Other:

7. Do you pay attention to the prevention of fraud caused by artiϔicial intelligence when teaching writing
in a foreign language?

yes
no
Other:

8. Do you give students tips on how to use artiϔicial intelligence for self-study of foreign languages?
yes
no
Other:

9. Do you use artiϔicial intelligence in your research activities (e.g. for working with documents, etc.)?
yes
no
Other:

10. Do you use artiϔicial intelligence tools to reduce your administrative burden?
yes
no
Other:

11. What is your current position on the use of artiϔicial intelligence in foreign language teaching at univer-
sities?

Negative, I see more of a threat in artiϔicial intelligence.
Positive, I see more of an opportunity in artiϔicial intelligence.
I don’t have enough knowledge and experience in this area to comment on it.
Other:

12. Do you use AI in your classes? If so, please provide examples of such activities:
(open question)

13. Where do you see the biggest AI threats?
(open question)

Here is a space for your comments:

The questionnaire was made in Google Forms. The received data were processed
in Google Sheets. Three of the questions were processed by the online statistical
calculator called Statistics Kingdom (www.statskingdom.com).

After the completion of the quantitative part of our research, the qualitative part
followed. We managed to conduct two interviews with university foreign language
teachers. Respondents were presented with the results of a quantitative survey
and then asked the following questions:
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1. The results of the pilot showed thatmost of the Czech and Slovak universities, which
were included in our survey, did not provide sufϔicient training for teachers in the
ϔield of AI. Do you see a problem with that?

2. How does your university/department approach training educators in the ϔield of
AI? Do you know the reasons for this approach?

3. How, in your opinion, should the training of educators in the ϔield of AI ideally take
place?

4. Do you feel competent enough in the ϔield of AI for your job?

It is therefore a semi-structured interview, we had prepared only very general
questions for the respondents, with the interview being left open-ended.

Results and discussion
The results overview follows the structure of our work. First, we will present what
we have discovered in the quantitative part. Analysis of the qualitative part will
follow.

Quantitative part:

As we have already said, female respondents prevail in our study (78.4% com-
pared to 21.6% of male respondents. Age groups go as follows: 17.6% of the
respondents were under 35, 24.2% were between 36–45, 39.9% were between
46–55 and 18.3% were 56 and over.

The results of the following questions are either expressed in percentage or we
used the statistical method of chi-square to verify if there is a dependence be-
tween respondents’ age and their sentiment towards AI, and the impact of training
on teachers’ sentiment towards AI.

Age and sentiment towards AI

To explore the dependence between age and sentiment towards AI, we used the
statistical method of chi-square (Sƽkaloudová, 1998). For this purpose, we divided
the participants (n = 147) into two major groups: the younger ones, i.e. 45 and
less (41.9%) and the older ones, i.e. 46 and more (58.1%).

Research Question 1: Is there a statistically signiϐicant dependence between age
and the sentiment towards artiϐicial intelligence in foreign language teaching?

H0: There is no statistically signiϐicant dependence between age and the senti-
ment towards artiϐicial intelligence in foreign language teaching.
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HA: There is a statistically signiϐicant dependence between age and the sentiment
towards artiϐicial intelligence in foreign language teaching.

Analysis within the online statistical calculator (www.statskingdom.com) gave us
the following results:

The p-value equals 0.06036. Since p-value> α , H0 is accepted on the signiϐicance
level 0.05%. That means that no dependence between age and sentiment towards
AI has been proved.

The results of our study indicate that age has no impact on teachers’ sentiment
towards AI, which seems to challenge the usual stereotypes regarding the attitude
of elderly people to technologies.

Training provided by university

Fig. 1: Training in AI provided by university

Figure 1 shows that 6.9% of respondents were trained by university, 15.2% of
them were only partially trained. 15.2% of them said their university only issued
written guidelines regarding AI and 62.8% of respondents said their university
provided no training at all.

Additional comments made by respondents:

Usually, training is offered to employees, but it is not compulsory. So the fact that
a teacher has not gone through a training provided by university does not mean
the training was not offered.
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Again, to see whether there is dependence between training provided by univer-
sity and teachers’ (n = 145) sentiment towards AI, we used the statistical method
chi-square (Sƽkaloudová, 1998).

Research Question 2: Is there a statistically signiϐicant dependence between train-
ing in AI delivered by universities to language teachers and their sentiment to-
wards artiϐicial intelligence?

H0: There is no statistically signiϐicant dependence between training in AI deliv-
ered by universities to language teachers and their sentiment towards artiϐicial
intelligence.

HA: There is a statistically signiϐicant dependence between training in AI deliv-
ered by universities to language teachers and their sentiment towards artiϐicial
intelligence.

Analysis within the stated online statistical calculator gave us the following re-
sults:

The p-value equals 0.6169. Since p-value> α , H0 is accepted on the signiϐicance
level 0.05%. There is no dependence between training provided by universities
and teachers’ sentiment towards AI.

Training provided by language department

Fig. 2: Training in AI provided by the language department

Figure 2 shows that 13% of our respondents have been trained by their language
department and 35.1% of them received a partial training from the language
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department. The rest of them (51.9%) received no training from the language
department.

Additional comments made by respondents:

No real training, but rather a session for peer experience sharing was organised.

Again, we used the statistical method chi-square (Sƽkaloudová, 1998) to see
whether there is dependence between training provided by the language depart-
ment and teachers’ (n = 146) sentiment towards AI.

Research Question 3: Is there a statistically signiϐicant dependence between train-
ing in AI delivered by language departments to language teachers and their sen-
timent towards artiϐicial intelligence?

H0: There is no statistically signiϐicant dependence between training in AI deliv-
ered by language departments to language teachers and their sentiment towards
artiϐicial intelligence.

HA: There is a statistically signiϐicant dependence between training in AI deliv-
ered by language departments to language teachers and their sentiment towards
artiϐicial intelligence.

Analysis within the stated online statistical calculator gave us the following re-
sults:

The p-value equals 0.02063. Since p-value< α , H0 is rejected on the signiϐicance
level 0.05%. There is dependence between training provided by the language de-
partment and teachers’ sentiment towards AI.

Thus, it seems that if university language teachers receive training by the language
department, they may develop a more positive sentiment towards AI.

However, on the signiϐicance level 0.01%, p-value> α , and so H0 is accepted. That
means that on the signiϐicance level 0.01% we could not observe dependence
between training provided by the language department and teachers’ sentiment
towards AI.

Resources used by teachers:

Figure 3 shows that teachers mostly get their skills in AI through self-study and
they work with materials which are freely available on the Internet (66.3%). 8.9%
of the respondents draw their skills from the training provided by their employer
and 2.4% rely on what they have learned in paid courses outside the workplace.
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Fig. 3: Resources used by teachers

The rest of them have had no opportunity to educate themselves in the area of AI
for language teaching.

No additional comments were made by respondents.

AI for production of materials

According to our survey, 43.1% of respondents use AI to produce their teaching
materials and 49% do not. Some individual respondents use it only rarely or
are just learning how to do that. No other additional comments were made by
respondents.

AI for teaching grammar, vocabulary, pronunciation, speaking, listening,
writing, reading and other

Figure 4 displays the activities language university teachers use AI for. Slightly
more than one third (36.5%) of the respondents do not use AI for any teaching
activities yet.

Additional comments made by respondents:

I am not planning to do so.
I only use AI to get some inspiration and I often adjust the material I receive to
my own needs.
I use it in courses of translation.
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Fig. 4: Areas where teachers already use AI

AI for student assessment

Only 8.5% of respondents use AI for student assessment.

Additional comments made by respondents:

No but I would like to do so if I knew how.

AI and plagiarism prevention

More than a half (55.6%) said they pay attention to the prevention of fraud caused
by AI. More than a third (35.3%) of respondents do not. Some respondents pro-
vided an extended description, where they explained the details.

Additional comments made by respondents:

With generative AI, plagiarism cannot really be prevented.
I try to help students develop their capacity for critical thinking.
I allow students to use generative AI, but they have to assess the quality of their
own prompts.
I encourage them to evaluate the quality of the text generated by AI.

AI and language self-study

41.8% of respondents try to share with their students some ideas on how to use
AI for self-study. The rest of respondents said they did not do that.
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No additional comments were made by respondents.

AI and research and publication activities

Only a minority (37.3%) of respondents use AI in order to facilitate their research
activities. On the other hand, 58.2% of respondents said they did not do so. Some
of them further developed their answer explaining that they would like to use AI
to make their research and publication activities more efϐicient but did not have
the skills to do so.

Additional comments made by respondents:

Not yet but I would like to do so if it can be helpful.

AI for lowering administrative burden

Only one ϐifth (20.9%) of respondents said they use AI in order to lower the
administrative burden. Three quarters of respondents (75.2%) said they did not
do so.

Additional comments made by respondents:

I would try to do that if I knew how.

Teachers’ sentiment towards AI in language teaching and learning

Fig. 5: Teachers’ senƟment towards AI

Figure 5 shows that almost a half (48.1%) of respondents (n= 147) have a positive
sentiment towards AI. Conversely, 13.4% of respondents have a negative senti-
ment towards AI and more than a third (38.5%) said they do not have enough
knowledge to say that. The remaining respondents provided an extended expla-
nation such as:
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I have mixed feelings towards AI.
It depends on the kind of activities AI is used for.

Use of AI in classes of foreign languages – examples of activities (open
question)

When asked to give an example of use of AI in classes of foreign languages, the
respondents gave us the following ideas:

Using an AI-generated text as an inspiration for writing tasks.
Chatting with ChatGPT in class in the target language.
Creating dialogues in ChatGPT.
Asking ChatGPT for correcting one s text.
For plagiarism check.
For creating texts that we will read with my students.
For creating grammar practising materials.
For paraphrasing texts.
I convert texts into spoken language and vice versa.
Correction of students’ texts.
To facilitate understanding of recordings, we use AI-generated subtitles in
YouTube.
Development of stylistic skills.
Reasonable usage of internet translators.
I generate pictures that we use in language classes.
Production of grammar exercises.
We share experiences with students.
Comparing students’ own texts with AI-generated texts.
Detecting errors made by AI-generated texts.
Evaluation of texts created by AI.
I only use AI to prepare my classes.
I am only planning to do so.

Despite the very limited amount of training Czech and Slovak university language
teachers have received from their employers, we can see many of them are very
creative and try to cope with the new reality of their job.

Threats of AI (open question)

These are the threats of AI as perceived by university language teachers who
participated in our survey:

Loss of motivation, plagiarism, mistakes in texts generated by AI, loss of critical
thinking, negative impact on language, oversimpliϐication of language, excessive
relying on AI, loss of creativity, misuse of AI, teacher replaceability, inability to
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think independently, deep fake, loss of human contact, loss of independence, su-
perϐiciality, inability of people to use AI properly, inability to critically evaluate
resources, uncontrollable development of AI, infomania, even greater reliance on
technology to do our creative thinking for us; a further step into an ever more
sterile and mind-numbing world in which our main priority is always to make
things easier for ourselves.

Respondents’ other comments

Generally, in their ϐinal comments, the respondents express the ideas that:

There is a need for lifelong learning in AI.
It is difϐicult to foresee how AI will develop.

Qualitative part

After completion of the quantitative part, we interviewed two university language
teachers, one from the Slovak Republic and the other one from the Czech Repub-
lic. We adapted the form of the interview to the possibilities of the respondents.
Various forms of interviewing were offered:

a) personal form with recording
b) video conference meeting with recording
c) sending the questions in advance in writing, the respondent answers the ques-

tions orally and sends an audio recording or converts the audio recording
directly into a written text in a computer program

d) sending questions in advance in writing, the respondent will answer the ques-
tions in writing

One of the respondents chose the fourth method (sending their written answers
to the questions asked). The second respondent chose the third option (she sent
a text ϐile where her oral answers were converted to text by means of a computer
program).

This is the summary of ideas we received from these interviews:

Teacher training in AI is extremely important in today’s educational landscape,
as it equips educators with the skills and knowledge needed to keep pace with
their students, who are often more adept at using new technologies. The rapid
integration of AI in various sectors, including education, necessitates that teachers
are not left behind. However, universities currently do not pay enough attention to
teacher training in AI. This neglect can be attributed to several factors, including
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the fast development in AI technology and a lack of capacities within educational
institutions to provide adequate training.

Universities seem to be taken aback by the swift advancements in AI, struggling
to incorporate these changes into their teacher training programs. This oversight
has signiϐicant implications for the quality of education that students receive.
Teachers, who are on the front lines of implementing educational technologies,
express a clear need for regular and systematic training in IT, including AI. They
would greatly beneϐit from a structured approach that includes in-house training
sessions, lectures, workshops, and access to webinars and other online materials.

An ideal training program should be comprehensive, covering both theoretical
knowledge and practical applications of AI. It is not enough to understand the
principles of AI; teachers must also be able to apply these principles in their daily
teaching practices. Additionally, ethics should be a key focus area in AI training.
Understanding the moral and ethical implications of AI usage is crucial in foster-
ing a responsible approach to technology in education. This ethical training will
help teachers navigate the complex landscape of AI with a critical and informed
perspective.

The disparity in conϐidence levels among teachers regarding their competence
with AI is another issue that needs addressing. Some teachers feel proϐicient with
AI technologies, while others feel overwhelmed and underprepared. This gap can
lead to an unequal learning experience for students, depending on the AI com-
petence of their teachers. It is essential that teachers become capable of helping
their students with AI, rather than the other way around. Self-study alone is not
sufϐicient for this purpose; a more active and supportive approach from universi-
ties is necessary.

A proactive stance from universities in providing comprehensive AI training for
teachers will ensure that they are well-equipped to navigate the evolving edu-
cational environment and support their students effectively. This training should
not be a one-time event but rather an ongoing process that evolves alongside
technological advancements. Continuous professional development in AI will help
teachers stay current and competent.

Moreover, we must accept that AI is here to stay, and all of us need to learn how
to work with it. In the ϐield of applied linguistics, AI holds signiϐicant potential for
teaching, particularly in the production of materials and assessment. AI can assist
in creating personalised learning materials, automating administrative tasks, and
providing detailed analytics on student performance. However, the active partici-
pation of learners will always be the key factor in the learning process, meaning
AI has less potential for direct learning applications. The human element in edu-
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cation remains irreplaceable, and AI should be seen as a tool to enhance, rather
than replace, traditional teaching methods.

Conclusion
The results of the study indicate that university teachers of languages, regardless
of their age, perceive artiϐicial intelligence as an opportunity and they are inter-
ested in the ways the tools of AI can be used in language teaching and learning.
Another ϐinding is that most of the respondents in the Czech Republic and the
Slovak Republic have not received sufϐicient training in this ϐield from their insti-
tutions and are therefore self-educated.

Czech and Slovak university language teachers who participated in our survey use
AI rather for preparation of teaching materials than for lowering their administra-
tive burden or for making their publication activities more efϐicient.

Threats expressed by teachers include concerns about plagiarism, cheating, loss
of motivation to learn foreign languages, increased dependence on IT technologies
etc. Teachers participating in our survey expressed their wish to be continuously
trained in technologies necessary for their work, including AI. They think training
in AI should be approached as a life-long learning process.

When preparing the concept of teacher training in AI, we have to remember
that individual people have different needs and preferences. Dudeney and Hockly
(2007) say that the pace of change will vary for different groups of teachers. Some
groups will move very quickly to adopt new technologies and new habits while
others will remain largely unaffected by technological changes. Klı́mová (2024)
emphasises the fact that both teachers and students have to upskill their com-
petencies to handle the current advancements in AI technology. Besides technical
skills, we also have to develop teachers’ and learners’ capacity for critical thinking,
as this is the key to a proper use of AI. Also, ethical issues must never be forgotten
(Hockly, 2023).

In the context of the implementation of AI in the education sector, there is a need
for deeper research in this area. Although English language teachers currently
have access to online resources on the use of AI in the classroom (e.g. blogs, we-
binars, ’how-to’ guides), there is a need for more in-depth and intensive research
regarding the opportunities, issues and challenges that AI brings (Edmett et al.,
2023).

Artiϐicial intelligence is making its way into all areas of our lives. The teaching
of foreign languages at universities in the Czech and Slovak Republics is no ex-
ception. Ultimately, the integration of AI into education is inevitable, and teacher
training must reϐlect this reality. By investing in comprehensive AI training pro-
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grams, universities and other educational institutions can ensure that their edu-
cators are prepared to meet the challenges and opportunities presented by this
technology. This investment will return in the form of a more informed, compe-
tent, and conϐident teaching workforce, capable of using AI to improve educational
outcomes for all students. Finally, today’s young generation, also referred to as
“digital natives” (Prensky, 2007) and technologies cannot be separated.
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at the PrešovUniversity in Prešov (2002–2007). In 2012, she completed her doctoral studies at the Faculty
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Implementácia predmetu CLIL a jeho overenie
v pregraduálnej príprave budúcich učiteľov

prírodovedných predmetov

Implementation of CLIL course and its validation in the
pre-gradual training of science teacher trainees

Barbara Kordı́ková

Abstrakt: Narastajúci dopyt po bilingválnom vzdelávanı́ na Slovensku si vyžaduje stále vi-
ac jazykovo aj odborne pripravených učiteľov prı́rodovedných predmetov a pregraduálne
vzdelávanie cielene nasmerované na daný typ vyučovania. Jedným z efektıv́nych výchovno-
vzdelávacı́ch prı́stupov, ktorý zastrešuje súhrn metodı́k prakticky pre všetky formy bilingvál-
neho vzdelávania je prı́stup CLIL (Content and Language Integrated Learning). Cieľom nášho
výskumu je overiť opodstatnenie nového predmetu CLIL – integrované vyučovanie prı́rodo-
vedného predmetu a jazyka a zistiť, či a ako daný predmet prispel k zmene postojov a názorov
budúcich učiteľov k cudzojazyčnému vyučovaniu prı́rodovedných predmetov pred a po jeho
absolvovanı́ v priebehu dvoch semestrov. Náš výskum bol realizovaný intervenčnou výskum-
nou metódou výskum vývojom (design-based research) spájajúcou kvantitatıv́ne aj kvalita-
tıv́ne výskumné nástroje, ktoré nám pomohli zozbierať a porovnať dáta od respondentov. Na
základe výsledkov výskumumôžemekonštatovať, že predmet CLIL sa stretol u študentov s veľ-
mi pozitıv́nym ohlasom a priniesol nový pohľad na učenie v rámci ich pregraduálnej prı́pravy.
Absolvovanie daného predmetu viedlo k znı́ženiu obáv a neistoty študentov v cudzojazyčnom
vyučovanı́, ale aj k zvýšeniu ich entuziazmu k vyučovaniu vo všeobecnosti. Zozbierané dáta
a spätná väzba od študentov nám pomohli naznačiť isté trendy a navrhnúť odporúčania pre
skvalitnenie pregraduálneho vzdelávania budúcich učiteľov v snahe lepšie ich pripraviť na
aktuálne prebiehajúce zmeny v slovenskom školstve.

Kľúčové slová: bilingválne vzdelávanie, budúci učitelia prı́rodovedných predmetov, CLIL, pre-
graduálna prı́prava

Abstract: The growing demand for bilingual education in Slovakia requires linguistically and
professionally trained science teachers and speciϐic pre-gradual education. One of the effective
educational approaches covering a set of methodologies for practically all forms of bilingual
education is the CLIL (Content and Language Integrated Learning) approach. The aim of our
dissertation is to verify the need for the new CLIL – science and language integrated learning
course and to ϐind out whether and how it contributed to changing attitudes and opinions of
prospective science teachers on foreign language teaching before and after two semesters of
the course. In our research we used the intervention design-based research involving quan-
titative and qualitative research tools which helped us collate the data. Based on the results,
we can state that the CLIL course met with a very positive response from students and added
a new perspective to teaching and their pregradual training. Its completion led to reduced
concerns and uncertainty in foreign language teaching and increased enthusiasm of students
for science teaching in general, regardless of the language of instruction. The collecteddata and
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feedback from the students helped us indicate certain trends and suggest recommendations
for the improvement of pregradual education of future science teachers in order to prepare
them better for the ongoing changes in the Slovak education system.

Key words: bilingual education, CLIL, pregradual training, prospective science teachers

Úvod
V súčasnom globalizovanom svete je ovládanie cudzı́ch jazykov považované za
nevyhnutnosť. Vstupom Slovenska do Európskej únie (EUƵ ) sa aj našim občanom
otvorili nové možnosti, ako napr.: voľný pohyb osôb, zaujı́mavé pracovné možnosti
a možnosti cestovania či štúdia v zahraničı́ a preto aj naše školstvo reagovalo na
tieto zmeny zavádzanı́m bilingválnych gymnáziı́, resp. programov, ktorých počet
v posledných rokoch neustále narastá.

V našej krajine je bilingválne vzdelávanie predovšetkým reprezentované bilingvál-
nymi gymnáziami, ktoré stále s obľubou vyučujú bilingválne práve prı́rodovedné
predmety ako chémiu, biológiu, matematiku či geograϐiu. Určitou nevýhodou bilin-
gválnych gymnáziı́ je však fakt, že poskytujú jazykové vzdelávanie len selektovanej
skupine študentov, a preto sú stále považované za elitárske. Z tohto dôvodu je
zavádzanie metodiky integrovaného vyučovania obsahu a jazyka CLIL (Content and
Language Integrated Learning) na základné školy a bežné gymnáziá prijateľnejšou
cestou v snahe dosiahnuť lepšie jazykové kompetencie širšı́ch skupı́n žiakov na
Slovensku (Kordı́ková, 2022).

Napriek narastajúcemu záujmu o tento typ vzdelávania, vedenie bilingválnych
gymnáziı́, základných a stredných škôl, ktoré sa snažia zavádzať CLIL do vyučo-
vania, stále viac čelı́ problémom so zı́skavanı́m kvaliϐikovaných učiteľov, ktorı́ by
splƵňali odborné i jazykové predpoklady. Navyše vedenie škôl i samotnı́ učitelia
nedostávajú adekvátnu materiálnu či metodickú podporu od relevantných inšti-
túciı́, čo len zvyšuje tlak na samotných učiteľov a vedie k ich zvýšenej ϐluktuácii
(Kordı́ková, 2022).

Mnohı́ odbornı́ci na bilingválne vzdelávanie na Slovensku sa vyjadrujú kriticky ku
skutočnosti, že v našej krajine existuje len veľmi málo fakúlt, ktoré cielene pri-
pravujú budúcich učiteľov na vyučovanie výchovno-vzdelávacı́m prı́stupom CLIL,
ktorý zastrešuje prakticky všetky formy bilingválneho vzdelávania a nepredsta-
vuje len samotné vyučovanie prostrednı́ctvom cudzieho jazyka, ale je ucelenou
výchovno-vzdelávacou koncepciou založenou na konštruktivistických princı́poch
a princı́poch zameraných na aktivizáciu žiaka (Gondová, 2013, s. 5). Z výskumu
Kováčikovej (2021) vyplýva, že len tri z dvanástich slovenských fakúlt, ktoré pri-
pravujú budúcich učiteľov anglického jazyka v jednoodbore alebo v kombinácii
s iným predmetom, ponúkajú študentom predmet CLIL metódy v rámci prı́pravy
vzdelávania budúcich učiteľov. Tak sa Prı́rodovedecká fakulta Univerzity Komen-
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ského (PriF UK) v Bratislave v súčasnosti radı́ medzi prvé neϐilologické fakulty na
Slovensku, ktoré ponúkajú predmet CLIL metodiky aj budúcim učiteľom nejazyko-
vých (prı́rodovedných) predmetov.

Keďže dopyt po jazykovo vybavených učiteľoch odborných predmetov je veľmi
veľký, náš výskum bol nasmerovaný práve na študentov učiteľstva všeobecno-
-vzdelávacı́ch predmetov PriF UK, na ich postoj k cudzı́m jazykom a k ich využitiu
v učiteľskej praxi prostrednı́ctvom prı́stupu CLIL.

Predložený výskum je teda prirodzenou reakciou na aktuálnu situáciu v bilin-
gválnom vzdelávanı́ na Slovensku a na potrebu špeciϐickejšej prı́pravy budúcich
učiteľov v snahe reϐlektovať súčasné výzvy pedagogického trhu práce.

1 CLIL ako výchovno-vzdelávací prístup

Napriek tomu, že pojem CLIL je už v európskom kontexte veľmi dobre známy nie-
koľko desaťročı́, v slovenskom vzdelávacom systéme zaznamenávame výraznejšı́
nárast záujmu o implementovanie integrovaného vyučovania obsahu a jazyka len
v niekoľkých posledných rokoch.

CLIL charakterizujeme ako výchovno-vzdelávacı́ prı́stup, v ktorom je podstatné
dosiahnutie duálnych (predmetových a jazykových) cieľov, kde cudzı́ jazyk slúži
ako prostriedok zı́skavania vedomostı́ a informáciı́ z daného predmetu, ktorého
obsah je vždy prvoradý. Aj keď je CLIL vyučovanie považované skôr za predmeto-
vé ako jazykové a CLIL hodiny sú v rozvrhu nasadzované ako hodiny predmetové
(napr. CLIL chémia, biológia, geograϐia), v kontexte nejazykového predmetu daná
metóda nepochybne „poskytuje aj nový rozmer myslenia a prehlbovania kompe-
tenciı́ v cudzom jazyku“ (Sƽ teϐková et al., 2023, s. 13).

Daným prı́stupom sa vyučuje maximálne 30–50 % obsahu predmetu prostrednı́c-
tvom cudzieho jazyka čı́m sa vytvára stále dostatočný priestor aj na vyučovanie
v materinskom jazyku. CLIL je navyše prı́stup k vzdelávaniu zvládnuteľný aj pre
slabšı́ch žiakov a je veľmi motivujúci, pretože v ňom žiaci použıv́ajú cudzı́ jazyk
v zmysluplných situáciách, ktoré prirodzene vyplývajú z riešenia problémov a úloh
v danom nejazykovom predmete a tým si prirodzene osvojujú komunikačné zruč-
nosti a odbornú terminológiu z daného predmetu. Podľa Gondovej (2013, s. 9)
pri vyučovanı́ CLIL-u nejde ani o vyučovanie jazyka, ani o vyučovanie predmetu,
ale o ich prepojenie, a preto si tento prı́stup vyžaduje nové inovatıv́ne metódy
vyučovania.

CLIL je súhrnom metodických postupov vychádzajúcich zo socio-kultúrnych, kon-
štruktivistických princı́pov učenia sa (Coyle et al., 2010), ktoré podporujú rozvoj
kreatıv́neho a kritického myslenia, rozvoj vyššı́ch kognitıv́nych funkciı́ (analyzovať,
hodnotiť, tvoriť). Aplikovanie metód zameraných na žiaka a jeho aktivizáciu je
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tiež neoddeliteľnou súčasťou vyučovania prı́stupom CLIL čo napomáha k podpore
vzájomnej interakcie, spolupráci a komunikácii žiaka v triede.

Na základe uvedených aspektov je zrejmé, že princı́py CLIL-u sú plne v súlade
s požiadavkami meniaceho sa systému školstva na Slovensku, ktorého cieľom je
eliminovať transmisıv́ny prenos informáciı́ z učiteľa na žiaka, memorovanie a en-
cyklopedické vedomosti v snahe klásť dôraz na také zručnosti a kompetencie žia-
kov, ktoré by ich kvalitne pripravili pre reálny život a potreby pracovného trhu
práce v budúcnosti.

2 Ciele a výskumné otázky

Náš výskum vychádzal z predvýskumu, ktorý bol realizovaný v rokoch 2017–2018
a ktorého výsledky prispeli k špeciϐikácii cieľov samotného výskumu.

V predvýskume I sme sa zamerali na zistenie aktuálnej situácie bilingválneho
vzdelávania prı́rodovedných predmetov v anglickom jazyku na slovenských bilin-
gválnych gymnáziách. Výsledky daného predvýskumu nás inšpirovali k realizácii
predvýskumu II, ktorý sa týkal budúcich učiteľov prı́rodovedných predmetov a ich
postoja k cudzı́m jazykom v profesii učiteľa. Porovnanie a zhodnotenie výsledkov
predvýskumu I a II bolo publikované v prestı́žnom karentovanom časopise In-
ternational Journal of Bilingual Education and Bilingualism pod názvom Bilingual
science education: perceptions of Slovak in-service and pre-service teachers (Kordı́ko-
vá, 2020, s. 728–741). Z tohto dôvodu v našom článku detailné výstupy predvýs-
kumov neuvádzame.

Vzhľadom na výsledky oboch predvýskumov (napr. výrazný nedostatok kvaliϐiko-
vaných učiteľov v bilingválnych programoch, takmer žiadna metodická podpora
a systém špeciϐického celoživotného vzdelávania, menšie emocionálne uspokojenie
a zároveň aj menšia istota a obavy budúcich učiteľov prı́rodovedných predmetov
pri predstave vyučovania v cudzom jazyku, atď.) sme usúdili, že by bolo vhodné
pripraviť systém pregraduálneho, prı́padne aj postgraduálneho vzdelávania, za-
meraného na zdokonaľovanie odborných aj jazykových zručnostı́ učiteľov prı́rodo-
vedných predmetov v bilingválnom vzdelávanı́. Vytvorenie výberového predmetu
CLIL zameraného na vyučovanie prı́rodovedného predmetu prostrednı́ctvom cu-
dzieho jazyka by tak mohlo mať pozitıv́nu odozvu minimálne u študentov kom-
bináciı́ prı́rodovedného predmetu s cudzı́m jazykom. Zároveň sme predpokladali,
že absolvovanı́m daného predmetu by študenti zı́skali väčšiu istotu i nadšenie pre
cudzojazyčné vyučovanie v ich budúcej praxi a ich obavy z tohto typu vzdelávania
by sa tak postupne mohli eliminovať. Overenie uvedeného predpokladu sa stalo
jedným z hlavných cieľov výskumu.

Cieľom výskumu bolo teda vytvoriť obsah nového výberového predmetu CLIL –
integrované vyučovanie prírodovedného predmetu a jazyka, odučiť daný predmet,
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overiť jeho opodstatnenie u študentov a zistiť či a ako prispel k zmene postojov
a názorov budúcich učiteľov k cudzojazyčnému vyučovaniu prı́rodovedných pred-
metov pred, počas a po jeho absolvovanı́ v priebehu dvoch semestrov.

Výsledky výskumu mali overiť význam prı́stupu CLIL ako súčasti prı́pravy budú-
cich učiteľov a v konečnom dôsledku by mali slúžiť na zlepšenie odbornej prı́pravy
budúcich učiteľov pre prax v snahe pripraviť ich na aktuálne výzvy pedagogického
trhu práce.

Z cieľa výskumu vyplýva hlavná výskumná otázka ako aj niekoľko čiastkových
výskumných otázok nasledovne:

Hlavná výskumná otázka:

Aký je prı́nos nového výberového predmetu CLIL – integrované vyučovanie prírodo-
vedného predmetu a jazyka v pregraduálnej prı́pravebudúcich učiteľov prı́rodoved-
ných predmetov?

Čiastkové výskumné otázky:

• Aký názor majú budúci učitelia na využitie cudzı́ch jazykov vo svojej učiteľskej
profesii?

• Aké sú očakávania a predstavy budúcich učiteľov o vyučovanı́ prı́rodovedných
predmetov v cudzom jazyku?

• Ako sa zmenı́ názor a postoj budúcich učiteľov k cudzojazyčnému vyučovaniu
po absolvovanı́ predmetu CLIL?

• Pomôže absolvovanie výberového predmetu CLIL študentom zmierniť obavy
a neistotu z cudzojazyčného vyučovania prı́rodovedných predmetov?

• Považujú študenti výberový predmet CLIL za podstatný prı́nos do svojho štú-
dia a praxe?

• Odporúčali by tento predmet iným študentom?
• Ako môžeme aplikovať výsledky výskumu na zlepšenie odbornej prı́pravy bu-
dúcich učiteľov chémie a ďalšı́ch prı́rodovedných predmetov vo vysokoškolskej
prı́prave a pedagogickej praxi?

3 Výskumnémetódy a nástroje

3.1 Výskum vývojom

V našom výskume sme použili pomerne novú výskumnú stratégiu výskum vývo-
jom(z anglického názvu design-based research), ktorej vznik sa datuje na začiatok
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21. storočia a zaraďuje sa k novým trendom v didaktickom výskume. Metóda vý-
skum vývojom je označovaná za praktickú výskumnú stratégiu, ktorá efektıv́ne
prepája výskum s praxou vo formálnom vzdelávanı́ (Anderson & Shattuck, 2012,
s. 16–25) v snahe prispieť k jeho skvalitneniu.

Výskumná stratégia výskum vývojom sa svojı́m charakterom nezaraďuje ani ku
kvantitatıv́nym ani kvalitatıv́nym, ale k tzv. intervenčným výskumným stratégiám
(Kalaš et al., 2011, s. 28). Podľa Trnu (2005), daný prı́stup je väčšinou interdis-
ciplinárny a integračný a táto tendencia sa čoraz viac presadzuje aj v odborových
didaktikách prı́rodovedných predmetov. Trna (2011) charakterizuje konštrukčný
výskum (výskum vývojom) ako cyklus štyroch fáz – analýzy praktického problé-
mu, vývoja riešenia, testovania riešenia v praxi a reϐlexie a zovšeobecnenia.

Kanadskı́ autori Anderson a Shattuck (2012) analyzovali takmer 50 odborných
článkov o výskume vývojom (design-based research) a na základe vlastnej analýzy
tejto metodológie sa zhodli na tom, že každý kvalitný výskum vývojom by mal
obsahovať nasledujúce atribúty:

• Vsadenie do skutočného vzdelávacieho kontextu, čo zabezpečı́ efektıv́ne po-
užitie výsledkov výskumu na zhodnotenie a zdokonalenie vyučovania v praxi.

• Zameranie sa na vyvinutie a testovanie špeciϐickej intervencie, kde by vy-
bratie a tvorba intervencie mala byť výsledkom spolupráce medzi výskumnı́-
kom a učiteľom z praxe a mala by vychádzať z dôkladného zhodnotenia danej
situácie, pomenovania problému, štúdia relevantnej literatúry či teórie a vytvo-
renia vhodnej intervencie v snahe danú situáciu zlepšiť. Takouto intervenciou
sa myslı́:
ľubovoľný konštrukčný zásah do pedagogickej praxe, napr. nová metodika, študijný materiál, soft-
vérový mikrosvet, spôsob hodnotenia či motivovania žiakov, prı́spevok do osnov alebo iný produkt,
ktorý vzniká ako súčasť pedagogického výskumu s cieľom inovovať a zlepšiť vzdelávanie a pozná-
vacı́ proces (Kalaš et al., 2011, s. 29).

• Používanie kombinovaných výskumných metód, čo prirodzene vyplýva zo
samotnej stratégie výskum vývojom, kde sa rôzne intervencie hodnotia rozlič-
nými výskumnými metódami a nástrojmi – kvalitatıv́nymi aj kvantitatıv́nymi –
podľa potreby daného výskumu.

• Mnohonásobné iterácie (opakovania), keďže každá vývojová prax obyčajne
zahŕňa testovanie prototypu, opakované vylepšenia a nepretržitý vývoj na zá-
klade opakovaného testovania. Autori humorom nazývajú neustále vylepšova-
nie intervenciı́ ako „výskum cez chyby,“ keďže nie je ľahké nájsť vhodné rieše-
nie na konkrétny problém hneď na prvýkrát, ale až po niekoľkých opakujúcich
sa cykloch.

• Kolaboratívne partnerstvo medzi výskumníkmi a učiteľmi z praxe, keďže
učitelia sú zvyčajne prı́liš zaneprázdnenı́ a nedostatočne vyškolenı́ na to, aby

30 Sƽ túdie



viedli seriózny výskum. Na druhej strane výskumnı́ci nie sú natoľko obozná-
menı́ so zložitou oblasťou vzdelávania a vzdelávacı́ch systémov, aby mohli
efektıv́ne vytvárať a zmerať dopad konkrétnej intervencie. Vzájomná spoluprá-
ca tak pomáha identiϐikovať konkrétny problém, naštudovať relevantnú litera-
túru, vytvoriť a implementovať konkrétnu intervenciu do vyučovania, zhodno-
tiť ju a vytvoriť a publikovať všeobecné teoretické závery a odporúčania, ktoré
budú užitočné pre teoretikov aj praktikov.

• Tvorba praktických „konštrukčných princípov,“ ktorá predstavuje jednu
z najdôležitejšı́ch silných stránok stratégie výskum vývojom a ktorou sa zá-
sadne odlišuje od tzv. akčného výskumu. Táto časť výskumu sa zaoberá zovše-
obecnenı́m výsledkov vývoja konkrétnej intervencie a vedie k tvorbe všeobec-
ných zásad, odporúčanı́ či teórie vedúcej ku skvalitneniu vyučovacieho procesu
a užitočnej pre učiteľov z praxe aj výskumnı́kov.

Keďže sa výskumná stratégia výskum vývojom zaraďuje k tzv. intervenčným me-
tódam a spája kvantitatıv́ne aj kvalitatıv́ne výskumné nástroje, v našom výskume
sme zber údajov realizovali prostrednı́ctvom sémantického diferenciálu a polo-
štruktúrovaného rozhovoru.

3.2 Sémantický diferenciál

Sémantický diferenciál je výskumná metóda často aplikovaná v sociálnej psycholó-
gii, marketingu, prieskume trhu (Gavora et al., 2010), ale čoraz častejšie sa použıv́a
práve v pedagogickom výskume (Vašťatková & Chvál, 2010, s. 111–128; Ferjenčı́k,
2000). V školstve sa s obľubou použıv́a pri autoevaluácii školských predmetov,
študijných programov, alebo pri zisťovanı́ efektivity zavádzania nových vyučova-
cı́ch metód v snahe zlepšiť vyučovacı́ proces. Metóda sémantického diferenciálu
je pomerne jednoduchou formou zisťovania osobných, subjektıv́nych postojov res-
pondentov k vybraným pojmom (Kordı́ková, 2022).

Každý pojem má totižto dva druhy významov – denotatıv́ny (zjavný, všeobecne
platný) a konotatıv́ny (skrytý, subjektıv́ny význam). Naprı́klad „pod pojmom trest
si každý môže predstaviť niečo iné: fyzický trest, domáce väzenie, zákaz obľúbenej
činnosti, krik a pod.“ (Gavora et al., 2010).

Podstatou tejto metódy je súbor bipolárnych adjektıv́, ako napr. zaujı́mavý – nud-
ný, ľahký – ťažký, uvoľnený – napätý, atď., ktoré by mali byť relevantné k pojmu,
ktorý je respondentmi posudzovaný. Respondenti vyjadrujú svoj postoj k danému
pojmu najčastejšie na sedembodových škálach. Adjektıv́a sú radené buď tak, že na
ľavej strane škály je vždy adjektıv́um pozitıv́ne a na pravej strane adjektıv́um ne-
gatıv́ne, alebo že sú občasne zámerne vymenené, aby sme eliminovali stereotypné
odpovedanie respondenta (Gavora et al., 2010). V tomto prı́pade je ale potrebné
vziať to do úvahy pri vyhodnocovanı́.
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Podobne ako v predvýskumoch, tak aj v našom výskume sme sa inšpirovali sé-
mantickým diferenciálom pozostávajúcim zo sedembodovej škály 20 bipolárnych
adjektıv́, ktorá bola použitá vo výskume PaedDr. Milana Kubiatka, PhD. „Séman-
tický diferenciál ako jedna z možností skúmania postojov žiakov druhého stupňa zá-
kladných škôl k chémii“ (Kubiatko, 2016). So súhlasom autora sme túto škálu ad-
jektıv́ prevzali a preložili do slovenčiny a následne použili pri posudzovanı́ posto-
jov študentov k pojmom – hodina prírodovedného predmetu v cudzom jazyku
a hodina prírodovedného predmetu v slovenskom jazyku. Pre oba pojmy bola
zostavená rovnaká škála bipolárnych adjektıv́ (Tab. 1).

Respondenti boli poučenı́ o tom, ako daný pojem hodnotiť – v hodnotiacej škále
mali označiť vždy jednu hodnotu 1–7 podľa toho, ku ktorému prı́davnému menu,
mal podľa nich, hodnotený pojem bližšie (čı́m nižšia hodnota, tým pozitıv́nejšı́
postoj; čı́m vyššia hodnota, tým negatıv́nejšı́ postoj k danému pojmu).

Sémantický diferenciál bol podobne ako pološtruktúrovaný rozhovor použitý tri-
krát: na začiatku predmetu CLIL 1, po ukončenı́ predmetu CLIL 1 a na záver
predmetu CLIL 2 a slúžil na porovnanie vývoja situácie v jednotlivých etapách
a dokreslenie celkového obrazu a informáciı́ zı́skaných z jednotlivých rozhovorov.

UƵ daje zı́skané prostrednı́ctvom sémantického diferenciálu sme vyhodnotili mate-
maticko-štatistickými metódami – vypočı́tanı́m aritmetického priemeru, mediánu
a smerodajnej odchýlky jednotlivých položiek. Vzhľadom na malý počet respon-
dentov nemalo význam spracovať naše dáta z výskumu aj prostrednı́ctvom fakto-
rovej analýzy, tak ako sme urobili v Predvýskumoch I a II a ktorých výsledky sme
publikovali v článkoch Kordı́kovej a Brestenskej (2018 a 2019).

UƵ daje sme zobrazili v grafoch zostavených pre každú etapu výskumu (začiatok
CLIL 1, po absolvovanı́ CLIL 1 a po absolvovanı́ CLIL 2)pre daný posudzovaný
pojem. Následne sme vývoj v jednotlivých etapách porovnali pre vyučovanie v cu-
dzom aj slovenskom jazyku a opäť spracovali aj graϐicky.

4 Realizácia výskumu vývojom

Náš výskum bol realizovaný v priebehu ak. rokov 2019/2020 a 2020/2021. Do
výskumnej vzorky sme zahrnuli len tých študentov, ktorı́ absolvovali výberový
predmet CLIL 1 a 2 v plnom rozsahu – skupina ôsmich študentov 3. ročnı́ka baka-
lárskeho štúdia a 1. ročnı́ka magisterského štúdia v rôznych aprobáciách (chémia
– anglický jazyk, chémia – biológia, geograϐia – anglický jazyk, biológia – nemecký
jazyk).

V akademickom roku 2019/2020 bol predmet CLIL 1 a 2 odučený prezenčne,
avšak kvôli šı́reniu vı́rusu COVID-19 a následnému uzavretiu vysokých škôl a in-
ternátov v marci 2020, študenti museli odučiť svoje modelové CLIL hodiny online.
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Tab. 1: Sedemstupňová škála 20 bipolárnych adjekơv hodnoƟaca pojem „Hodina prírodovedného predmetu
v cudzom jazyku / v slovenskom jazyku.“

1 2 3 4 5 6 7

1. ľahká ťažká

2. prospešná bezvýznamná

3. vzrušujúca nudná

4. jednoduchá zložitá

5. jasná mätúca

6. dobrá zlá

7. prijateľná frustrujúca

8. spôsobujúca radosť naháňajúca strach

9. zrozumiteľná nepochopiteľná

10. ľahká na pochopenie náročná na pochopenie

11. priateľská neprívetivá

12. zaujímavá jednotvárna

13. atraktívna nepríťažlivá

14. komfortná nepohodlná

15. hodnotná zbytočná

16. zábavná namáhavá

17. organizovaná chaotická

18. neškodná nebezpečná

19. uvoľnená napätá

20. bezpečná riskantná

V akademickom roku 2020/2021 bol už celý obsah predmetu CLIL 1 a 2 prispô-
sobený potrebám dištančného vyučovania a bol odučený online.

V našom výskume sme použili už spomı́nanú výskumnú stratégiu výskum vývo-
jom, ktorá nemá výhradne charakter kvalitatıv́neho výskumu, ale spája kvalita-
tıv́ne aj kvantitatıv́ne výskumné nástroje. Ako kvalitatıv́ny výskumný nástroj sme
aplikovali pološtruktúrovaný rozhovor a ako kvantitatıv́ny výskumný nástroj sme
použili sémantický diferenciál. Oba výskumné nástroje sa navzájom veľmi dobre
doplƵňali a boli použité trikrát – na začiatku predmetu CLIL 1, po ukončenı́ pred-
metu CLIL 1 a na záver predmetu CLIL 2 – a slúžili na zhodnotenie a porovnanie
vývoja situácie v jednotlivých etapách.

Pri pološtruktúrovaných rozhovoroch označených ako Interview I-II-III sme pou-
žili nasledujúce súbory otázok:
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Interview I (1. etapa: realizované na začiatku predmetu CLIL 1):
1. Myslı́te si, že cudzie jazyky a prı́rodovedné predmety sa dajú/nedajú prepojiť v učiteľskej praxi?

Prečo?
2. Prečo ste si zvolili predmet CLIL?
3. Ako by ste metodiku CLIL charakterizovali?
4. Aké očakávania máte od tohto predmetu?
5. Aké emócie – pozitıv́ne alebo negatıv́ne – u Vás skôr prevládajú pri predstave, že by ste mali učiť

prı́rodovedný predmet prostrednı́ctvom cudzieho jazyka?
6. Cƽo je tou negatıv́nou stránkou, ktorá Vás od takéhoto spôsobu vyučovania odrádza?
7. Viete na tomto spôsobe vyučovania nájsť niečo pozitıv́ne?

Interview II (2. etapa: realizované na konci predmetu CLIL 1):
1. Cƽo si po absolvovanı́ predmetu CLIL 1 myslı́te o ovládanı́ cudzı́ch jazykov v pedagogickej praxi?
2. Absolvovali ste jeden semester predmetu CLIL, naplnili alebo nenaplnili sa Vaše očakávania?
3. Cƽo nové Vám tento predmet dal? Naučili ste sa niečo nové?
4. Myslı́te si, že predmet CLIL môže byť prı́nosom do Vášho štúdia, prı́padne praxe?
5. Bol, podľa Vás, tento predmet niečı́m iný? Vysvetlite…
6. Cƽo sa Vám na tomto predmete najviac páčilo?
7. Cƽo sa Vám nepáčilo, k čomu máte výhrady?
8. Cƽo by ste si vedeli predstaviť robiť pri sprostredkovanı́ problematiky CLIL lepšie? Máte nejaké

návrhy na zlepšenie?
9. Ako by ste na základe zı́skaných informáciı́ dnes pojem CLIL charakterizovali?

10. Cƽo pokladáte za najväčšı́ prı́nos CLIL-u vo vyučovanı́?
11. Má podľa Vás CLIL aj nejaké nevýhody? Môžete ich špeciϐikovať?
12. Aké emócie u Vás momentálne prevládajú pri predstave, že by ste mali učiť prı́rodovedný

predmet prostrednı́ctvom cudzieho jazyka, napr. prı́stupom CLIL?
13. Ak Vás niečo stále od takéhoto vyučovania odrádza, môžete to bližšie špeciϐikovať?
14. Odporučili by ste tento predmet iným študentom? Prečo áno/nie?

Interview III (3. etapa: realizované na konci predmetu CLIL 2):
1. Absolvovali ste dva semestre predmetu CLIL, naplnili alebo nenaplnili sa Vaše očakávania?
2. Cƽo nové Vám tento predmet dal? Naučili ste sa niečo nové?
3. Myslı́te si, že predmet CLIL môže byť prı́nosom do Vášho štúdia, prı́padne praxe?
4. Ako by ste zhodnotili prı́pravu svojej modelovej CLIL hodiny?
5. Ako by ste zhodnotili svoju prvú odučenú CLIL hodinu? Aká to bola pre Vás skúsenosť? Prečo?
6. Aké emócie u Vás dnes prevládajú pri predstave, že by ste mali učiť prı́rodovedný predmet

prostrednı́ctvom cudzieho jazyka, napr. prı́stupom CLIL?
7. Ak Vás niečo stále od takéhoto vyučovania odrádza, môžete to bližšie špeciϐikovať?
8. Myslı́te si, že sa pokúsite aplikovať princı́py CLIL-u vo svojej budúcej praxi?
9. Máte nejaké pripomienky, návrhy k predmetu CLIL?

10. Odporučili by ste tento predmet iným študentom? Prečo áno/nie?
11. Cƽo by ste odporučili v snahe predmet CLIL lepšie spropagovať medzi študentami?
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Okrem rozhovorov sme podrobili analýze aj výstupy študentov – prı́pravy mo-
delových CLIL hodı́n aj samotné odučenie CLIL hodiny. Tým sme zı́skali lepšiu
predstavu o tom ako študenti CLIL pochopili a dokázali metódu aplikovať pri
koncipovanı́ prı́rodovedných hodı́n. Výsledkami tejto časti výskumu sa ale v našom
článku z kapacitných dôvodov nezaoberáme.

V našom výskume sme postupovali v súlade s charakteristikou výskumu vývojom
podľa Trnu (2011) ako cyklu štyroch fáz – analýzy praktického problému, vývoja
riešenia, testovania riešenia v praxi a reϐlexie a zovšeobecnenia – nasledovne:

1. analýza praktického problému: V predvýskume sme zhodnotili situáciu v bi-
lingválnom vzdelávanı́ na Slovensku ako problematickú z niekoľkých dôvodov,
zahrňujúc aj nedostatok kvaliϐikovaných učiteľov a špeciϐickej prı́pravy pre ten-
to typ vzdelávania. Navyše študenti učiteľstva na PriF UK na jednej strane
ukázali záujem a ochotu vyučovať v cudzom jazyku, ale zároveň zdôraznili
veľký rešpekt a obavy pri predstave viesť hodiny prı́rodovedných predmetov
cudzojazyčne.

2. vývoj riešenia (intervencie): Rozhodli sme sa pripraviť úplne nový výbero-
vý predmet CLIL – integrované vyučovanie prírodovedného predmetu a jazyka
a ponúknuť ho študentom učiteľstva na PriF UK v snahe eliminovať ich obavy
z cudzojazyčného vyučovania a skvalitniť ich prı́pravu do praxe.

3. testovanie riešenia (iterácie): Vytvorený obsah a metodiku predmetu sme
testovali v priebehu dvoch rokov a už po prvom roku sme na základe reϐlexie
študentov urobili malé zmeny, ktoré sme hneď aplikovali do obsahu a organi-
zácie vyučovania predmetu CLIL

4. zovšeobecnenia: Na základe spätnej väzby od študentov, ktorı́ absolvovali da-
ný predmet v celom rozsahu, ako aj výsledkov sémantického diferenciálu sme
zhodnotili význam vytvorenia výberového predmetu CLIL a poskytli ďalšie ná-
vrhy a odporúčania na skvalitnenie špeciϐickej pregraduálnej prı́pravy študen-
tov učiteľstva (Kordı́ková, 2022).

5 Obsah a metodika výberového predmetu CLIL

Základným kameňom nášho výskumu bolo vytvorenie obsahu a metodiky výbero-
vého predmetu CLIL. Obsah predmetu CLIL bol rozdelený do dvoch semestrov –
CLIL 1 (zimný semester) a CLIL 2 (letný semester).

Predmet bol vyučovaný slovensko-anglicky aj vzhľadom na samotné princı́py CLIL-
u, ale aj preto, aby sme nediskriminovali študentov s kombináciami bez cudzie-
ho jazyka, prı́padne študentov, ktorı́ študujú aprobáciu prı́rodovedného predmetu
a iného cudzieho jazyka (najčastejšie nemčiny). Daný predmet bol k dispozı́cii štu-
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dentom učiteľstva všeobecno-vzdelávacı́ch predmetov všetkých aprobáciı́ na PriF
UK od 3. ročnı́ka štúdia.

Obsah predmetu CLIL 1 bol skôr teoretickou časťou a zameriaval sa na vysvetle-
nie, pochopenie a stotožnenie sa s pojmom CLIL, jeho históriou, typmi; základnými
princı́pmi; kompetenciami učiteľa; rámcom 4C – obsah, komunikácia, kognı́cia, kul-
túra (z anglického content, communication, cognition and culture); učebnými štýlmi
a scaffoldingom; kompetenciami CLIL učiteľa; výhodami a nevýhodami CLIL-u; či
využitı́m digitálnych technológiı́ pri vyučovanı́.

Napriek tomu, že CLIL 1 je skôr koncipovaný ako teoretická časť, informácie o poj-
me CLIL neboli študentom podávané formou prednášky, ale prostrednı́ctvom rôz-
norodých aktivı́t zameraných na študentov, ktorı́ týmto aktıv́nym spôsobom zı́skali
nové informácie o CLIL-e, t.j. bola tu snaha realizovať obsah predmetu samotným
prı́stupom CLIL tak, aby študenti zı́skali priamu skúsenosť s daným prı́stupom
k vyučovaniu. Na konci zimného semestra tak študenti zı́skali základné portfó-
lio aktivı́t a web stránok, ktoré môžu využiť vo svojej budúcej praxi (Kordı́ková,
2019).

V zimnom semestri prvého roka otvorenia predmetu CLIL 1 bola súčasťou obsahu
predmetu aj jedna hodina (v rozsahu 90 minút) odučená CLIL učiteľkou z praxe
pôsobiacou v anglickom bilingválnom programe Gymnázia Jána Hollého v Trnave,
ktorá sa okrem praktických aktivı́t podelila so študentami o cenné skúsenosti a ra-
dy z vyučovania biológie prostrednı́ctvom CLIL-u. Počas dištančného vyučovania
v druhom roku otvorenia výberového predmetu CLIL mali študenti možnosť zú-
častniť sa jej online hodı́n biológie, keďže osobný kontakt na fakulte nebol možný.

Pri koncipovanı́ obsahu predmetu CLIL 2 v letnom semestri sme museli vziať do
úvahy fakt, že v priebehu letného semestra študenti nastupujú na pedagogickú
prax a semester je pre nich kratšı́. Preto sme boli nútenı́ zúžiť obsah predmetu-
na témy ako: rôznorodosť, stereotypy a predsudky; formatıv́ne a sumatıv́ne hod-
notenie; tvorba hodnotiacej tabuľky na odučenie modelovej CLIL hodiny; tvorba
prı́pravy modelovej CLIL hodiny; realizácia modelových CLIL hodı́n študentami;
spätná väzba k odučeniu hodı́n a zhodnotenie predmetu.

V úvode obsahu predmetu CLIL 2 sme sa zaoberali skôr teoretickými témami
o spôsobe hodnotenia žiakov ako aj diskusiou a aktivitami, ktoré viedli k uve-
domeniu si našich možných stereotypov a predsudkov vo všeobecnosti, ale aj
pri hodnotenı́ žiakov v školskom prostredı́. Tento úvod ďalej študentov motivoval
k vytvoreniu hodnotiaceho formatıv́neho nástroja – hodnotiacej tabuľky modelo-
vej CLIL hodiny, kde sa ako skupina dohodli na hodnotiacich kritériách aj deskrip-
toroch danej CLIL hodiny, ktorú mali študenti odučiť na konci semestra. Súčasťou
predmetu CLIL 2 bol aj online workshop skúsenej CLIL učiteľky na tému CLIL
– ukážky dobrej praxe, ktorý študentov opäť obohatil o nové aktivity a aplikácie
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využiteľné v online priestore. V závere predmetu študenti vypracovali a odovzdali
prı́pravu modelovej CLIL hodiny, ktorú vzhľadom na nepriaznivú epidemiologickú
situáciu museli odučiť online.

6 Výsledky výskumu

6.1 Výsledky kvalitatívneho výskumu

Z odpovedı́ študentov priebežného aj záverečného interview vyplýva, že dvojse-
mestrálny výberový predmet CLIL naplnil očakávania všetkých študentov a vo
viacerých prı́padoch ich dokonca prekonal, pretože „to bolo lepšie ako očakávali.“
Jedna študentka by dokonca privı́tala aj rozšı́renie predmetu o ďalšı́ semester,
v ktorom by sa pozornosť venovala už len konkrétnemu CLIL vyučovaniu, prı́prave
hodı́n a prı́padne aj praxe na CLIL školách. Uvádzame vyjadrenie jednej študentky:

Naozaj som si pôvodnemyslela, že sa naučı́me trošku zapojiť jazyk do vyučovania a učiť s použitı́m jazy-
ka, ale celkovo to čo mi tento predmet dal naozaj prekonalo moje očakávania… naozaj som si nemyslela
k akým možným zdrojom alebo nápadom a metódam prostrednı́ctvom tohto predmetu prı́dem.

Takisto sa všetci študenti vyjadrili, že predmet CLIL im určite dal niečo nové,
ako naprı́klad veľa užitočných aplikáciı́ a ich ϐlexibilné použitie pri rôznych té-
mach. Dƽ alšı́mi pozitıv́ami predmetu je podľa študentov aj rozšı́renie si obzorov
v didaktike, veľa nových skúsenostı́, inšpirácie a výmena názorov ako aj podpora
od spolužiakov, ale predovšetkým „iný pohľad na vyučovanie,“ kde učiteľ je skôr
facilitátorom a kde sa dá učiť iným spôsobom tým, že vyučovanie nie je zamerané
na frontálny výklad učiteľa, ale na žiaka a jeho aktıv́ne učenie sa. Nezanedbateľ-
ným poznatkom je fakt, že študenti zı́skali odvahu učiť prostrednı́ctvom cudzieho
jazyka ako aj „odvahu učiť a rozvı́jať sa aj ako učiteľ.“ Jeden zo študentov tvrdil
nasledovné:

Mne osobne dal (predmet CLIL) to, že sa pozerám na vyučovanie trošku z iného hľadiska. Doteraz to
bolo…alebo viacmenej čo sommal ja osobné skúsenosti s vyučovanı́m…tobol klasický výklad. A CLILmi
ukázal, že dá sa to robiť úplne inak. Tı́ žiaci nemusia trpieť, ale oni si vyučovacie hodinymôžu v podstate
užıv́ať a môžu sa aj tým užıv́anı́m si niečo naučiť. A ďalšia vec… zı́skal som takú sebaistotu… dovolı́m si
povedať, lebo predtým aj keď študujem jazyk, asi by somsi netrúfol odučiť nejakú tú hodinu v angličtine,
naprı́klad celú hodinu chémie by som si netrúfol v angličtine odučiť. Ale CLIL mi vlastne ponúka tú
angličtinu aj zakomponovať, obohatiť seba a obohatiť deti… čiže, podľa mňa je to také obojstranné
rozvı́janie sa.

Sƽ tudenti sa tiež súhlasne často vyjadrili k otázke či predmet CLIL môže byť prı́no-
som do ich štúdia, prı́padne praxe použijúc vyjadrenie „určite áno“ tvrdiac naprı́-
klad, že skúsenosti, mnohé zdroje a metódy z tohto predmetu už aj hneď využili
na didaktikách jednotlivých predmetov pri prı́pravách hodı́n, študenti 4. ročnı́ka aj
na samotnej praxi a že „všetko je použiteľné z tohto predmetu.“ Pre názornejšiu
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predstavu uvádzame tvrdenie jednej študentky nasledovne: „tak ma to obohatilo
o mnohé zdroje a rôzne nové metódy, o ktorých som netušila a myslı́m si, že sa
budem snažiť ich využıv́ať a že mi pomôžu hlavne žiakov zaujať alebo motivovať
alebo si ich zı́skať pre ten predmet.“

Sƽ tudenti tiež ocenili použıv́anie rôznorodých digitálnych aplikáciı́ aj pri tvorbe
svojich modelových CLIL hodı́n a uvedomujú si, že mnohé z nich budú použiteľné
aj v bežnom prezenčnom vyučovanı́.

Veľmi prı́jemným zistenı́m je skutočnosť, že po absolvovanı́ CLIL 2 u študentov
jednoznačne prevládali pozitıv́ne emócie pri predstave vyučovať prı́rodovedný
predmet v cudzom jazyku tvrdiac naprı́klad, že „sú to také lepšie pocity,“ „určite
si to viem predstaviť,“ „no tak nebojı́m sa toho, teraz mám pocit, že sa to proste
dá,“„ešte pred rokom by som sa toho stránil… ale teraz určite by som išiel do toho,
nemám strach, takú obavu… je to zvládnuteľné,“ „určite nemám z toho taký stres
ako na začiatku.“

Na druhej strane, ak študentov ešte niečo od cudzojazyčného vyučovania prı́stu-
pom CLIL odrádza, vo väčšine prı́padov je to časová náročnosť na prı́pravu a rôz-
na jazyková úroveň žiakov, prı́padne antipatia k danému cudziemu jazyku čo by
následne mohlo viesť k znı́ženému záujmu žiakov o daný prı́rodovedný predmet.
V prı́pade študentiek aprobácie prı́rodovedného predmetu a nemeckého jazyka je
však cı́tiť obavu z nemčiny, pretože si uvedomujú, že nepatrı́ k veľmi obľúbeným
cudzı́m jazykom a preto sú v určitej nevýhode v porovnanı́ so študentami, ktorı́
by pri vyučovanı́ využili jazyk anglický.

6.2 Výsledky kvantitatívneho výskumu

Výsledky sémantického diferenciálu tiež podporujú pozitıv́ne naladanie študentov
po absolvovanı́ predmetu CLIL 2. Oproti výsledkom zı́skaným po absolvovanı́ CLIL
1 registrujeme nárast o ďalšie 3 položky sémantického diferenciálu (teda spolu 9
z 20 položiek), ktoré sú vnı́mané pozitıv́nejšie v prı́pade vyučovania v cudzom
jazyku ako v jazyku slovenskom. Okrem položiek 3, 6, 12, 13, 15 a 16 (vzru-
šujúca/nudná, dobrá/zlá, zaujı́mavá/jednotvárna, atraktıv́na/neprı́ťažlivá, hodnot-
ná/zbytočná a zábavná/namáhavá), pribudli ešte položky 2, 8 a 11 (prospeš-
ná/bezvýznamná, spôsobujúca radosť / naháňajúca strach, priateľská/neprıv́etivá,
Tab. 2 – predmetné hodnoty sú hrubo vytlačené).

Graϐické znázornenie aritmetických priemerov takmer všetkých 20 položiek sé-
mantického diferenciálu po absolvovanı́ CLIL 2 (Graf 1) vykazuje jasne najnižšie
hodnoty, a teda najpozitıv́nejšie postoje v porovnanı́ s hodnotami položiek séman-
tického diferenciálu zaznamenaných na začiatku CLIL 1. Len v prı́pade položky 13
(atraktıv́na/neprı́ťažlivá) sa hodnota zanedbateľne zvýšila z 1,88 na 2 a v položke
12 (zaujı́mavá/jednotvárna) súhodnoty identické s hodnotami zaznamenanými na
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Tab. 2: AritmeƟcký priemer, medián a smerodajná odchýlka pre všetkých 20 položiek sémanƟckého
diferenciálu po ukončení CLIL 2 pre pojmy: hodina prírodovedného predmetu v cudzom jazyku a hodina
prírodovedného predmetu v slovenskom jazyku (čím nižšia hodnota, tým poziơvnejšie hodnotenie; čím
vyššia hodnota, tým negaơvnejšie hodnotenie)

Hodina prírodovedného predmetu
v cudzom jazyku

Hodina prírodovedného predmetu
v slovenskom jazyku

aritmetický 
priemer medián

smerodajná 
odchýlka

aritmetický 
priemer medián

smerodajná 
odchýlka

1. ľahká/ťažká 3,00 3,00 1,22 2,38 2,50 0,99

2. prospešná/bezvýznamná 1,25 1,00 0,43 1,50 1,00 1,00

3. vzrušujúca/nudná 1,88 1,50 1,05 3,63 3,50 0,99

4. jednoduchá/zložitá 3,75 6,50 1,09 2,38 2,00 0,70

5. jasná/mätúca 2,63 2,00 0,99 1,50 1,50 0,50

6. dobrá/zlá 1,88 2,00 0,93 2,00 1,50 1,22

7. prijateľná/frustrujúca 2,00 2,00 0,87 1,63 2,00 0,48

8. spôsobujúca radosť / naháňajúca strach 2,13 2,00 1,05 2,25 2,00 0,43

9. zrozumiteľná/nepochopiteľná 2,75 2,00 0,97 1,75 2,00 0,66

10. ľahká na pochopenie / náročná na pochopenie 3,13 3,00 1,17 2,00 2,00 0,00

11. priateľská/neprívetivá 1,50 1,50 0,50 1,63 1,50 0,70

12. zaujímavá/jednotvárna 1,38 1,00 0,70 2,63 2,00 1,58

13. atraktívna/nepríťažlivá 2,00 1,00 1,50 3,00 3,00 1,50

14. komfortná/nepohodlná 2,38 2,00 1,11 1,38 1,00 0,48

15. hodnotná/zbytočná 1,50 1,00 0,71 1,63 1,00 0,99

16. zábavná/namáhavá 1,88 2,00 0,93 2,75 3,00 0,97

17. organizovaná/chaotická 2,13 1,50 1,27 2,00 1,50 1,22

18. neškodná/nebezpečná 2,25 2,00 0,97 1,50 1,00 1,00

19. uvoľnená/napätá 2,13 2,00 0,60 1,88 2,00 0,60

20. bezpečná/riskantná 2,50 2,00 1,32 1,38 1,00 0,70

začiatku CLIL 1, t. j. 1,38. Dôvodom stagnácie v tejto položke môže byť fakt, že už
na začiatku predmetu CLIL 1 študenti vnı́mali vyučovanie v cudzom jazyku ako
veľmi zaujı́mavé, s čı́m korešponduje veľmi nı́zka hodnota vnı́mania tejto položky,
ktorá sa u študentov v priebehu dvoch semestrov výrazne nemenila.

Aj na základe rozhovorov so študentami usudzujeme, že všeobecný pokles 18 hod-
nôt z 20 položiek a teda celkovo pozitıv́nejšie vnı́manie cudzojazyčného vyučova-
nia na konci predmetu, môže byť predovšetkým odrazom praktických skúsenostı́,
ktoré študenti v priebehu CLIL 2 zı́skali pri prı́prave a samotnom odučenı́ svojej
prvej CLIL hodiny v cudzom jazyku, kde mali možnosť aplikovať zı́skané vedo-
mosti a zručnosti a odskúšať si odporúčané digitálne aplikácie.

Navyše po vypočı́tanı́ rozdielov aritmetických priemerov jednotlivých položiek sé-
mantického diferenciálu pre pojem hodina prírodovedného predmetu v cudzom ja-
zyku zistených na začiatku a konci predmetu CLIL vyplýva, že najvýznamnejšı́
pokles hodnôt bol zaznamenaný v položkách 1, 4, 5, 8, 10 a 14 (ľahká/ťažká,
jednoduchá/zložitá, jasná/mätúca, spôsobujúca radosť /naháňajúca strach, ľahká
na pochopenie / náročná na pochopenie, komfortná/nepohodlná; Tab. 3 – pred-
metné hodnoty sú hrubo vyznačené). Na základe daných údajov môžeme preto
konštatovať, že absolvovanie predmetu CLIL najvýraznejšie ovplyvnilo postoj štu-
dentov k cudzojazyčnému vyučovaniu pozitıv́nym smerom v spomenutých polož-
kách a teda predmetné vyučovanie považujú za výrazne ľahšie, jasnejšie, ľahšie na
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Obr. 1: Priemerné hodnoty všetkých 20 položiek sémanƟckého diferenciálu pre hodinu prírodovedného
predmetu v cudzom jazyku na začiatku CLIL 1 a po absolvovaní CLIL 1 a CLIL 2

pochopenie a zároveň spôsobujúce väčšiu radosť a menšı́ strach ako na začiatku
predmetu. Sƽ tudenti sa taktiež po absolvovanı́ predmetu cı́tili v cudzojazyčnom
vyučovanı́ komfortnejšie ako na jeho začiatku.

Vo všetkých zmienených položkách, okrem položky 8 (spôsobujúca radosť / na-
háňajúca strach) a 14 (komfortná/nepohodlná), prebiehal od začiatku po koniec
predmetu CLIL kontinuálny pokles hodnôt. V prı́pade položky 8 sme hneď na
začiatku CLIL 1 zaznamenali hodnotu 3,63, ktorá sa ešte výraznejšie zvýšila po
ukončenı́ CLIL 1 až na 4,25. Avšak v závere CLIL 2 sme registrovali prudký pokles
tejto položky až na hodnotu 2,13. V prı́pade položky 14 sme v prvých dvoch me-
raniach (na začiatku a konci CLIL 1) zaznamenali stagnáciu na hodnote 3,88 a až
na konci CLIL 2 bol evidovaný pokles na hodnotu 2,38.

Výrazný pokles hodnôt oboch položiek strachu a nepohodlia na konci CLIL 2 pripi-
sujeme nadobudnutej praktickej skúsenosti s prı́pravou a reálnym odučenı́m CLIL
hodiny študentami a uvedomenı́m si, že aj vyučovanie prı́rodovedného predmetu
v cudzom jazyku je naozaj zvládnuteľné (čo si mnohı́ z nich na začiatku vedeli len
veľmi ťažko predstaviť a pri myšlienke na odučenie CLIL hodiny pociťovali strach
a výrazný diskomfort).

Zaznamenané výsledky korešpondujú s ústnym zhodnotenı́m predmetu študenta-
mi v záverečných rozhovoroch a potvrdzujú náš predpoklad, že absolvovanie pred-
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metu CLIL môže študentom pomôcť eliminovať strach a obavy z cudzojazyčného
vyučovania.
Tab. 3: Porovnanie aritmeƟckého priemeru a rozdielu všetkých 20 položiek sémanƟckého diferenciálu na

začiatku CLIL 1 a po ukončení CLIL 2 pre pojmy: hodina prírodovedného predmetu v cudzom jazyku
a hodina prírodovedného predmetu v slovenskom jazyku

Hodina prírodovedného predmetu
v cudzom jazyku

Hodina prírodovedného predmetu
v slovenskom jazyku

Aritmetický 
priemer –

začiatok CLIL 1

Aritmetický 
priemer –

koniec CLIL 2 Rozdiel 

Aritmetický 
priemer –

začiatok CLIL 1

Aritmetický 
priemer –

koniec CLIL 2 Rozdiel

1. ľahká/ťažká 4,88 3,00 1,88 2,33 2,38 −0,04

2. prospešná/bezvýznamná 1,75 1,25 −0,50 2,00 1,50 −0,50

3. vzrušujúca/nudná 2,63 1,88 −0,75 3,44 3,63 −0,18

4. jednoduchá/zložitá 5,25 3,75 1,50 2,78 2,38 −0,40

5. jasná/mätúca 4,88 2,63 2,25 1,89 1,50 −0,39

6. dobrá/zlá 2,63 1,88 −0,75 2,78 2,00 −0,78

7. prijateľná/frustrujúca 3,00 2,00 −1,00 1,56 1,63 −0,07

8. spôsobujúca radosť / naháňajúca 
strach

3,63 2,13 1,50 3,11 2,25 −0,86

9. zrozumiteľná/nepochopiteľná 4,00 2,75 −1,25 2,11 1,75 −0,36

10. ľahká na pochopenie / náročná 
na pochopenie

4,75 3,13 1,62 2,22 2,00 −0,22

11. priateľská/neprívetivá 2,75 1,50 −1,25 2,22 1,63 −0,60

12. zaujímavá/jednotvárna 1,38 1,38 −0,00 3,22 2,63 −0,60

13. atraktívna/nepríťažlivá 1,88 2,00 −0,12 3,44 3,00 −0,44

14. komfortná/nepohodlná 3,88 2,38 1,50 1,67 1,38 −0,29

15. hodnotná/zbytočná 1,88 1,50 −0,38 2,22 1,63 −0,60

16. zábavná/ namáhavá 3,13 1,88 −1,25 3,00 2,75 −0,25

17. organizovaná/chaotická 2,88 2,13 −0,75 2,00 2,00 −0,00

18. neškodná/nebezpečná 3,13 2,25 −0,88 2,33 1,50 −0,83

19. uvoľnená/napätá 3,13 2,13 −1,00 2,22 1,88 −0,35

20. bezpečná/riskantná 3,63 2,50 −1,13 1,44 1,38 −0,07

Na druhej strane sme pri porovnanı́ hodnôt sémantického diferenciálu pre pojem
hodina prírodovedného predmetu v slovenskom jazyku zistili, že na konci predmetu
CLIL 2 sa s výnimkou troch položiek 1, 3 a 7 (ľahká/ťažká, vzrušujúca/nudná
a prijateľná/frustrujúca) mierne znı́žili hodnoty všetkých položiek (Tab. 3 – pred-
metné hodnoty sú označené kurzívou), a teda absolvovanie predmetu CLIL zame-
rané na cudzojazyčné vyučovanie nepriamo viedlo aj k pozitıv́nejšiemu vnı́maniu
vyučovania prı́rodovedného predmetu v slovenskom jazyku. Vývoj postojov štu-
dentov k vyučovaniu prı́rodovedného predmetu v slovenskom jazyku počas nav-
števovania predmetu CLIL je zobrazený v Grafe 2.

Myslı́me si, že za daným zistenı́m stojı́ fakt, že študenti sa stotožnili s princı́pmi
CLIL metodiky bez ohľadu na jazyk, v ktorom vyučovanie prebieha a, okrem iného,
si uvedomili dôležitosť vyučovania zameraného na žiakov, ich aktivizácie, podpory
ich kreativity a kritického myslenia a využıv́ania vhodných aplikáciı́ v akomkoľvek
vyučovacom procese.

Daný nepriamy dôsledok nášho výskumu pripomı́na nečakaný efekt tzv. Baskického
experimentu, ktorý opı́sal Ball et al. (2015, s. 29–31). Podľa autora daný experi-
ment viedol k akému si urýchleniu zmeny v spôsobe vyučovania v danom regióne,
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Obr. 2: Priemerné hodnoty všetkých 20 položiek sémanƟckého diferenciálu pre hodinu prírodovedného
predmetu v slovenskom jazyku na začiatku CLIL 1 a po absolvovaní CLIL 1 a CLIL 2

pretože baskickı́ učitelia sa pod vplyvom výborných výsledkov CLIL učiteľov začali
výraznejšie zaujı́mať o tento nový prı́stup k vyučovaniu, ktorý chceli aplikovať pri
vyučovanı́ vo svojom rodnom jazyku (Kordı́ková, 2022).

7 Limity výskumu

Napriek pozitıv́nym výsledkom nášho výskumu potvrdzujúcim prı́nos predmetu
CLIL v pregraduálnej prı́prave budúcich učiteľov si uvedomujeme určité obmedze-
nia a limity, a preto by sme výsledky výskumu nerady bezvýhradne generalizovali
(Kordı́ková, 2022).

V prvom rade si uvedomujeme fakt, že výskumu sa zúčastnila prı́liš malá výskum-
ná vzorka pozostávajúca len z ôsmich študentov učiteľstva, a preto sme neboli
schopnı́ zozbierať signiϐikantnejšie množstvo dát. Reálny obraz vnı́mania daného
predmetu tak môže byť skreslený a môže len naznačovať už spomı́nané pozitıv́ne
trendy.

Navyše vzhľadom na skutočnosť, že predmet CLIL bol študentom ponúknutý len
ako výberový predmet a hodnotený len 2 kreditmi, predpokladáme, že si ho pre-
važne zvolili len naozaj motivovanı́ a entuziastickı́ študenti, ktorı́ jednoducho mali
veľký záujem naučiť sa niečo nové a možnosť navštevovania úplne nového pred-
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metu privı́tali s nadšenı́m, čo tiež mohlo prispieť k pozitıv́nejšiemu vnı́maniu ich
postojov.

Dƽ alšı́m rizikom je skutočnosť, že výskum vývojom si vyžaduje na jednej strane
prı́tomnosť výskumnı́ka a na druhej strane prı́tomnosť učiteľa z praxe, ktorý danú
intervenciu testuje v praxi vo vyučovacom procese. V našom prı́pade však bola
táto rola spojená, pretože ako výskumnı́k som danú intervenciu (nový predmet
CLIL) navrhla a pripravila, potom testovala na študentoch a následne zbierala
údaje formou rozhovorov aj sémantického diferenciálu a dopad danej intervencie
hodnotila. Z tohto hľadiska si uvedomujeme prı́padné výhrady k objektivite a va-
lidite výsledkov nášho výskumu, avšak úprimne sme sa snažili nájsť pomyslenú
hranicu medzi entuziazmom, ktorý pre vyučovanie predmetu CLIL neskrývame,
a dostatočným odstupom pri skúmanı́ jeho dopadu a prı́nosu v pregraduálnej
prı́prave študentov učiteľstva.

Na druhej strane považujeme za potrebné dodať, že v takej malej skupine študen-
tov sa vytvorili veľmi dobré vzťahy nielen medzi študentami navzájom, ale aj me-
dzi študentami a vyučujúcou a viedli tak k veľmi otvorenej a prı́jemnej pracovnej
atmosfére, kedy sa študenti naozaj neobávali slobodne vyjadriť svoje názory, po-
city či postoje. Navyše hodnotenie predmetu bolo založené len na aktıv́nej účasti
študentov na hodinách a vypracovanı́ prı́pravy modelovej CLIL hodiny a jej oduče-
nı́, pričom úroveň odučenia a prı́pravy neovplyvnila ϐinálne hodnotenie študenta.
Sƽ tudenti nepı́sali žiadne testy ani seminárne práce. Z tohto hľadiska usudzujeme,
že vyjadrenie názorov študentov v jednotlivých rozhovoroch bolo do veľkej miery
úprimné a pravdivé, nezaťažené prı́tomnosťou vyučujúcej pri rozhovoroch (Kordı́-
ková, 2022).

Záver
V našom výskume sme sa zaoberali vytvorenı́m a implementáciou nového pred-
metu CLIL – integrované vyučovanie prírodovedného predmetu a jazyka a zhodnote-
nı́m jeho prı́nosu v pregraduálnej prı́prave budúcich učiteľov z pohľadu samotných
študentov.

Na základe našich výsledkov si dovolı́me konštatovať, že vytvorenie nového pred-
metu môžeme považovať za prı́nos v pregraduálnej prı́prave budúcich učiteľov, aj
keď sa vzhľadom na spomı́nané limity výskumu neodvážime jeho výsledky gene-
ralizovať.

Výsledky výskumu ukázali, že absolvovanı́m predmetu sa výrazne zmenili posto-
je študentov k vyučovaniu prı́rodovedného predmetu prostrednı́ctvom cudzieho
jazyka pozitıv́nym smerom. Eliminovali sa ich obavy, neistota a strach z cudzo-
jazyčného vyučovania prı́rodovedných predmetov a sebavedomie a entuziazmus
narástli. Sƽ tudenti sa po absolvovanı́ predmetu cı́tili v cudzojazyčnom vyučovanı́
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komfortnejšie, pretože bolo jasnejšie a ľahšie na pochopenie. Na druhej strane sa
ukázalo, že študenti považujú daný predmet nielen ako veľmi dobrú prı́ležitosť
vyskúšať si učenie v cudzom jazyku a ako sa v ňom naďalej rozvı́jať, ale predov-
šetkým ako sa pozerať na vyučovacı́ proces inak a ako vďaka aplikovaniu princı́-
pov výchovno-vzdelávaciemu prı́stupu CLIL vyučovanie zatraktıv́niť, zamerať ho
na žiaka a urobiť ho tak zábavnejšı́m, inovatıv́nejšı́m a kreatıv́nejšı́m podporujúc
kritické myslenie, vyššie kognitıv́ne funkcie, komunikáciu či tı́movú prácu žiakov.
Za jeden z najväčšı́ch prı́nosov CLIL-u väčšina študentov považuje fakt, že žiaci sú
schopnı́ komunikovať na odbornú tému dvojjazyčne pričom sa použıv́anı́m cudzie-
ho jazyka na hodinách neustále zlepšujú ich jazykové kompetencie, pretože cudzı́
jazyk použıv́ajú v úplne prirodzených situáciách (Kordı́ková, 2022).

Veľkým prı́nosom a pomocou pri odučenı́ CLIL hodiny bolo pre študentov aj port-
fólio aplikáciı́ a web stránok, ktoré považujú za užitočný zdroj nápadov pre uči-
teľov aj aktivizujúcich materiálov pre žiakov. Navyše študenti odučenı́m svojich
CLIL hodı́n ukázali, že pochopili princı́py daného výchovno-vzdelávacieho prı́stupu
k vyučovaniu, predovšetkým čo sa týka obsahových cieľov a aktivizujúceho spô-
sobu učenia zameraného na žiaka. Tiež za veľmi pozitıv́nu skúsenosť považujú
možnosť zúčastniť sa reálnych CLIL hodı́n a workshopu s diskusiou so skúsenou
CLIL učiteľkou z praxe.

Pozitıv́nym konštatovanı́m je tiež skutočnosť, že všetci študenti by predmet CLIL
určite odporúčali, a to z viacerých dôvodov. Sƽ tudenti ocenili fakt, že daný predmet
prebiehal aktivizujúcou formou zameranou na študentov tak, aby zı́skali praktickú
skúsenosť a predstavu o tom čo CLIL je a ako funguje priamo na hodinách. Pod-
ľa študentov bol predmet CLIL vyučovaný úplne inak ako väčšina predmetov na
fakulte, pretože študenti na seminároch aktıv́ne pracovali predovšetkým v malých
skupinách a zı́skali veľa podnetných a kreatıv́nych nápadov, ktoré môžu efektıv́ne
využiť vo svojej budúcej praxi. Sƽ tudenti tiež ocenili aj to, že na hodinách vládla
prı́jemná a tvorivá atmosféra, kedy sa nebáli podeliť o svoje názory, mohli otvo-
rene diskutovať a tým sa vzájomne inšpirovať.

Na základe pozitıv́nej reakcie študentov na predmet CLIL verı́me, že daný predmet
môže svojim obsahom a formou obohatiť širokú ponuku predmetov s fokusom na
didaktiku a pedagogiku, ktorá je k dispozı́cii našim študentom na PriF UK, a tak
rozšı́riť ich obzory v danej problematike. Taktiež si myslı́me, že stojı́ za zváženie
vytvoriť väčšı́ priestor študentom v študijnom programme učiteľstva na vzájomnú
diskusiu, vyjadrovanie názorov, zdieľanie skúsenostı́, nápadov, prı́kladov dobrej
praxe a na inovácie vo vzdelávanı́ ako aj vytvoriť podmienky na začlenenie prı́-
stupu CLIL do programu celoživotného vzdelávania pre učiteľov z praxe.

Vzhľadom na to, že sme jedna z prvých neϐilologických fakúlt na Slovensku, ktorá
daný predmet študentom učiteľstva ponúka, verı́me, že týmto môžeme prispieť
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k vyššej konkurencieschopnosti našich študentov na súčasnom pedagogickom trhu
práce.
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Language Learning Motivation in Post-Secondary
Courses: English, German, Spanish, Japanese, and

Multilingualism

Adéla Kadeřábková, Silvie Převrátilová

Abstract: This study explores the motivational proϐiles of students enrolled in language
courses at the post-secondary level, emphasizing the role of the ideal multilingual self. A sam-
ple of 280 learners across English, German, Spanish, and Japanese courses participated in the
research. Drawing from the L2 Motivational Self System framework and integrating the con-
cept of the ideal multilingual self, the study utilized a questionnaire to investigate the sources
of language learning motivation. The ϐindings revealed English and German as the predomi-
nant language choices, primarily inϐluencedby external factors such as academic requirements
and societal expectations. In contrast, learners engaged in less commonly taught languages,
particularly Japanese, demonstrated heightened intrinsic motivation and amore explicit ideal
multilingual self-concept. This trend highlights the signiϐicance of multilingualism in shaping
learners’ motivational proϐiles, with learners of less commonly taught languages expressing
a stronger inclination towards linguistic versatility and proϐiciency. Moreover, the study re-
vealed a positive correlation between speakingmultiple languages and the aspiration formul-
tilingualism, suggesting that learnerswithmultilingual backgrounds aremore inclined toward
embracing linguistic diversity. These ϐindings contribute to understanding the dynamic rela-
tionship between language choice,motivational factors, and the idealmultilingual self-concept
in the context of post-secondary language education.

1 Introduction

The importance of proϐiciency in foreign languages is indisputable in the contem-
porary context. In a globalized world, language proϐiciency offers substantial ad-
vantages, encompassing improved employment prospects, heightened professional
and academic mobility, and effective communication in international contexts. En-
glish is the contemporary lingua franca—a shared language underpinning global
connectivity, transcending temporal and spatial limitations. Proϐiciency in English
is considered foundational; however, mastering an additional foreign language
grants a substantial advantage for navigating the global landscape more easily.

The language policy in the Czech Republic underscores the importance of linguis-
tic versatility from the early stages of education, where secondary school students
are mandated to learn two foreign languages. This strategic approach broadens
linguistic horizons and aligns with the country’s commitment to prepare individ-
uals for active participation in a multicultural and multilingual world while pro-
moting a comprehensive understanding of language learning as a valuable skill
set for the future. However, this policy is under scrutiny due to proposed re-
forms that suggest making learning a second foreign language optional instead
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of compulsory. These proposals have ignited substantial debate, drawing interest
from a broad spectrum of stakeholders who have voiced concerns about its poten-
tial adverse effects on multilingualism, a value upheld by the European Council.
This controversy highlights the tension between maintaining rigorous educational
standards that promote multilingualism and adapting to the practical challenges
students may face in learning multiple languages. While the current policy pro-
motes the acquisition of foreign languages, it does not require students to take
the secondary school ϐinal exam (maturita) in a foreign language.

Following the successful completion of secondary school by passing the maturita
exam, students in the Czech educational system have several pathways available.
Aside from directly entering university upon passing maturita, they may also
opt for one-year intensive language studies, often organized by private language
schools, duly licensed by the Ministry of Education, Youth, and Sports (MSƽMT)
based on Regulation 19/2014 Coll. This regulatory framework ensures the quality
and adherence to educational standards within these language programs.

Students choose this alternative route as an avenue for honing language skills
and occasionally as a strategic choice for those seeking a transitional period af-
ter the maturita. Some embark on this one-year language course as a deliberate
gap year, often in cases where they failed their university entrance exams or are
keen on language acquisition while maintaining a student’s legal status with its
associated beneϐits. This intentional pause allows individuals to broaden their lin-
guistic repertoire, potentially increasing their competitiveness in future academic
endeavors.

The dominant role of English in language education is undeniable. However, con-
temporary scholarly inquiry highlights the signiϐicance of languages other than
English (LOTEs), recognizing potential differences from the motivations under-
lying English language learning (Dörnyei & Al-Hoorie, 2017; Dörnyei & Ushioda,
2017). Moreover, it is crucial to note that languages in an individual’s linguistic
repertoire do not exist in separate compartments; instead, they form a cohesive,
plurilingual repertoire (Council of Europe, 2018, p. 28), contributing to a novel
identity as a speaker of multiple languages (Pavlenko, 2006). Hence, it is plausi-
ble to extend the research on motivation to learn a single target language to the
broader multilingual1 identity of an individual language learner or user.

In this context, the article delves into the motivations driving students in post-
secondary courses as they navigate the complexities of multilingual proϐiciency

1 Note on terminology: This paper refers to multilingualism as a term concerning both individuals and
societies, although the authors are aware that the distinction betweenmultilingualismandplurilingualism
is sometimes made where the former refers to societal and the latter to individual levels (Council of
Europe, 2018, p. 28).

48 Study



beyond the obligatory educational thresholds. The research explores the differ-
ences in motivation to learn a foreign language among students enrolled in vari-
ous language courses and the potential variations in motivation to learn English
and a LOTE. Moreover, the inquiry seeks to explore the potential role of multilin-
gualism. The study poses the following research questions:

1. What is the students’ motivational proϐile for learning a particular language?
2. What are the differences in motivation to learn English and a LOTE?
3. What is the role of multilingualism in their motivational proϐiles?

The research was conducted in a private language school in the capital of the
Czech Republic, offering English, German, Spanish, and Japanese courses. It in-
volved 280 participants. The study employed a quantitative research design, using
a motivational questionnaire to gather data on participants’ motivational proϐiles.

Understanding motivation is crucial for comprehending the dynamics of language
acquisition and the signiϐicance of alternative educational pathways, particularly
LOTEs. Exploring post-secondary students’ motivations holds particular value for
higher education, as many students undertaking one-year language courses will
likely progress into university. Consequently, delving into their motivations en-
hances our understanding of language learning dynamics and aids in develop-
ing more effective language education strategies in university settings, including
plurilingual approaches.

2 Motivation and Language Learning

Motivation in applied linguistics gained prominence in the 1960s when Gardner
and his colleagues explored the social-psychological aspects of language learn-
ing in Canada. Gardner’s socio-educational model (Gardner, 1985, 2010) intro-
duced a prominent dichotomy between integrative and instrumental motivation,
arguably one of his framework’s most well-known aspects (Dörnyei & Ushioda,
2011, p. 41). Integrative motivation relates to attitudes toward the target language
community, the desire for interaction with its members, and the aspiration to
assimilate with the target culture. In contrast, instrumental motivation ties to
practical reasons for learning a language, such as passing a language exam or in-
creasing the likelihood of securing better employment. The distinction between in-
tegrative and instrumental motivation plays a pivotal role in motivation research,
and Gardner’s socio-educational model, coupled with a testing battery, remains
a fundamental approach to studying motivation to this day (Boo et al., 2015).

Motivation research within applied linguistics further differentiates between ex-
trinsic and intrinsic motivation (Noels et al., 1999, 2001), a distinction initially
grounded in self-determination theory (Deci & Ryan, 1985). Internal motivation
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stems from intrinsic motives, fuelled by joy and satisfaction. Individuals propelled
by such internal desires engage in activities out of voluntary choice, presenting
a self-imposed challenge to surpass their current competencies. In contrast, ex-
ternally motivated individuals may lack an inherent interest in the activity and
instead strive to attain a goal deϐined instrumentally. However, distinguishing
between these two motivations can sometimes be challenging (Lamb, 2004), as
individuals may exhibit a blend of internal and external motivational factors.

During the early 1990s, Crookes and Schmidt (1991) criticized the socio-
educational model for emphasizing social and psychological aspects of motivation.
They highlighted a noticeable gap in the integration of motivation with peda-
gogy. Consequently, the subsequent decade witnessed a shift in pedagogy. Dörnyei
(1994), for example, proposed a conceptual framework for motivation encompass-
ing three dimensions: the language level, the learner level, and the learning situ-
ation level. This framework embraces attitudes towards the language community
and associated cultural values, the individual differences among language learners,
and the educational environment where learning occurs. It integrates motivation
with pedagogy by acknowledging the interconnectedness of language, learners,
and learning environments.

At the turn of the century, Dörnyei (2005) endeavored to bridge second language
acquisition research with contemporary psychology, aiming to synthesize exist-
ing theoretical approaches into the L2 Motivational Self-System (L2MSS, Dörnyei,
2009). The L2MSS is rooted in the amalgamation of the possible selves theory
(Markus & Nurius, 1986) and self-discrepancy theory (Higgins, 1987). Possible
selves, deϐined as individuals’ envisioned images of “what they might become,
what they would like to become, and what they are afraid of becoming,” serve
as a conceptual link between cognition and motivation (Markus & Nurius, 1986,
p. 954). The motivating force within the L2MSS arises from the perceived gap
between an individual’s current and future selves and their desire to attain their
ideal self. At its core, the L2MSS comprises three principal components: the ideal
L2 self, representing the individual’s vision of what they aspire to achieve as an
L2 user; the ought-to L2 self, encompassing traits considered desirable to meet
expectations and avert adverse outcomes (Dörnyei & Ushioda, 2011, p. 86); and
the L2 learning experience, incorporating motivation derived from past language
learning experiences and the current learning situation, such as the inϐluence of
the teacher, course content, or classroom activities. Thus, the L2MSS draws upon
three fundamental sources of motivation: the intrinsic desire to become a proϐi-
cient user of the target language, the social pressures within the individual’s op-
erating environment, and the unique aspects of the individual’s language learning
experience (Dörnyei & Al-Hoorie, 2017).
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In recent decades, the L2MSS has dominated the research on language learning
motivation (Boo et al., 2015; Mahmoodi & Youseϐi, 2022). However, as it has been
empirically tested predominantly within English as the target language (Al-Hoorie,
2018), its application to LOTEs may reveal weaknesses (Oakes & Howard, 2022;
Thompson, 2017; Thompson & Liu, 2021). With the growing interest in multi-
lingualism in applied linguistics (Cook, 2016; Douglas Fir Group, 2016), schol-
ars have hinted at the research potential of possible differences in motivation
for learning English compared to other languages (Dörnyei & Al-Hoorie, 2017;
Ushioda, 2017), prompting a critical re-evaluation of existing motivational frame-
works. By examining the interplay between ideal multilingual selves and motiva-
tion across diverse language learning contexts, researchers can attain more pro-
found insights into the dynamics of language motivation in today’s increasingly
multilingual world. Consequently, there is a growing consensus on the importance
of adapting existing L2 motivational self-systems into multilingual motivational
self-systems (Henry, 2017), with scholars advocating for exploration into individ-
uals’ multilingual selves (Henry, 2020; Henry & Thorsen, 2018; Thompson, 2020).

The debate on motivation in language learning opened in the Czech and Slovak
academic realms, particularly in the context of foreign language learning in higher
education. These studies showcase innovative methods and theoretical frame-
works, including online contexts and autonomous learning. For instance, Mičı́nová
(2018) and Pavlı́ková (2018) explored motivating strategies in teaching writing
and speaking in English language classrooms, while Igazová (2017) highlighted
the motivating potential of excursions in foreign language education, illustrat-
ing how real-world interactions can signiϐicantly boost learner engagement and
practical language application. Malášková (2016) addressed part-time students’
challenges in acquiring foreign languages, suggesting ϐlexible learning strategies
that cater to adult learners’ unique needs and balancing education with other
life responsibilities. In online language learning, Katrňáková (2017) focused on
fostering student independence and motivation in virtual classrooms. Additionally,
Hradilová and Chovancová (2023) investigated how visual representations can
motivate students and alleviate feelings of isolation in distance learning environ-
ments.

From a theoretical viewpoint, Zouhar Ludvı́ková (2016) discussed how learner
autonomy can be a signiϐicant motivational force in language acquisition. From
a broader perspective, Bobáková (2017) reviewed the quality factors that in-
ϐluence foreign language education, analyzing the elements that create effective
learning environments. Further adding to these insights, Doležı́ (2023) empha-
sized the crucial role of emotions in the learning process, advocating for an em-
pathetic and emotionally aware teaching approach that addresses the emotional
dimensions of learning.

Study 51



Although these studies originate from the context of higher education, the insights
and strategies they present are applicable and valuable in various other educa-
tional settings. The principles of motivation, autonomy, and technology integration
in language learning can be adapted to different age groups and learning environ-
ments, making them universally relevant and beneϐicial.

3 Research Design and Data Collection

The study used a quantitative research design to investigate the sources and levels
of motivation in learning a foreign language within post-secondary education at
a private language school. It aimed to compare motivations for learning differ-
ent languages based on various factors, including current language experience, L2
motivational self-system, and the signiϐicance of the ideal multilingual selves in
motivation.

The study employed a structured questionnaire comprising 40 questions, drawing
inspiration from various existing instruments exploring language learning moti-
vation (Dornyei & Csizér, 2012; Dornyei & Ushioda, 2011; Gardner, 1985). Addi-
tional questions were included to incorporate the multilingual dimension into the
study and explore the participants’ ideal multilingual selves. These questions were
adapted from the work of Thompson (2017), allowing for a more comprehensive
examination of motivation across different language learning contexts. The ques-
tionnaire was designed to gather data on the participants’ demographic informa-
tion (eight questions) and further focused on the language learning motivation
within the particular language of study and the attitude towards multilingualism.
Responses to all questions were recorded using a ϐive-point Likert scale. The scale
ranged from 1 (strongly disagree) to 5 (strongly agree), allowing participants
to express the extent of their agreement or disagreement with the statements
provided. The questionnaire was in the Czech language, the participants’ mother
tongue. For reference, it can be retrieved online (Kadeřábková, 2023).

Participants received a paper copy of the questionnaire during their language
class sessions, ensuring a high rate of return. After completion, teachers collected
the questionnaires and transferred them to the researcher, who manually entered
the responses into Excel tables for subsequent analysis of the L2 motivational pro-
ϐiles, including the ideal multilingual selves. The researcher conducted descriptive
statistics to summarize the data and identify general patterns and trends in the
motivational proϐiles of the participants.

4 Participants

The sample consisted of students enrolled in post-secondary language courses at
a private language school in Prague. The survey was conducted in the spring of
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2022, allowing participants to have completed over six months of study within
the language course. While the courses are designated as post-secondary studies,
students are not required to have completed their secondary school leaving exam
in the preceding academic year. Enrollment in post-secondary courses is open
to individuals of all ages and educational backgrounds, irrespective of whether
they completed their leaving exam more than a year ago or held higher education
qualiϐications.

All participants’ native language was Czech; their average age was 20 (the
youngest was 20, and the oldest was 29). They formed four groups based on their
languages of study: English, German, Spanish, and Japanese. Each group comprised
a different number of participants, representing the enrollment numbers in the
respective language courses. The total number of participants was 280, but 13
questionnaires were dropped because they were improperly ϐilled in. The ϐinal
analysis totaled 267 participants. Table 1 summarizes their distribution across the
language groups.
Tab. 1: ParƟcipants in the language groups

Language Number
of Parallel Classes Levels Number

of ParƟcipants Male/Female

English 10 B1–C1 139 55/84
German 5 A2–B2 69 27/42
Spanish 3 A2–B2 41 14/27
Japanese 2 A1–B1 18 5/13

In accordance with research ethics, all participants received information about
the study’s purpose and design before completing the questionnaire and signed
informed consent for the processing of the data they provided.

5 Results

5.1 English Self Guides

During the academic year in question, three proϐiciency levels (B1, B2, and C1)
were available to study, and there were ten parallel English classes. English was
the most participants’ L2 (91%), and only a limited number considered English
their L3 (9%).

The motivation proϐiles in the English language courses varied. The results under-
scored the signiϐicant inϐluence of integrative motivation on language usage and
communication patterns among the participants, as evidenced by 73% reporting
regular use of English outside the classroom. Similarly, a substantial proportion
(71%) expressed genuine enjoyment in communicating with others in English.
Notably, a relationship between proϐiciency levels and language usage emerged,
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with advanced proϐiciency-level students demonstrating a greater propensity to
communicate in English beyond the classroom.

Additionally, a prevalent motivator for learning English was the desire for travel
and cultural exploration, highlighting the integrative nature of the ideal L2 self.
On the other hand, a solid ought-to L2 self was evident among English learners
as more than 50% of the participants enrolled with a clear objective of acquiring
an international language exam certiϐicate, highlighting the importance placed on
formal language proϐiciency validation. This suggests that many students pursued
English learning due to external expectations or obligations.

The responses unveiled a spectrum of perspectives on the ideal multilingual self
among participants learning English. Besides English, 55% expressed a strong de-
sire to achieve ϐluency in multiple foreign languages, showcasing a keen aspiration
for linguistic versatility. Additionally, roughly half of the participants exhibited
positive emotions associated with learning foreign languages, reϐlecting a gener-
ally favorable attitude toward language acquisition. However, approximately one-
third admitted feeling burdened by learning foreign languages, revealing a con-
trasting perspective on multilingualism.

Moreover, about 35% of English language learners envisioned themselves in ca-
reers where multilingual communication is essential, while slightly less than half
emphasized the importance of mastering multiple foreign languages. Furthermore,
almost 60% of the learners desired to match individuals proϐicient in multiple lan-
guages, highlighting a solid motivation for linguistic parity. Lastly, approximately
one-third of the participants envisioned seamlessly integrating multiple foreign
languages into their daily lives, illustrating a vision of effortless multilingualism
as part of their future identities.

5.2 German Self Guides

The German language course was the second most attended, with two proϐiciency
levels (A2–B1 and B1–B2) in ϐive parallel classes. One-quarter of the participants
identiϐied German as their L2, while three-quarters considered it their L3, reϐlect-
ing a mix of language learning backgrounds. All 69 participants commenced the
course immediately after completing their high school graduation examinations.

The data revealed signiϐicant intrinsic motivation to enroll in German courses,
with an overwhelming 95% indicating that they took the initiative to join the
classes without external pressure. However, despite this intrinsic drive, there was
a notable disparity in the emotional response towards learning German. While
approximately 56% of participants expressed positive emotions or enjoyment in
learning the language, almost 32% admitted to feeling burdened by the task.
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Those who found learning German burdensome were less likely to have enrolled
in the course out of their initiative.

Unlike the overwhelming majority of English learners who expressed enjoyment
or interest in the language (over 80%), only slightly above 56% of German learn-
ers shared similar sentiments. Beyond the classroom, almost 70% reported using
German outside, indicating a willingness to apply their language skills in real-
life situations. Furthermore, over 71% expressed enjoyment in communicating in
German, suggesting a desire for integrative language use in social contexts.

Regarding multilingualism, many German learners expressed a strong desire for
linguistic versatility, with almost 70% stating their wish to speak multiple foreign
languages ϐluently. Notably, all of these participants were concurrently learning
at least one additional foreign language alongside German, indicating a proactive
approach to language acquisition. Furthermore, all 41 participants who enjoyed
learning foreign languages also stated a higher proϐiciency level. This alignment
suggests a link between enjoyment and proϐiciency in language learning among
German learners.

The ideal multilingual self mirrored in their future aspirations, with 67% of the
learners expressing a vision of themselves in careers where multilingual commu-
nication is essential. Moreover, a majority (82%) emphasized the signiϐicance of
mastering multiple foreign languages, highlighting the value of linguistic versatil-
ity in both professional and personal spheres.

More than half of the participants (54%) regarded multilingualism as necessary,
indicating an aspiration for linguistic ϐlexibility and adaptability. Additionally,
while 39% expressed a neutral stance, only a tiny proportion (6%) did not per-
ceive the ideal multilingual self as signiϐicant to them. This diversity of perspec-
tives reϐlected the multifaceted nature of individuals’ attitudes toward multilin-
gualism.

5.3 Spanish Self Guides

Participants in the Spanish courses studied in three parallel classes on two levels
(A1/B1 and B1/B2).

Most learners (83%) opted for Spanish as their L3. The overall attitude towards
learning Spanish was overwhelmingly positive, with 78% expressing enjoyment
or interest in the process. Additionally, 73% emphasized the importance of pro-
ϐiciency in mastering Spanish for effective communication, travel, and cultural in-
tegration. Their integrative motivation mirrored their eagerness to engage with
Spanish beyond the classroom: nearly 70% expressed a desire to communicate
with other Spanish speakers or watch Spanish ϐilms.
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Despite the prevailing positive attitude towards learning Spanish, 12% of the
Spanish learners cited external expectations or obligations as their reason for
engagement. For one-third of the participants, their ought-to Spanish self was
linked to receiving a certiϐicate from an international language exam, while one-
ϐifth mentioned learning Spanish because it was expected of them, and a similar
number stated necessity as their motivation. These responses revealed a sense
of obligation or external pressure to acquire language proϐiciency, combined with
internally driven motivation.

Spanish learners revealed a strong desire for linguistic versatility and proϐiciency
in multiple languages. Most participants, totaling 76%, expressed a high level of
importance attached to the multilingual self, suggesting an aspiration to become
users of multiple languages beyond just Spanish.

Moreover, the proactive approach towards multilingualism among Spanish learn-
ers was evident. All participants who desired to speak multiple languages ϐluently
were concurrently learning at least one additional foreign language. Additionally,
their desire to engage with multiple foreign languages in various contexts, such as
envisioning themselves using them in future occupations or daily communication,
further underscores the signiϐicance of the ideal multilingual self among Spanish
learners. The Spanish group was more inclined towards the ideal multilingual self
than the English and German learners groups.

5.4 Japanese Self Guides

The Japanese learner group was the smallest, with 18 participants in two paral-
lel groups on A1–B1 levels. Learners of Japanese exhibited a distinct motivation
for their language acquisition journey. Among the 18 participants, 16 enrolled in
Japanese courses immediately following their high school graduation, while two
others completed their high school exams more than ϐive years ago. The average
age of Japanese learners stood at 25 years, marking a ϐive-year increase compared
to learners in the other language groups. Furthermore, all 18 participants identi-
ϐied Japanese as the most recent language of study.

All participants voluntarily embarked on their Japanese learning journey with-
out external pressure or academic requirements. Their enthusiasm for learning
Japanese was palpable, with 85% expressing a positive attitude towards the lan-
guage. Moreover, none of the participants perceived learning Japanese as burden-
some or obligatory, nor did they feel compelled by external expectations.

Despite acknowledging the challenges inherent in mastering Japanese, only 39%
of the learners found the learning process demanding. However, a signiϐicant ma-
jority (more than 66%) felt well motivated by their instructors, indicating a sup-
portive learning environment.
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The participants’ future aspirations further underscored the intrinsic and integra-
tive sources of motivation. A substantial number expressed a desire to incorporate
Japanese into their daily lives. In these envisioning scenarios, they would study in
Japanese-speaking institutions, work in Japanese-speaking environments, or use
Japanese extensively in various contexts.

The ideal multilingual self of Japanese learners was mirrored in their strong desire
for linguistic versatility and proϐiciency in multiple languages. The data revealed
that many learners aspired to speak ϐluently in several foreign languages, with
almost 90% of participants expressing this desire explicitly. Furthermore, a similar
number of learners found joy in learning other languages.

Notably, none of the participants expressed frustration or annoyance at the
prospect of learning additional languages, indicating a genuine enthusiasm for
linguistic acquisition. Additionally, 16 participants envision themselves in future
occupations that utilize multiple languages for communication, emphasizing the
practical importance they attribute to multilingualism. Furthermore, out of the
18 participants, 17 envisioned seamlessly incorporating multiple languages into
their daily lives, underscoring their commitment to becoming proϐicient users of
various languages in everyday contexts. Overall, the data suggests that the ideal
multilingual self held considerable importance for Japanese learners, with 90% of
participants viewing it as a signiϐicant aspect of their language-learning journey.

5.5 Ideal Multilingual Self

The desire to become proϐicient in multiple languages was a signiϐicant driving
force among language learners, as evidenced by the data from various language
groups. The concept of the ideal multilingual self, wherein individuals envision
themselves as ϐluent speakers of several languages, played a crucial role in their
motivation. This aspiration was ϐirm among learners of less commonly taught
languages such as Japanese, where 90% of participants desired to achieve multi-
lingual ϐluency. Similarly, substantial numbers of learners in Spanish (76%), Ger-
man (70%), and even English courses (55%) showed a keen interest in mastering
multiple languages. This trend highlights the intrinsic motivation to learn a target
language and integrate multiple languages into one’s identity, reϐlecting a broader,
more versatile linguistic ambition. The strong inclination towards the ideal multi-
lingual self indicates that language learners are motivated by the prospect of en-
hanced cognitive ϐlexibility, cultural understanding, and professional opportunities
that come with being multilingual.

The following diagrams present the desire to become a user of multiple languages
in the four language groups:
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positive
49%

neutral
9%

negative
42%

Diagram 1: Aƫtude to Becoming MulƟlingual: Learners of English

positive
63%

neutral
2%

negative
35%

Diagram 2: Aƫtude to Becoming MulƟlingual: Learners of German

positive
76%

neutral
5%

negative
19%

Diagram 3: Aƫtude to Becoming MulƟlingual: Learners of Spanish
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neutral
7%

negative
3%

positive
90%

Diagram 4: Aƫtude to Becoming MulƟlingual: Learners of Japanese

6 Discussion

The ϐindings of this study shed light on the language preferences and motivational
dynamics among post-secondary language learners. English and German emerged
as the preferred choices, aligning with previous research (Dörnyei et al., 2006).
English, recognized as the lingua franca of today’s globalized world, assumed
a dominant role, underscored by the highest proϐiciency levels achieved among
the participants, ranging from B1 to C1 levels. This dominance of English can
be attributed to its perceived indispensability for academic and professional suc-
cess. It reϐlects broader societal trends where English proϐiciency is increasingly
considered a prerequisite for global engagement and upward mobility. Similarly,
the preference for German can be traced back to the geographical proximity and
historical interactions between the Czech Republic and German-speaking regions,
which have traditionally inϐluenced language preferences among Czech students.

However, the motivation underlying English language learning was driven more
by external pressures than intrinsic interest. Despite the high proϐiciency levels,
many English learners reported feeling compelled to learn the language due to so-
cietal expectations, globalization trends, and the pursuit of international language
certiϐications. This instrumental motivation, fuelled by external factors rather than
personal interest, suggests a shift towards a more utilitarian view of language
learning, wherein proϐiciency is pursued as a means to an end. This ϐinding res-
onates with the notion proposed by Dörnyei and Ushioda (2011) that in contexts
where English is perceived as a necessary skill, motivation may be more inϐlu-
enced by external pressures and societal norms rather than personal choice.

In contrast, learners of LOTEs demonstrated a stronger intrinsic motivation. Par-
ticularly notable was the case of Japanese language learners, who also exhibited
a deep desire for linguistic versatility and proϐiciency in multiple languages. This
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intrinsic motivation stemmed from a strong emphasis on the ideal Japanese and
multilingual selves, highlighting a deep interest in language learning rather than
external pressures or certiϐication goals.

The correlation between language popularity and the ought-to L2 self demon-
strated a stronger ought-to L2 self in English language learners. Conversely, fewer
participants and less popularity of the Japanese language showed the weakest
ought-to L2 self. This observation suggests that the level of external pressure
correlates inversely with the popularity of the language chosen, implying that
learners feel less compelled to meet societal or academic expectations when opt-
ing for less commonly taught languages. While studies on language learning have
presented a mixed view of the ought-to L2 self’s predictive validity compared to
the ideal L2 self (Al-Hoorie, 2018, p. 737), the comparison between English and
LOTEs in post-secondary courses revealed a clear correlation between language
choice and the role of the ought-to L2 self.

Critiques of the L2MSS have suggested an extension of the L2 self-system to in-
corporate other selves, such as the anti-ought-to self (Thompson & Liu, 2021),
which may be particularly relevant to learners of LOTEs. Some participants in
Thompson and Liu’s study chose the LOTE to react to external pressures that
might otherwise dissuade them from taking up the language. It is unclear whether
or not the learner of LOTEs in the sample under scrutiny here was driven by such
internal force. The question remains unanswered and deserves attention in future
research.

The ϐindings of this study also underscored the critical role of teacher efϐicacy
and the learning environment in shaping language learning experiences. While
most learners acknowledged their instructors’ effectiveness in motivating them,
there were notable discrepancies between teaching quality and learner satisfac-
tion. Despite high ratings for teaching quality, a signiϐicant proportion of learners
expressed dissatisfaction with the learning process, suggesting a need for fur-
ther investigation into the factors inϐluencing learner satisfaction beyond teaching
effectiveness alone. Doležı́ (2023) emphasized how emotions critically inϐluence
learning outcomes, echoing Dewaele’s (2019) ϐindings that teachers play a pivotal
role in creating a supportive emotional atmosphere conducive to learning. In this
regard, the role of emotions as motivational factors, as highlighted by MacIntyre
et al. (2019), warrants deeper exploration, particularly with the rise of positive
psychology in educational settings.

The study highlights the role of multilingualism in shaping learners’ motiva-
tional proϐiles across diverse language experiences. The group of English learners
showed a less prominent ideal multilingual selves than the learners of LOTEs.
On the contrary, students of less common languages, such as Japanese, exhibited
a stronger ideal multilingual self than students of the world languages. Addition-
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ally, for participants studying multiple foreign languages, the concept of the ideal
multilingual self played a vital role, acting as a compelling source of motivation
and propelling them forward.

The observed pattern between learners of Japanese and Spanish exhibiting
stronger ideal multilingual selves suggests a signiϐicant connection between lan-
guage learning and the aspiration for multilingualism. This ϐinding underscores
the importance of providing support for language learning initiatives at lower
levels of education, as it appears that the more languages learners engage with,
the more inclined they become towards multilingualism.

Therefore, educators and policymakers must prioritize and support language
learning programs, particularly those targeting less commonly taught. By offer-
ing resources, opportunities, and encouragement for language study, institutions
can empower learners to pursue proϐiciency in multiple languages and embrace
the beneϐits of multilingualism. Moreover, fostering a multilingual-friendly envi-
ronment within educational institutions can further enhance language learning
outcomes and promote a culture of linguistic diversity. This can include providing
access to language resources, promoting language exchange programs, and cele-
brating linguistic diversity through multicultural events and activities.

7 Limitations and Further Research

One notable limitation of the study is the sample composition, as it primarily in-
cludes students who voluntarily enrolled in language schools. Such a sample may
possess positive attitudes towards languages, potentially inϐluencing the study’s
ϐindings. Exploring contexts with limited free will, such as high schools or univer-
sities where language study is mandatory, may bring a more comprehensive un-
derstanding of motivation and provide insights into the impact of external factors
on learners’ language attitudes and engagement.

Like any quantitative study, this research is constrained by the inherent limita-
tions of relying on numerical data. As a complex and multifaceted phenomenon,
motivation may not be fully captured through numerical measurements alone.
A more comprehensive exploration incorporating qualitative methods could pro-
vide a richer understanding of the motivational dynamics inϐluencing language
learners. Additionally, the evolving nature of motivation should be explored
through longitudinal studies and mixed-methods approaches.

An intriguing direction for future research involves a more targeted investigation
into learners acquiring an L3, given the indication from this study of the height-
ened inϐluence of the ideal multilingual self among students learning additional
languages beyond their L2. The present study underscored the signiϐicance of
multilingualism, emphasizing the necessity to explore the intricacies of individual
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learners’ experiences when acquiring a speciϐic L3, particularly in contrast to their
L2 learning pursuits (Henry, 2011). Investigating how motivations vary between
L2 and L3 acquisition, considering that all participants in this study had prior
experience with at least one additional language, could provide valuable insights.
Adopting a comparative approach between L2 and L3 motivations could enrich
our understanding of the dynamics at play in multilingual language acquisition.

8 Conclusion

This study unraveled the patterns between learners of English and those engaged
in LOTEs, highlighting a noteworthy aspect of the role of multilingualism, which
emerged as a distinctive feature in shaping learners’ motivational landscapes. Pos-
itive attitudes toward multilingualism underscored the desire to use languages
beyond the classroom, emphasizing its signiϐicance in connecting with diverse
linguistic communities.

Promoting the ideal multilingual self holds immense potential for enhancing lan-
guage learning motivation and outcomes. By recognizing and harnessing the in-
trinsic motivation inherent in language study, educators and policymakers can
create an environment where learners feel eager to learn languages with enthu-
siasm and determination, ultimately leading to higher proϐiciency and ϐluency in
multiple languages.

The study contributes to the broader discourse on language acquisition motiva-
tions, the role of multilingualism, and the potential impact of diverse linguistic
journeys. Finally, the study invites further exploration of multilingual motivations
and their role in shaping language learning experiences.
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Čeština pro speciϐické účely ve velmi speciϐických
podmínkách: jak naučit zdravotnickou češtinu

ukrajinské uprchlíky

Czech for Speciϐic Purposes in Very Speciϐic Conditions: How to
Teach Medical Czech to Ukrainian Refugees

Iveta Cƽermáková, Marie Zvonı́čková, Tereza Bakusová

Abstrakt: Přı́spěvek se zabývá velmi speciϐickým přı́padem kariérnı́ho postupu, totiž tı́m, jak
(na)učit co nejrychleji základům zdravotnické češtiny ukrajinské uprchlı́ky (a zejména uprch-
lice), aby mohli v Cƽeské republice zı́skat důstojné zaměstnánı́ ve svém oboru. Speciϐičnost
tohoto přı́padu je mnohonásobná. Geograϐická mobilita zde vlastně předcházı́ plurilingvnı́
kompetenci: uprchlı́ci se nejprve nedobrovolně přesunuli na územı́ cizı́ho jazyka a až poté si
osvojujı́ tamnı́ jazyk. Z didaktického hlediska majı́ výhodu, že se jazyk učı́ přı́mo na územı́, kde
se jı́m hovořı́, jsou jı́m obklopeni, a také majı́ výraznoumotivaci, na druhou stranu jsou v mez-
nı́ životnı́ situaci, vytvářejı́cı́ mj. extrémnı́ stres, nedovolujı́cı́ se plně soustředit na studium,
a navı́c jsou nuceni si jazyk osvojit opravdu rychle. Platı́ přitom zároveň, že minimálně pokud
jde o schopnost komunikovat v nemocničnı́m prostředı́ s pacienty a zdravotnı́ky, jejich čeština
musı́ být na dobré úrovni, protože speciϐičnost nemocničnı́ komunikace neumožňuje přı́tom-
nost jazykově nedostatečně vybaveného profesionála (kontrolnı́m mechanismem ze strany
státu jsou v tomto ohledu jazykové zkoušky, resp. nostriϐikace). Je tedy zřejmé, že vyučujı́cı́
těchto studentů stojı́ před mimořádně obtı́žným úkolem, a totéž platı́ i pro autory, kteřı́ pro
ně připravujı́ učebnı́ materiály. Přı́spěvek komentuje z didaktického a jazykového hlediska
speciϐičnost výše popsané situace, zabývá se různými aspekty problému a na nedávno vydané
učebnici Léčíme česky. Čeština pro sestry a jiné zdravotníky (Cƽermáková et alii, 2022) ilustruje
i možné konkrétnı́ řešenı́ úkolu připravit učebnı́ materiál pro tento zvláštnı́ typ studentů.

Klíčová slova: čeština pro speciϐické účely, komunikace v ošetřovatelstvı́, komunikace s paci-
entem, ukrajinštı́ uprchlı́ci, zdravotnická čeština

Abstract: The paper deals with a very speciϐic case of career advancement, namely how to
teach the basics of medical Czech to Ukrainian refugees (and especially refugee women) as
quickly as possible so that they can get decent jobs in the Czech Republic in their ϐield. The
speciϐicity of this case ismanifold. Geographicalmobility in this case actually precedes plurilin-
gual competence: refugees ϐirst move involuntarily into the territory of a foreign language and
only then acquire the local language. From a didactic point of view, they have the advantage
of learning the language directly in the territory where it is spoken, they are surrounded by it,
andmostly highlymotivated; on the other hand, they are in an extremely difϐicult life situation,
which creates, among other things, extreme stress, not allowing them to concentrate fully on
their studies. Moreover, they are forced to acquire the language really quickly. At the same
time, it is also true that, at least as far as the ability to communicate in a hospital environment
with patients and medical staff is concerned, their Czech must be at a good level, because the
speciϐic nature of hospital communication does not allow for the presence of a linguistically
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insufϐiciently equipped professional (the control mechanism on the part of the state in this
respect is a language exam or nostriϐication). It is therefore clear that the teachers of these
students face an extremely difϐicult task, and the same applies to the authors who prepare
teaching materials for them. The paper comments on the speciϐicity of the situation described
above, and from a didactic and linguistic point of view, discusses various aspects of the prob-
lem, and on the recently published textbook Léčíme česky. Czech for Nurses and Other Health
Professionals (Čermáková et alii, 2022) illustrates a possible solution to the task of preparing
teaching material for this special type of students.

Key words: Czech for speciϐic purposes, communication in nursing, communication with pa-
tients, Ukrainian refugees, medical Czech

1 Úvod

O tom, že znalost komunikačnı́ho jazyka je klı́čovou podmı́nkou pro vykonávánı́
většiny povolánı́, je zbytečné diskutovat, a podobně je tomu s důležitostı́ jazyka
pro možný kariérnı́ postup. V souvislosti s osvojovánı́m komunikačnı́ho jazyka se
dnes nejčastěji řešı́ dva přı́pady: 1) lidé, kteřı́ přicházejı́ žı́t/pracovat do cizı́ země,
jsou různou měrou nuceni osvojit si jazyk dané země; 2) standardnı́ užıv́ánı́ an-
gličtiny v některých pracovnı́ch sektorech vede k tomu, že leckde je za samozřej-
most považována dobrá znalost angličtiny na komunikačnı́ úrovni, takže jazykovou
přı́pravu berou zaměstnanci jako nedı́lnou součást své přı́pravy na povolánı́. Té-
matem tohoto textu je zcela speciϐická varianta prvnı́ situace: v teoretické i prak-
tické rovině se budeme zabývat problémem, jak co nejrychleji (na)učit ukrajinské
uprchlı́ky (a zejména uprchlice) základům zdravotnické češtiny, aby mohli v CƽR
zı́skat důstojné zaměstnánı́ ve svém oboru.

Konkrétně popı́šeme obecný rámec tohoto speciϐického přı́padu výuky cizı́ho ja-
zyka: ukážeme, v čem spočıv́á zvláštnost situace, v nı́ž se ocitli uprchlı́ci, kteřı́
po přı́chodu do CƽR chtějı́ i nadále pracovat ve zdravotnictvı́ a potřebujı́ k tomu
základnı́ komunikačnı́ znalost zdravotnické češtiny. Budeme stručně charakterizo-
vat sociálnı́ a ekonomický rozměr této situace a z didaktického hlediska obecně
posoudı́me pozitivnı́ i negativnı́ faktory výuky, se kterými musı́ učitel počı́tat. Po-
zornost budeme krátce věnovat též vnějšı́m okolnostem, které ovlivňujı́ možnost
zaměstnat ukrajinské uprchlı́ky v českém zdravotnictvı́. V druhé části textu pak
jako přı́klad dobré praxe popı́šeme vznik a využitı́ multimediálnı́ i tištěné verze
učebnice Léčíme česky. Čeština pro sestry a jiné zdravotníky. Лікуємо чеською. Чеська
мова для медсестер та інших медичних працівників (Cƽermáková et alii, 2022),
která vznikla velmi krátce po ruské invazi a která nalezla velmi pozitivnı́ ohlas
mezi ukrajinskými uprchlı́ky.
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2 Speciϐičnost situace

Speciϐičnost tohoto přı́padu je mnohonásobná a odvozuje se samozřejmě od to-
ho, že potenciálnı́ studenti českého jazyka se ve své životnı́ situaci ocitli zcela
nedobrovolně, vynuceně. Pod tlakem vnějšı́ch okolnostı́ se prakticky ze dne na
den ocitli v cizı́ zemi, často bez prostředků, jsou v obtı́žné psychické situaci, je-
jich kontakt s dosavadnı́m životem byl zpřetrhán. Jsou tedy nucenými migranty –
tento termı́n se vztahuje na všechny osoby, které podléhajı́ nucenému migračnı́mu
pohybu, a zahrnuje žadatele o azyl, odmı́tnuté žadatele o azyl, uprchlı́ky, osoby,
které teprve budou žádat o azyl (srov. Pertek & Phillimore, 2022). Jinými slovy:
opuštěnı́ země původu je důsledkem odůvodněného přesvědčenı́ o existenčnı́m
ohroženı́, nikoli volbou a vyjádřenı́m práva volby, které je tak často zdůrazňováno
v migračnı́ch studiı́ch (Isański, 2022).

To mimo jiné znamená, že geograϐická mobilita zde předcházı́ plurilingvnı́ kom-
petenci: uprchlı́ci se nejprve nedobrovolně přesunuli na územı́ cizı́ho jazyka a až
poté si by si měli osvojit tamnı́ jazyk. Nejde tedy o klasickou přı́pravu na pracovnı́
přı́ležitost v zahraničı́. Tento faktor pochopitelně zásadně komplikuje výuku jazyka
– učitel musı́ opustit některá obvyklá, zavedená výuková schémata a přizpůsobit
se situaci (připomeňme jen, že osvojenı́ profesionálnı́ komunikace nenı́ jen intu-
itivnı́, výuka je pro ně zásadně důležitá – jak řı́ká Rešková (2016), profesionálnı́
komunikace v medicı́ně je soubor dovednostı́, které si budoucı́ zdravotnı́ci osvojujı́
učenı́m a praktickým nácvikem).

Při hledánı́ řešenı́ je nutné brát v úvahu speciϐickou sociologickou strukturu mi-
grantů. Od počátku invaze je nejčastějšı́m modelem uprchlické rodiny žena s dı́tě-
tem/dětmi + jejı́ matka. Nejčastěji k nám přicházı́ zejména střednı́ a sociálně slabšı́
třı́da. Podle aktuálnı́ch dat je v CƽR 366 tisı́c uprchlı́ků z Ukrajiny.1 Od začátku
ruské agrese zı́skalo v Cƽeské republice dočasnou ochranu vı́ce než 504 tisı́c lidı́
prchajı́cı́ch před válkou. Z nich je 68 % v produktivnı́m věku, 65 % z toho jsou
ženy. Pokud se podıv́áme na věkové rozvrstvenı́, 28 % představujı́ děti a 4 % se-
nioři. Nejvı́ce držitelů dočasné ochrany je v Praze, Brně a Plzni.2

Vezmeme-li při interpretaci těchto dat v úvahu též skutečnost, že mezi zdravot-
nickým personálem jasně převažujı́ ženy, můžeme počı́tat s tı́m, že dominantnı́m
typem studenta bude mladšı́ žena, nejčastěji s dı́tětem a v obtı́žné ekonomické
situaci.

1 Zdroj: https://data.unhcr.org/en/situations/ukraine
2 Zdroj: Ministerstvo vnitra CƽR (online, https://www.mvcr.cz/clanek/v-ceske-republice-je-aktualne-

325-tisic-uprchliku-z-ukrajiny.aspx).
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3 Motivace ke studiu češtiny jako pozitivní faktor

Pro přı́pravu jazykové výuky je pozitivnı́m důsledkem této jinak neblahé situace
skutečnost, že zejména v prvnı́m obdobı́ po ruské agresi byla vnitřnı́ motivace
ukrajinských uprchlı́ků ke studiu češtiny vysoká. Bylo zřejmé, že jazykovou inte-
graci sami chápou jako součást obecnějšı́ integrace sociálnı́. Dle lingvistky Vaňkové
(2005) nemá jazyk pro cizince pouze instrumentálnı́ význam, spočıv́ajı́cı́ v potřebě
domluvit se v běžných situacı́ch, ale plnı́ i svoji sociálnı́ a integračnı́ roli. Jazyk
pomáhá v rozvoji sociálnı́ch sı́tı́, v kulturnı́ a sociálnı́ integraci jedince, upevňuje
sebevědomı́ a sebedůvěru člověka v novém prostředı́. Výzkumy psychologů (např.
Morgensternová, 2007) upozorňujı́ na to, že psychická integrita, zkušenost a ži-
votnı́ historie je většinově ukotvena v jazyce. Jak vı́me, motivace, a to jak vnitřnı́,
tak i vnějšı́, je naprosto klı́čovým faktorem jakékoli úspěšné výuky (srov. k tomu
např. Cƽapek, 2015, Fontana, 2014, nebo Lokšová & Lokša, 1999). V tomto přı́padě
má vysoká motivace speciϐický rozměr: studenti majı́ výraznou, někdy až extrém-
nı́ motivaci, protože na úspěšném osvojenı́ jazyka může částečně záviset životnı́
a ekonomická situace jejich rodiny. Těžko si lze představit silnějšı́ motiv ke studiu
jazyka. V této souvislosti podotkněme, že 58 % ukrajinských rodin je u nás na
hranici chudoby (pro srovnánı́: v CƽR je to 10 % českých rodin). Např. ukrajinská
matka s dvěma dětmi má k dispozici 11 000 Kč měsı́čně.3 Tato vnitřnı́ motivace
odrážejı́cı́ snahu najı́t důstojné zaměstnánı́ ve vlastnı́m oboru (byť třeba na nižšı́
úrovni) je posilována i motivacı́ vnějšı́, protože složenı́ jazykových a nostriϐikač-
nı́ch zkoušek může vést k tomu, že práce vykonávaná v CƽR se přiblı́žı́ tomu, čemu
se věnovali před válkou.

Z didaktického hlediska najdeme na situaci uprchlı́ků ještě dalšı́ pozitivnı́ rys.
Jazyk se totiž učı́ přı́mo na územı́, kde se jı́m hovořı́, jsou jı́m obklopeni. Právě
takový stav je pro studium cizı́ho jazyka považován za velmi výhodný, je doloženo,
že usnadňuje osvojovánı́ komunikačnı́ch dovednostı́.

4 Negativní vlivy

Jak vyplývá z výše řečeného, učitel češtiny může počı́tat s tı́m, že velká motivace
a pobyt studentů mezi rodilými mluvčı́mi bude proces výuky usnadňovat. Zkuše-
nosti ale ukazujı́, že zároveň je tu několik faktorů, které výuku naopak komplikujı́.

Tendencı́, která může oslabovat zmiňovanou motivaci ke studiu a která je navı́c
postupem času posilována vnějšı́mi okolnostmi, je motiv návratu na Ukrajinu. Ze
strany ukrajinského státu je vyvı́jen enormnı́ tlak na návrat uprchlı́ků (podle dat,
která máme k dispozici, se již 1/3 uprchlı́ků na Ukrajinu vrátila, pouze 1, 5 %

3 Zdroj: online, https://www.youtube.com/watch?v=C8GCr7jfU58&list=PLePuintCGm1ArCLAf-C_
R-Gq7UTmI21qi&index=4&t=1508s.
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odešlo do jiné země EU).4 Uprchlı́ci majı́ často na mysli to, že se chtějı́ v horizontu
zhruba jednoho roku vrátit, jsou rozpolceni: na jedné straně, jak už bylo řeče-
no, chtějı́ zabezpečit rodinu zde v Cƽeské republice, a to pokud možno důstojným
způsobem, zároveň je to ale často táhne domů (a k návratu do vlasti jsou často
i vyzýváni). Proto řada Ukrajinců dá přednost nekvaliϐikované práci před možnostı́
zı́skat kvaliϐikovanou ve své specializaci, je-li předpokladem kvaliϐikované práce
požadavek naučit se česky. To se částečně týká i zdravotnı́ků (k problému přijı́-
mánı́ uprchlı́ků obecně srov. Isański et alii, 2022).

Ale i u těch, kteřı́ motivaci majı́, platı́, že musı́ čelit nesmı́rně obtı́žné životnı́ si-
tuaci: rodina je násilně rozdělená a neúplná. Rƽ ada uprchlic trpı́ posttraumatickou
poruchou a řešı́ následky rozpadu rodiny (vı́ce k tomu Długosz, 2023). Jak jsme
již uvedli, přes 50 % neúplných rodin žije u nás na hranici chudoby a 70 tisı́c
uprchlı́ků bydlı́ na ubytovnách. Jen v Praze jsou takových ubytoven desı́tky.5 A tak
řada studentů češtiny žije v extrémně těžkých podmı́nkách a je vystavena enorm-
nı́mu stresu, který neumožňuje plné soustředěnı́ na studium (tato tendence se
tedy opět může střetávat se zmiňovanou motivacı́; v každém jednotlivém přı́padě
je výsledek střetu mezi motivacı́ a stupněm odolnosti vůči stresu jiný).

5 Zdravotníci z Ukrajiny jako potenciální studenti češtiny

Od počátku invaze bylo zřejmé, že mezi uprchlı́ky velká řada zdravotnı́ků, v drtivé
většině ženy, což nám později počty uživatelů našı́ knihy to potvrdily (v tuto chvı́li
má m-kniha Léčíme česky téměř 50 000 přı́stupů). Prvnı́ myšlenkou po přı́chodu
do CƽR pochopitelně bylo zůstat v oboru. To ale nebylo z mnoha důvodů snad-
né/možné, a tak byly a jsou velmi četné přı́pady, kdy kvaliϐikované zdravotnice
(nevyjı́maje lékařky a sestry) pracujı́ v CƽR jako sanitářky a uklı́zečky v nemocni-
cı́ch. Tato situace je paradoxnı́, protože české zdravotnictvı́ se v souvislosti s pře-
chodem vzdělávánı́ všeobecných sester na terciárnı́ úroveň (tj. na vyššı́ a vysoké
školy), potýká s jejich velkým nedostatkem. Nechybı́ však jenom všeobecné sestry,
nedostatek pociťujı́ nemocnice i v kategoriı́ch méně atraktivnı́ch oborů, jako jsou
sanitáři, tedy pracovnı́ci, kteřı́ se starajı́ o zajištěnı́ základnı́ch potřeb nemocných.
Proto se tato mı́sta zejména ve velkých nemocnicı́ch již před začátkem uprchlické
krize vzhledem k relativně jednoduššı́mu způsobu zı́skánı́ odpovı́dajı́cı́ odborné
způsobilosti obsazovala zahraničnı́mi pracovnı́ky přicházejı́cı́mi z Ukrajiny (a po
začátku uprchlické krize nabyl tento fenomén na významu). Mezi těmito pracov-
nı́ky byly i kvaliϐikované sestry, které však bez uznánı́ vzdělánı́ a úspěšného ab-
solvovánı́ aprobačnı́ zkoušky v českém jazyce svoji profesi vykonávat nemohly.

4 Zdroj: Ministerstvo vnitra CƽR (online, https://www.mvcr.cz/clanek/v-ceske-republice-je-aktualne-
325-tisic-uprchliku-z-ukrajiny.aspx) .
5 Zdroj: online, https://www.youtube.com/watch?v=C8GCr7jfU58&list=PLePuintCGm1ArCLAf-C_

R-Gq7UTmI21qi&index=4&t=1508s
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Tak jako ve všech vyspělých zemı́ch totiž i v Cƽeské republice existuje možnost
nostriϐikace zahraničnı́ho vzdělánı́ a zı́skánı́ povolánı́ odpovı́dajı́cı́ho původnı́ kva-
liϐikaci. Podmı́nkou sine qua non je znalost češtiny, protože aprobačnı́ zkouška se
skládá v českém jazyce. Pokud si zahraničnı́ kvaliϐikované sestry, lékařky, psycho-
ložky nemohou dovolit věnovat studiu jazyka, mohou se i tak uplatnit ve zdra-
votnictvı́, ale na méně kvaliϐikovaných nebo nekvaliϐikovaných pozicı́ch, kde nenı́
znalost českého jazyka tak důležitá. Uplatněnı́ v jejich vlastnı́ profesi se tı́m samo-
zřejmě oddaluje.

Rƽ ečeno jinak, zdravotnı́ci a zdravotnice mezi uprchlı́ky naráželi při snaze zı́skat
zařazenı́ na kvaliϐikované pozice na stejné překážky jako ti, kteřı́ přicházeli již
před válkou, jejich počet ale zásadně narostl, a okolnosti byly navı́c velmi vypjaté.
Pomoc ve formě cı́lené jazykové přı́pravy, která by nebyla vázaná na prezenčnı́
výuku, se ukázala jako zcela zásadnı́ (připomeňme v té souvislosti ještě jednou, že
znalost češtiny mohla pomoci nejen splnit požadované podmı́nky, ale také obec-
ně, jako faktor usnadňujı́cı́ uprchlı́kům život v CƽR). Tomu, kdo chtěl této skupině
uprchlı́ků v jejich situaci pomoci, se proto přı́mo nabı́zela myšlenka vytvořit speci-
ϐický učebnı́ text, který by jim umožnil rychle proniknout do zdravotnické češtiny.

6 Učebnice Léčíme česky. Čeština pro sestry a jiné zdravotníky.
Лікуємо чеською. Чеська мова для медсестер та інших
медичних працівників.

Takovou učebnici jsme se s kolegy rozhodli vytvořit prakticky ihned po vzniku
uprchlické vlny. Byli jsme si vědomi toho, že je potřeba vytvořit materiál rychle
a že jde o mimořádně speciϐický úkol: má-li být proces učenı́ účinný, je nezbytné
vzı́t v úvahu všechny zmiňované faktory. V této souvislosti je třeba zdůraznit, že
účinnost procesu musı́me v tomto přı́padě měřit tı́m, do jaké mı́ry učebnı́ materiál
či výuka opravdu připravila dotyčné k práci ve zdravotnictvı́ a zda se jı́ to podařilo
v relativně rychlém čase. Snažili jsme se představit si všechny možné podmı́nky
a všechna možná prostředı́, ve kterých se potenciálnı́ uživatelé budou přı́padnému
studiu zdravotnické češtiny věnovat. Zkrátka jsme měli stále před očima cı́lovou
skupinu, snažili jsme se jı́ materiál ušı́t na mı́ru a zohlednit jejı́ diverzitu.6

Cı́lem bylo tedy velmi rychle (co nejdřıv́e – a to se podařilo, prvnı́ část materiálů
se v multimediálnı́ podobě dostala ke studentům zhruba tři měsı́ce od invaze)
poskytnout materiál, který by umožňoval co nejjednoduššı́ a nejrychlejšı́ osvojenı́
zdravotnické češtiny. Pokud se zájemci rozhodnou najı́t si práci v oboru, jazyk si

6 „Diverzitou rozumı́me „rozdı́lnost“ vyplývajı́cı́ ze sociálnı́ch podmı́nek jedince, v nichž žije,
např. kultura, socioekonomický status rodiny, podnětnost prostředı́, lokalita, v nı́ž žije.“ (Hloušková et al.,
2015, s. 106).
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musı́ osvojit opravdu rychle, protože potřeba živit rodinu nepočká – a to samo-
zřejmě platı́ tı́m spı́še o těch, kteřı́ se rozhodnou podstoupit zkoušku.

Zároveň si jazyk si musı́ osvojit na solidnı́ úrovni, minimálně pokud jde o schop-
nost komunikovat v nemocničnı́m prostředı́ s pacienty a zdravotnı́ky, jejich čeština
musı́ být na dostatečné výši (speciϐičnost nemocničnı́ komunikace neumožňuje
přı́tomnost jazykově nedostatečně vybaveného profesionála; ostatně existujı́ kon-
trolnı́ mechanismy ze strany státu, totiž jazykové zkoušky, resp. nostriϐikace).

Celkově jsme při přı́pravě knihy brali v úvahu následujı́cı́ faktory:

1. studenti budou velmi motivováni a budou mı́t málo času, tj. je nutné se
vı́ce soustředit na obsahovou složku a méně na didaktické metody, které
např. přihlı́žejı́ k zábavnosti atd. (bylo nám proto jasné, že budeme muset re-
zignovat na některé parametry modernı́ch učebnic, že ne vše bude odpovı́dat
modernı́m postupům při jejich tvorbě, ale to byla nutná daň za rychlost);7

2. jazyk výkladu musı́ být srozumitelný, proto jsme museli zavrhnout angličtinu:
materiál byl určen lidem bez ϐilologického vzdělánı́, často bez vyššı́ho vzdělá-
nı́, znalost angličtiny proto nešlo předpokládat; zvažovali jsme použitı́ ruštiny,
ale tu jsme nakonec z vı́cero důvodů nechali stranou (mj. proto, že by mohla
vyvolávat nežádoucı́ emoce; mezi Ukrajinci existujı́ v tomto ohledu předsudky
ve vztahu k ruskojazyčným krajanům);

3. nešlo předpokládat, že bude výukový materiál ve většı́m měřı́tku užıv́án při
skupinové výuce s učitelem, proto jsme primárně předpokládali samostudium
a tomu přizpůsobili ráz textu;

4. přı́prava tištěné verze logicky vyžaduje delšı́ přı́pravu, proto jsme od začátku
počı́tali s elektronickou verzı́, jež umožňuje významně zkrátit proces vydávánı́
(brali jsme navı́c v úvahu i osobnı́ situaci potenciálnı́ch studentů – předpoklá-
dali jsme, že nejčastěji budou pro studium použıv́at mobil).8

Na základě těchto úvah vznikl v horizontu několika málo dnů konkrétnı́ plán vydat
učebnici nejdřıv́e v elektronické verzi, později v tištěné verzi, která co nejjedno-
duššı́m způsobem seznámı́ zájemce s češtinou použıv́anou v konkrétnı́ch situa-
cı́ch v českých nemocnicı́ch. Byl vytvořen tým sestávajı́cı́ z učitelů jazyka/ϐilologů
(jejich úkolem byla přı́prava jazykové a didaktické stránky materiálu), zdravotnı́-

7 Odborné studie zdůrazňujı́, že je v podobné situaci nutné přihlı́žet k mezikulturnı́m rozdı́lům;
např. Pešková & Kubı́ková (2016) zdůrazňujı́, že je třeba akcentovat techniky podporujı́cı́ interkultur-
nı́ senzitivitu a vzájemný respekt (např. simulace cizojazyčného prostředı́, techniky sebezkušenostnı́ho
charakteru orientované na reϐlexi vlastnı́ i cizı́ kultury, hranı́ rolı́, v nichž dominuje odlišnost, aktivizujı́cı́
zážitkové techniky, eliminujı́cı́ předsudky a stereotypy apod.). My jsme tyto souvislosti mohli brát v úvahu
spı́še jen v omezené mı́ře.
8 Elektronické verzemajı́ ostatně řadu výhod – Deardoff (2020) např. upozorňuje, že využitı́ technologiı́

při samostudiu umožňuje zpřı́stupněnı́ interkulturnı́ch materiálů širšı́ veřejnosti než tištěné publikace.
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ků (starali se o věcnou, obsahovou stránku) a rodilých mluvčı́ch (s přihlédnutı́m
k dialektálnı́ situaci v ukrajinštině byla jedna mluvčı́ ze západnı́ Ukrajiny, druhá
z Donbasu). Projekt nebyl nikým formálně organizován ani zaštı́těn, všemi členy
týmu byl chápán jako čistě charitativnı́ akce. Nemohl by se ale uskutečnit, kdyby
nebyla rychle dohodnuta spolupráce s Nakladatelstvı́m Karolinum a platformou
Publi.cz, kam bylo možné umı́stit elektronickou verzi k bezplatnému interaktiv-
nı́mu použıv́ánı́. Velkorysost vedenı́ nakladatelstvı́ i zmiňované platformy výrazně
přispěla k úspěchu projektu.

Tým se v následujı́cı́ch týdnech velmi intenzivně věnoval práci na textu samém.
Proces vzniku lze stručně popsat takto:

1. věcným základem textu byly některé materiály použité v učebnicı́ch Talking
Medicine: Czech for Medical Students, (Cƽermáková, 2018) a Talking Medicine 2:
Case Studies in Czech (Cƽermáková & Bakusová, 2021), upravené a doplněné
o texty dalšı́;

2. postupně byla připravena ukrajinská verze – postupovali jsme po lekcı́ch tak,
aby je bylo možné uvolňovat postupně, tj. co nejdřıv́e;

3. každá tematicky vymezená lekce obsahovala dialogy, slovnı́ zásobu, užitečné
fráze a řadu cvičenı́, se kterými se v elektronické verzi pracuje interaktivně
(tj. systém na požádánı́ kontroluje správnost);

4. dialogy jsou doplněny o nahrávky, takže student může veškeré dialogy opako-
vaně poslouchat, všechny úvodnı́ dialogy jsou záměrně přeloženy do ukrajin-
štiny;

5. většina lekcı́ má záměrně kruhovou strukturu, kdy se na konci lekce v posle-
chovém cvičenı́ vracı́me k úvodnı́mu dialogu.

Výsledkem našeho snaženı́ byla m-kniha, vydávaná po částech. Zhruba pět měsı́ců
od začátku invaze byla k zdarma dispozici interaktivnı́ verze, za dalšı́ch několik
měsı́ců pak vyšla i verze tištěná (jak už bylo řečeno, v současnosti má elektronická
verze téměř 50 000 přı́stupů). Máme informace o tom, že řada ukrajinských zdra-
votnı́ků má knihu (v elektronické nebo tištěné podobě) neustále u sebe a v přı́-
padě potřeby ji konzultuje. Zdá se tedy, že smysl projektu byl naplněn – přestože
z hlediska modernı́ didaktiky jazyků určitě nevznikal ideálnı́m způsobem, lze se
domnıv́at, že cı́lovým uživatelům opravdu pomohl.

7 Závěr

V tomto textu jsme představili přı́klad dobré praxe v oblasti výuky zdravotnické
češtiny pro cizince. Jsme si vědomi toho, že jde o přı́klad velmi speciϐický, od-
povı́dajı́cı́ výjimečným způsobem na výjimečnou situaci. Pevně doufáme, že v bu-
doucnu nebudou vznikat situace, na které bude třeba tı́mto způsobem reagovat,
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a že i stávajı́cı́ situace, v nı́ž se ocitajı́ ukrajinštı́ uprchlı́ci, brzy skončı́. Domnıv́áme
se nicméně, že projekt ukázal, že je možné reagovat a účinně pomoci i v takto
výjimečné chvı́li. Jistě, z didaktického a metodologického hlediska rozhodně nejde
o žádný posun, kniha z pochopitelných důvodů vykazuje některé speciϐické rysy,
které v modernı́ch učebnicı́ch obvykle nenajdeme, na druhou stranu ohlas knihy
ukazuje, že rozhodujı́cı́m faktorem je, do jaké mı́ry text vyhovı́ potenciálnı́m uživa-
telům. Snad můžeme konstatovat, že našı́ učebnici se to podařilo – pevně doufáme,
že pomáhá a bude i nadále pomáhat těm, kteřı́ to potřebujı́.
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101–107.
VĆē̌ĐĔěĆ́, I. (2005). Co na srdci, to na jazyku: kapitoly z kognitivní lingvistiky. Praha: Karolinum.

74 Studie



Autorky
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Centrum jazykové přípravy Akademie múzických
umění v Praze

Klára Bicanová

Centrum jazykové přı́pravy Akademie múzických uměnı́ v Praze (CJP AMU) je
pracoviště s celouniverzitnı́m působenı́m, jehož hlavnı́m poslánı́m je zkvalitňová-
nı́ jazykové vybavenosti studentů a zaměstnanců AMU s cı́lem podporovat jejich
mobilitu a uplatněnı́ na evropském trhu práce. CJP zajišťuje výuku sedmi jazyků
(angličtina, čeština pro cizince, francouzština, italština, němčina, ruština a španěl-
ština) na třech fakultách AMU (Divadelnı́, Filmová a televiznı́ a Hudebnı́ a tanečnı́
fakulta) a na smluvnı́m základě také na Akademii výtvarných uměnı́ v Praze (AVU).

Koncepce aktuálnı́ podoby jazykové výuky vzešla z proměňujı́cı́ch se požadavků
na jazykovou vybavenost studentů uměleckých oborů, kdy se v poslednı́m cca de-
setiletı́ – podobně jako ve většině ostatnı́ch oborů – do popředı́ stále vı́ce dostává
anglický jazyk. Od akademického roku 2019–2020 je povinná výuka odborného
anglického jazyka ve všech studijnı́ch oborech (programech) AMU, vybrané obory
majı́ povinné či povinné volitelné dalšı́ jazykové předměty (např. Italský jazyk pro
Zpěv na HAMU, či dalšı́ povinný jazyk ve studijnı́m oboru Hudebnı́ Produkce na
HAMU či Produkce na FAMU).

Tato koncepce výuky anglického jazyka pro odborné účely byla obsahem projektu
OP3V, na kterém se od roku 2018 do 2022 pracovnı́ci CJP podı́leli. Projekt byl
zaměřen na standardizaci úrovně jazykového vzdělávánı́ v rámci AMU a zajištěnı́
srovnatelnosti výsledků jazykového vzdělávánı́, a předevšı́m na inovaci výuky an-
glického jazyka s ohledem na jazykové potřeby studentů uměleckých oborů, pro
které trh prakticky nenabı́zı́ žádné jazykové oborově zaměřené učebnice (na rozdı́l
např. od ekonomických či technických oborů). Výukové materiály, které v rámci
projektu vyučujı́cı́ vytvořili, vycházeli ze zkušenostı́ z výuky studentů AMU a také
z konzultacı́ s pedagogy vybraných oborů tak, aby reϐlektovaly aktuálnı́ témata
i reálně použıv́anou terminologii daných oborů.

Výukové materiály majı́ primárně elektronickou, interaktivnı́ podobu (on-line kur-
zy v LMS Moodle), která je přátelská k životnı́mu prostředı́ a předevšı́m podporuje
autonomnı́ přı́stup ke studiu. Pilotnı́ fáze výuky angličtiny v novém pojetı́ připadla
na rok 2019–20, kdy se využitı́ Moodlu ukázalo jako maximálně užitečné.

Povinná výuka anglického jazyka v rámci tohoto nového pojetı́ probı́há převáž-
ně v 1. ročnı́ku bakalářského a magisterského studia; v každém stupni má do-
taci 2 hodiny týdně po dobu 2 semestrů. Výuka je zaměřena na v bakalář-
ském stupni na oborovou slovnı́ zásobu dané oblasti (divadelnı́, hudebnı́, ϐilmo-
vé), přičemž min. jazyková úroveň studentů po absolvovánı́ obou předmětů je B1;
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v magisterském stupni je minimálnı́ úroveň po absolvovánı́ předmětů B2, přičemž
oba předměty jsou zaměřeny již speciϐičtěji na odbornou terminologii konkrét-
nı́ch studijnı́ch skupin, sestavených z přı́buzných studijnı́ch oborů (programů),
např. instrumentálnı́ obory na HAMU, nebo Zvuková tvorba, Střihová skladba a Ka-
mera na FAMU.

V doktorském studiu jsou povinné pouze dvě zkoušky z cizı́ho jazyka – jednotlivé
doktorské studijnı́ programy si nastavujı́ požadavky ohledně kombinace jazyků, ze
kterých studenti doktorského studia musı́ zkoušku absolvovat.

V rámci volitelné jazykové výuky mohou studenti všech třı́ stupňů – bakalářského,
magisterského i doktorského – navštěvovat jazykové kurzy angličtiny, němčiny,
francouzštiny, španělštiny, italštiny, češtiny pro cizince a ruštiny.

CJP AMU také zajišťuje v rámci podpory profesnı́ho vzdělánı́ bezplatné kurzy an-
glického a francouzského jazyka zaměstnancům a kurz přı́pravy na FCE/CAE aka-
demickým pracovnı́kům AMU, kteřı́ zajišťujı́ výuku v anglickém jazyce.

Autorka
Mgr. Klára Bicanová, Ph.D., e-mail: klara.bicanova@amu.cz, Centrum jazykové přı́pravy Akademie
múzických uměnı́ v Praze, je absolventkou Filozoϐické fakulty Masarykovy univerzity v Brně, obor anglis-
tika amerikanistika a estetika. Doktorát zı́skala na téže fakultě z oboru literárnı́ komparatistiky se zamě-
řenı́m na raně modernı́ francouzskou a anglickou literaturu. Během postgraduálnı́ho studia absolvovala
ročnı́ stáž na University of Leeds ve Velké Británii, po dokončenı́ postgraduálnı́ho studia působila v rámci
postdoktorské stáže na Univerzitě v Mostaru (Bosna a Hercegovina), kde na Katedře anglistiky vyučovala
kurzy současné i raně modernı́ literatury a dramatu. Od roku 2015 vede Centrum jazykové přı́pravy AMU,
v rámci svého úvazku se zaměřuje na tvorbu výukových materiálů pro ESP a jejı́ metodiku.
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Ústav jazyků Fakulty elektrotechniky
a komunikačních technologií Vysokého učení

technického v Brně

Eva Ellederová, Petra Zmrzlá

Hlavnı́ náplnı́ práce UƵ stavu jazyků (UJAZ) Fakulty elektrotechniky a komunikač-
nı́ch technologiı́ Vysokého učenı́ technického v Brně je výuka obecné, odborné
a akademické angličtiny na Fakultě elektrotechniky a komunikačnı́ch technologiı́,
Fakultě informačnı́ch technologiı́ a Fakultě podnikatelské. Kromě anglického jazy-
ka UJAZ nabı́zı́ i kurzy němčiny, španělštiny, francouzštiny a italštiny.

Počátky tvůrčı́ činnosti UJAZu jsou spojeny předevšı́m se jmény doc. PhDr. Mileny
Krhutové, Ph.D. (2009), která se věnovala výzkumu speciϐik technického diskur-
zu, a PhDr. Ludmily Neuwirthové, Ph.D. (2009), jejı́ž práce v oblasti metodologie
a standardizace cizojazyčného vzdělávánı́ na vysokých školách technického zamě-
řenı́ výrazně přispěla k vytvořenı́ interdisciplinárnı́ koncepce studijnı́ho programu
nabı́zeného ústavem.

Mgr. Ing. Eva Ellederová, Ph.D., realizovala na UJAZu konstrukčnı́ výzkum vlastnı́
učebnice pro výuku odborné angličtiny (2021, 2022c), jehož dualistický přı́nos
spočıv́á ve vytvořenı́ učebnice pro konkrétnı́ předmět Angličtina pro IT a v pro-
dukci konstrukčnı́ch principů, které přispıv́ajı́ k rozvoji teoriı́ tvorby učebnic pro
výuku odborné angličtiny. V současné době se zabývá výzkumem mluveného ang-
lického jazyka studentů informatiky (Ellederová, 2022b, 2023) a psycholingvistic-
kými aspekty osvojovánı́ cizı́ho jazyka (2024).

Výzkum v oblasti lexikologie a lexikálnı́ch systémů dlouhodobě provádı́ PhDr. Milan
Smutný, Ph.D. (2017, 2018), který ve svých odborných článcı́ch zkoumá např. vztah
mezi konceptuálnı́ strukturou a sémantickou formou a dalšı́ souvisejı́cı́ problémy.
Mgr. Miroslav Kotásek, Ph.D. (2024), se zabývá výzkumem v oblasti literárnı́ vědy.
Ve svých přı́spěvcı́ch se soustřeďuje na speciϐika a odlišnosti vědeckých a literár-
nı́ch textů a jejich současné propojenı́ ve vědecko-fantastické literatuře (Kotásek,
2023). PhDr. Dagmar Sƽťastná (2024) se zabývá výzkumem v oblasti kognitivnı́ lin-
gvistiky a společně s Mgr. Janou Jaškovou, Ph.D., realizovaly výzkum potřeb ϐirem
v oblasti jazykového vzdělánı́ (Jašková & Sƽťastná, 2019).

Mgr. Petra Zmrzlá, Ph.D., se dlouhodobě věnuje diskurznı́ analýze a akademické
angličtině. V současné době pracuje na výzkumu evaluativnı́ho jazyka v oponent-
nı́ch posudcı́ch spolu s Mgr. Bc. Magdou Sučkovou, Ph.D., která se také zaměřuje
na fonetiku anglického jazyka. Mgr. Agata Walek, Ph.D., se po úspěšné obhajobě
disertačnı́ práce nadále zabývá oblastmi fonosémantiky, teorie konceptuálnı́ me-
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tafory a fenomenologie. Mgr. Petra Langerová se v rámci doktorského studia sou-
středı́ na výzkum učebnı́ch stylů studentů Fakulty elektrotechniky a komunikač-
nı́ch technologiı́.

Ke každodennı́ práci samozřejmě patřı́ také tvorba výukových materiálů, a to
nejen formou elektronické podpory, tvorby a kompilace dı́lčı́ch vstupů. Završenı́m
takové činnosti mohou být originálnı́ publikace, jako např. Discourse Under Investi-
gation (Zmrzlá, 2022), či učebnice English for Information Technology (Ellederová,
2022a), která je výstupem konstrukčnı́ho výzkumu učebnic pro výuku odborného
anglického jazyka.

UJAZ jako jediný v Cƽeské republice garantuje interdisciplinárnı́ bakalářský studij-
nı́ program Angličtina pro praxi v elektrotechnice a komunikačnı́ch technologiı́ch
(BPC-APE). Studijnı́ program se převážně specializuje na ϐilologické vzdělávánı́
(57 %) v kombinaci s technickým vzdělávánı́m v oblasti elektrotechniky a komu-
nikačnı́ch technologiı́ (43 %). Studijnı́ program BPC-APE připravuje studenty na
úspěšnou kariéru v dynamickém a globalizovaném světě technologiı́. Program je
navržen tak, aby studentům poskytl porozuměnı́ nejen technickým konceptům,
ale také schopnost efektivně komunikovat v anglickém jazyce (na úrovni C1 dle
Společného evropského referenčního rámcepro jazyky), který je dnes lingvou frankou
v oblasti vědy a techniky.

Výuka lingvistických předmětů „Jazyk jako diskurz vědy a techniky“, „Analýza pro-
fesnı́ho diskurzu“, „Metodika překladu“ a „Kontrastivnı́ analýza odborných textů“,
poskytuje studentům nástroje k analýze a tvorbě odborných textů. Tyto předmě-
ty umožňujı́ studentům pochopit, jak se technické informace prezentujı́ a jakým
způsobem se efektivně překládajı́ a interpretujı́ do různých jazykových kontex-
tů. Odborný anglický jazyk, zahrnujı́cı́ předměty jako „Angličtina pro inženýry“
a „Angličtina pro komunikačnı́ technologie“, se zaměřuje na osvojovánı́ speciϐické
terminologie a komunikačnı́ch funkcı́ v profesnı́m kontextu. V programu jsou dále
zařazeny předměty „Obchodnı́ angličtina“ a „Kulturnı́ studia“ důležité pro zvlád-
nutı́ efektivnı́ mezikulturnı́ obchodnı́ komunikace v mezinárodnı́m prostředı́ tech-
nologických organizacı́. Součástı́ výuky je i týdennı́ workshop „Technical Writing“
poskytovaný zaměstnanci ϐirmy Red Hat, kteřı́ se specializujı́ na tvorbu a editaci
technických dokumentů.

Závěrečné práce studentů lze rozdělit do několika tematických okruhů: 1) postupy
překládánı́ odborného textu a jejich praktická aplikace (např. Heger, 2020; Sƽustro-
vá, 2021); 2) diskurznı́, pragmatická a rétorická analýza mluvených a psaných
textů z oblasti elektrotechniky a informatiky (např. Doležal, 2021; Vlachová, 2021;
Gajdošová, 2022; Chufarov, 2022); 3) tvorba technických textů, softwaru, multi-
médiı́ a jejich lokalizace (např. Ondráčková, 2016; Hotový, 2018; Nikulcha, 2023;
Starykovska, 2023); 4) kulturnı́ a sociálnı́ problematika v oblasti elektrotechniky
a informatiky (např. Sobina, 2018; Horváth, 2020); 5) využitı́ umělé inteligence
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pro překlad a analýzu mluveného a psaného jazyka (např. Kvapil, 2017; Stanković,
2021) a 6) technicky zaměřené práce, které studenti zpracovávajı́ ve spolupráci
s odborným konzultantem (např. Křečková, 2017; Sƽ idla, 2018; Marečková, 2023)

Absolventi BPC-APE nacházejı́ uplatněnı́ jako technical writeři, editoři, překlada-
telé, lokalizátoři webových stránek a softwaru, copywriteři, mluvčı́ a projektovı́
manažeři v mezinárodnı́ch technologických společnostech. Dı́ky své schopnosti
přesně a efektivně komunikovat technické informace v angličtině jsou cennými
členy týmů v mezinárodnı́ch organizacı́ch a ϐirmách, které vyžadujı́ jasnou a srozu-
mitelnou komunikaci. Studijnı́ program BPC-APE tak otevı́rá dveře k široké škále
kariérnı́ch možnostı́ a připravuje studenty na to, aby excelovali v rychle se měnı́-
cı́m světě technologiı́. K uplatnitelnosti absolventů přispıv́á i fakt, že v rámci studia
absolvujı́ v každém ročnı́ku několikatýdennı́ odbornou praxi.

Absolventi BPC-APE také mohou pokračovat na magisterském stupni studia v ně-
kterém ze studijnı́ch programů Fakulty elektrotechniky a komunikačnı́ch techno-
logiı́, Podnikatelské fakulty a UƵ stavu soudnı́ho inženýrstvı́ Vysokého učenı́ tech-
nického v Brně. Také mohou studovat Překladatelstvı́ anglického jazyka na Fi-
lozoϐické fakultě nebo Evropská studia na Fakultě sociálnı́ch studiı́ Masarykovy
univerzity v Brně. Někteřı́ studenti úspěšně pokračujı́ ve studiu na zahraničnı́ch
univerzitách (např. VIA University College in Horsens, Universidad de Málaga)
nebo studujı́ doktorské studijnı́ programy.

Ohlasy absolventů původnı́ho studijnı́ho programu Angličtina v elektrotechnice
a informatice (https://www.ujaz.fekt.vut.cz/zkusenosti-nasich-absolventu) doka-
zujı́, že právě interdisciplinarita přispıv́á k výhodnějšı́ výchozı́ pozici při hledánı́
dalšı́ho profesnı́ho uplatněnı́.
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ϐinal-thesis/detail/151499

NĊĚĜĎėęčĔěĆ́, L. (2009). Standard cizojazyčného vzdělávání na vysoké škole technického zaměření. CERM.
NĎĐĚđĈčĆ, M. (2023).Methods of websites localization [Bakalářská práce]. Vysoké učenı́ technické v Brně.
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ϐinal-thesis/detail/134542

SęĆėĞĐĔěĘĐĆ, V. (2023). Design of educational videos for the study programme English in Electrical
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akademické angličtiny a diskurznı́ analýzy.
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Erasmus+ Small-Scale Partnerships: Project Design
and Results
Oldřich Břenek

Introduction
International project cooperation in the teaching of foreign languages is a very
important factor, not only for university departments themselves, but especially
for the teachers. These cooperations allow for sharing experiences, teaching meth-
ods, learning new practices and seeing possible differences between foreign de-
partments. The foreign experience is also very beneϐicial for the students who,
among other things, come into contact with the authentic environment of that
particular language. The current offer for university students and teachers is very
diverse; both shorter or longer internships are possible and frequently used not
only within the Erasmus+ programme, but also, for example, within CEEPUS or
Aktion Austria–Czech Republic.

Nevertheless, not all university divisions involved in teaching have their own stu-
dents and academics with the required academic positions and publishing po-
tential to engage in these types of academic cooperations. This text deals with
the new possibility of project cooperation for university language centres, which
often do not have the status of a department but are categorized as a faculty or
specialized division.

Language centres at Czech universities are an important and essential hub for
quality language education in the tertiary sphere. Compared to the academic staff
of philology departments, language centre lecturers face more teaching per week
but fewer demands on regular publishing and other academic duties, which is also
described by the results of the survey conducted in 2020 among language teach-
ers of CASAJC language centres. According to this survey, 41% of respondents
teach an average of 10–16 hours per week and 33% teach up to 16–20 hours per
week.1 More than 80% of the language teachers surveyed would like to improve
their qualiϐications, e.g., by participating in international workshops and mobili-
ties abroad. That is why the target audience of this report are colleagues from
other language centres, who, like the author, seek new opportunities for project
cooperation. As seen in the survey results, potential project participation seems
to be beneϐicial for the improvement of qualiϐications, based on a participation
in workshops, stays abroad, and setting an example of best practice. This report
offers real-world-experience with a speciϐic project opportunity and it will begin

1 Find more details: https://journals.muni.cz/casalc-review/article/view/15644
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by taking a look at how a university language centre can work with a private
foreign language school.

Erasmus+ Opportunities

As already mentioned, the Erasmus+ offers internships abroad for students and
also for academics, especially in the framework of the Erasmus+ Staff Mobility for
Training or Erasmus+ Staff Mobility for Teaching. Both of these are well known
and extensively used by university language teachers as well. Additionally, the
Erasmus programme offers opportunities for developing teaching competences,
cooperation with foreign institutions and work on exciting and beneϐicial projects
together with international partners. A unique possibility can be “Partnerships
for Cooperation of the Key Action 2”2, which newly include “Small-scale Part-
nerships”. Compared to the larger and often academically focused Cooperation
Partnerships3, this kind of cooperation “includes lower grant amounts awarded
to organisations, shorter duration and simpler administrative requirements aims
at reaching out to grassroots organisations, less experienced organisations and
newcomers to the Programme, reducing entry barriers to the programme for or-
ganisations with smaller organisational capacity”.4 Project applications may be in
the ϐields of school education, adult education, vocational education, and training,
youth, and sport. Under this new type of cooperation, it is not possible to apply
for a project in the ϐield of Higher Education, which may not be an obstacle but
more of an advantage for language centres. The following report will present how
the gap can be ϐilled to the beneϐit and development of all involved participants.

Small scale, big opportunity

The Language Centre at the Faculty of Arts of Palacký University in Olomouc
(CJV FF UP)5 had long been seeking cooperation with a smaller, private language
school from an English-speaking country which serve the demographic of young
adults. A fortuitous opening arose in 2021 in relation to the Erasmus+ Small-scale
Partnerships. Coincidentally, a year before the application for this new type of
project, the Language Centre Director visited the ACET6 school in Cork, Ireland. He
was one of the many very satisϐied graduates of that school’s intensive language

2 https://erasmus-plus.ec.europa.eu/programme-guide/part-b/key-action-2/partnerships-
cooperation
3 https://erasmus-plus.ec.europa.eu/programme-guide/part-b/key-action-2/cooperation-

partnerships
4 https://erasmus-plus.ec.europa.eu/programme-guide/part-b/key-action-2/small-scale-

partnerships
5 https://cjv.upol.cz/
6 ACET (Active Centre of English Training), ϐind more details: https://www.acetireland.ie/
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courses, and therefore had ϐirst-hand experience of the capabilities, methods, and
materials used by the ACET team. This Irish language school fulϐilled all the crite-
ria as a potential project partner, but at that time there were no relevant project
opportunities. With great excitement about the opportunity, the Language Centre
(CJV) applied for a one-year Small-scale Partnership in the spring of 2022. ACET
and the CJV worked together on the project application for several months, had
many fruitful discussions on the Zoom platform, divided tasks and roles in the
project together, designed common deliverables, and got to know one another
from the very beginning.

International and efϐicient
The situation at that time was also supported by the idea of creating a meaning-
ful project together. Since the spring of 2020, the world experienced unexpected
large-scale changes due to the Covid-19 pandemic. The pandemic also directly
affected all levels of education. Unfortunately, the transition to online teaching,
especially at the beginning, was not easy and sometimes was ineffective. Both
project partners — CJV in Olomouc and ACET in Ireland — reϐlected on the in-
creased demand from frustrated secondary school students for language tutoring.

Therefore, a common project was designed to focus on ϐinal-year secondary school
students who needed to improve their communication skills in English. These
were motivated students not only from the Czech Republic, but also from coun-
tries such as Spain, Portugal, and France, who were students who had already
expressed an interest in this type of course at the Irish ACET. The task was
therefore, on the basis of a two-week intensive joint online course, to catch up
as much as possible with shortcomings in their spoken English, as affected by
the pandemic disruption. This involved competent native speakers as well. For
each of the project partners, the future joint cooperation was a great challenge,
as they were institutions from different backgrounds. Nevertheless, there was an
expectation that they would complement each other perfectly and that each mem-
ber would bring their indispensable input to the project. The university language
centre’s experience in the formal and non-formal education of young adults and
the centre’s experience in language testing and online teaching was also a beneϐit.
ACET’s advantage was its experience with international youth and intercultural
approaches, in comparison to the language courses offered by the CJV, which are
mostly attended only by Czech students.
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ISCOLANG. Here you are.

ACET and CJV jointly submitted a project application and named their project
“ISCOLANG”7, which was a suitable acronym for Improving Secondary School Stu-
dents’ Skills in English Based on Teaching Cooperation Between Two Proactive
Language Centres. Immediately after the positive approval of the project appli-
cation, in November 2021, they worked on deepening cooperation, and sharing
experience, both online and in person.

The project period itself was for twelve months, from November 2021 to October
2022. All team members from the partner institutions were in regular contact
with one another during the project period. It included preplanned Zoom meet-
ings related to the didactics of English language teaching of the target group,
which were very beneϐicial. The project also enabled the team members to visit
the partner workplace in person and get acquainted with the local environment
and teaching before the main workshop ran. The week-long stay at the language
school in Cork was very beneϐicial especially for all four Czech colleagues involved.
They were able to get acquainted with the work of a commercial international
workplace, oriented mainly on intensive courses for young people from many
countries around the world. It was an unforgettable experience not only in the
observation of selected lessons, but especially the subsequent discussions with
Irish colleagues about the teaching materials used and work in an intercultural
environment.

The managing director of ACET, Joelle Coade, expressed great satisfaction during
the cooperation with CJV at Palacký University: “We were impressed by the ex-
cellence and methods of teaching of the English teachers at the Palacký Univer-
sity Language Centre. We regard them as equal partners of our carefully-selected
teachers at ACET. It’s not easy to be one of the best language schools in Ireland.”

The main project outcome, a two-week online intensive course, focused on the
secondary school students from various European countries, it was fee-free, con-
ducted online, and aimed to demonstrate that this could effectively improve con-
versational competence within a relatively short time period. The course was held
from 22 August 2022 to 2 September 2022, each teaching session was conducted
in 120 minutes in the afternoon. The registration was opened at the end of July
2022, publicised on social media sites of both partner institutions. From several
advertisements for the possibility of free participation in the course, we received
thirteen serious applicants from several European countries, such as France, Italy,
the Czech Republic or Poland, with B1+ level language skills or higher.

7 www.iscolang.upol.cz
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During the course the professional handover of the group between the teachers
was crucial. The Czech teacher handed over the group to the Irish teacher after
his/her teaching session (120 minutes), or the Irish teacher to the Czech teacher.
Each teacher shared a report on the progress of his/her teaching day. The inter-
nal ISCOLANG resource wall (on Padlet.com), where each teacher could consult
in detail the materials of his/her colleague, was also very important. All lessons
focused on conversational topics close to this age group, such as Social Media,
Fake News, Cultural and National Identity, Humour, Volunteering, etc.

Unfortunately, not everyone was able to participate consistently for the entire
duration of the two-week course. This is due to participant choice and perhaps
caused by the speciϐics of the age group, especially by the chosen term. In future
projects we would schedule activities to occur during the school year to better
serve this demographic group. It became clear that for many candidates and par-
ticipants it was ultimately more appealing to enjoy the last days of summer before
an early return to school, though they considered the course certainly more fun
than ofϐicial courses at school. However, those who stayed until the end were very
enthusiastic about the course and were able to effectively improve their language
level, which was also proven by their ϐinal testing interviews. Graduates of the
course particularly appreciated the expansion of their vocabulary and especially
the improvement in the conϐidence and spontaneity of their spoken English.

The project achieved all the set goals, cemented the cooperation between two
language institutions from abroad, and created ideas for future joint projects. All
could happen thanks to the possibility of using the aforementioned Erasmus+
Small-scale Partnerships, which seems to be very suitable for university language
centres.

Oldřich Břenek

Author
PhDr. Oldřich Břenek, Ph.D., e-mail: oldrich.brenek@upol.cz, Language Centre of the Faculty of Arts,
Palacký University Olomouc
Oldřich Břenek studied German and Ukrainian Philology at the Faculty of Arts at Palacký University in
Olomouc and completed his doctoral degree in German language there too. He is currently the Language
Centre Director and teaches German and tourism. Oldřich Břenek has also been a tour guide for Austrian
and German tourists for more than 20 years.
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Slovenčina v práci (s kľúčom)
Zuzana Motešická

LĔĐĆďĔěĆ́, JĆēĆ: Slovenčina v práci (s kľúčom) / Slovak for your job (with key), Spect-
rum STU, 2023. 148 s., ISBN 9788022753333

V posledných rokoch je na našich vysokých školách a univerzitách badateľný ná-
rast zahraničných študentov nielen v anglických, ale hlavne v slovenských štu-
dijných programoch. Jazyková pripravenosť uchádzačov o štúdium je na rôznej
úrovni, a tak narastá počet prı́pravných kurzov slovenského jazyka a výučba sa
už etablovala aj do kurikula na univerzitách, kde ju odborne zabezpečujú pra-
coviská zamerané na jazykovú prı́pravu a rozvı́janie komunikačnej kompetencie.
Je to segment, ktorý je aktuálne v intenzıv́nom rozvoji. Okrem toho je trend in-
ternacionalizácie a mobility pracovnej sily viditeľný už dlhšie aj na Slovensku.
V medzinárodných ϐirmách pracuje pestrá zmes národnostı́ na kratšie i relatıv́ne
dlhšie obdobie. Popri využıv́anı́ znalosti angličtiny sa často stretnú s potrebou ko-
munikovať aspoň čiastočne aj v slovenčine. Učebnica je koncipovaná ako prı́prava
na použıv́ania jazyka v praxi nie s ohľadom na jeden konkrétny študijný odbor,
ale na univerzálne orientovanú komunikáciu v pracovnom prostredı́. Na trhu je
viac učebnı́c všeobecného jazyka, existujú aj učebnice špecializované na konkrétne
študijné odbory, naprı́klad pre odbor medicı́na a lekárske vedy. Publikácia „Slo-
venčina v práci“ je svojim zameranı́m novátorským počinom. Jej využiteľnosť sa
predpokladá nielen na Strojnı́ckej fakulte STU v Bratislave, kde autorka pôsobı́, ale
aj pre študentov iných odborov a tiež v komerčných kurzoch na vyššej jazykovej
úrovni (B1/B2).

Autorka Mgr. Jana Lokajová je skúsená pedagogička s dlhoročnou praxou vo výuč-
be odborného jazyka, s orientáciu aj na vedecko-publikačnú a prekladateľskú čin-
nosť. Spolupracovala už na prı́prave učebnice anglického jazyka pre pokročilých
študentov odboru strojárenstva, čo sa odzrkadľuje na profesionalite jej prı́stupu.
Učebnica má sympaticky primeraný rozsah a je jasne členená na dve časti. Prvá
časť obsahuje úvod, zoznam použitých skratiek a 6 lekciı́. Druhá časť je podporná.
Nájdeme tam glosár, gramatické minimum, vybrané slová, kľúč k úlohám a autorka
uvádza podrobne aj všetky použité zdroje. Tematický prierez lekciı́ je rozčlenený
na kapitoly: Svet práce, Moderné zručnosti, V práci, Manažment, Problémy v práci
a Podnikanie.

Každá lekcia má štyri podčasti (s výnimkou lekcie 4, ktorá ich má päť). C sekcia
je vždy zameraná na gramatiku. Spektrum gramatických javov je od deklinácie
a konjugácie až po komplexnejšie štruktúry ako podmieňovacı́ spôsob, vid, pre-
ϐixácia a pod. Gramatická časť je dosť rozsiahla, s podrobným vysvetlenı́m javov
v angličtine, čo nebýva v učebniciach tak časté. Pre použıv́ateľov môže slúžiť aj
ako referenčný materiál, kde nájdu všetko potrebné v ucelenej forme a v angličtine
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pre prı́pad potreby hlbšieho či opätovného naštudovania. Každý jav je vysvetlený
aj s dostatočným počtom prı́kladov a precvičený v cvičeniach. Vo všetkých úlohách
je použitá slovná zásoba z pracovného prostredia, čo je veľmi prı́nosné.

Cƽasti A, B, D sú v učebnici tematicky nosnými a obsahujú krátke texty a audio
nahrávky. Zvolené témy sú moderné, ale zároveň aj nadčasové, ich aktuálnosť sa
nezmenı́ v priebehu pár rokov, čo je pozitıv́ne a umožnı́ to, aby bola učebnica
použıv́ateľná dlhodobejšie. Texty sú dobre napı́sané, nepôsobia umelo a ich kratšı́
rozsah, ktorý však neuberá na obsahovej plnosti, je sympatický, neodradı́ od čı́ta-
nia. Audio nahrávky nahrala autorka a použila moderný prı́stup cez naskenovanie
QR kódov. Ich kvalita je akusticky dobrá a nahrávky sú nahovorené prirodzeným,
ale zároveň zrozumiteľným tempom a intonáciou, autorkin hlas je prı́jemný na
počúvanie.

UƵ lohy na overenie porozumenia textov/nahrávok a osvojenie si novej slovnej zá-
soby sú rôznorodé. Ich spektrum je od úloh typu pravda/nepravda, doplƵňanie chý-
bajúcich údajov, otvorené otázky, úlohy s viacerými odpoveďami až po otvorené
komunikatıv́ne úlohy, kde sa predpokladá vyššia miera aktivity (tvorba vlastných
viet, vysvetľovanie výrazov, verbalizovanie grafov a pod). V úvode každej lekcie
sú úlohy na rozprávanie, ktoré majú aktivizovať študentov na danú tému. Určite
aj úlohy primárne určené na čı́tanie možno počas hodı́n zmeniť na komunikačné
impulzy. V lekcii 4 je pridaná aj sekcia E, ktorá sa venuje kognitıv́nej zručnosti
analyzovania, riešeniu problémov a práci s diagramami. Aj v iných častiach učeb-
nice vidno praktické, na zručnosti zamerané tematické okruhy ako životopis, výpo-
veď, pracovný pohovor, verbalizovanie štatistı́k a.i. Tieto môžu takisto slúžiť ako
podnet na komunikatıv́ne úlohy (napr.: simulácia pohovorov, rozhovor s nadriade-
ným o výpovedi a pod.), aj keď také zadanie nie je uvedené v učebnici. Užitočné je
upozorňovanie na slová, ktoré sú podobné, ale iného významu a na bohemizmy,
čo môže byť zaujı́mavé hlavne pre študentov so slovanským jazykovým pozadı́m.
Zadania úloh sú v slovenčine a aj v angličtine. Treba pochváliť precı́zne spraco-
vaný slovnı́k po každej lekcii a v závere učebnice. Slovná zásoba má uvedený aj
slovný druh a rod v prı́pade substantıv́. Učebnica je doplnená podrobným kľúčom
k úlohám.

UƵ roveň jazykového spracovania je veľmi dobrá. Autorka je odbornı́čka na anglický
a slovenský jazyk a rukopis prešiel aj odbornou jazykovou korektúrou. Lingvis-
tická terminológia, ako aj použitá slovná zásoba v textoch je správna a aktuálna.
Učebnica je graϐicky prehľadne spracovaná. Jednotlivé časti sú označené jednodu-
cho a jasne pomocou pı́smen a čı́siel. Požitie rôzneho typu pı́sma členı́ opticky
prehľadne texty a úlohy. Kapitoly majú úvodný obrázok korešpondujúci s témou.
Gramatická časť použıv́a tabuľky. K textom sú pridané graϐické znázornenia, ktoré
nemajú iba ilustračnú úlohu, ale sú nosičmi informáciı́ alebo zadanı́. Cvičenia majú
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dostatok miesta na vypracovanie priamo v učebnici. Graϐické spracovanie možno
hodnotiť ako moderné, čisté, bez pridania prı́lišných rušivých prı́kras a prehľadné.

Celkove možno konštatovať, že učebnica je dobre tematicky, obsahovo aj odborne
spracovaná do zrozumiteľnej a použıv́ateľsky prı́jemnej formy. VyplƵňa medzeru na
trhu v spektre učebnı́c slovenčiny pre cudzincov, ktorý je aktuálne pre zvyšujúci
sa počet zahraničných študentov na našich univerzitách výrazne sa rozvı́jajúcou
oblasťou. Ponúka špeciϐický jazykový tréning pre potreby pracovného prostredia
bez ohľadu na študovaný odbor na úrovni B1/B2. Učebnica je použiteľná nielen
pre študentov univerzı́t a vysokých škôl, ale aj v kurzoch pre verejnosť, či v korpo-
rátoch. Dvojjazyčný charakter učebnice rozširuje možnosti jej využitia. Komplex-
nosť učebnice je zabezpečená implementáciu všetkých štyroch zručnostı́ (čı́tanie,
počúvanie, hovorenie, pı́sanie), dôsledným vysvetlenı́m gramatických javov, prı́-
tomnosťou kľúča k úlohám a podrobného glosára použitej slovnej zásoby. Témy sú
zvolené aktuálne a relevantne, s veľkou mierou nadčasovosti, čo zabezpečı́ učeb-
nici dlhodobejšie použıv́anie.

Autorka
Mgr. Zuzana Motešická, PhD., e-mail: zuzana.motesicka@fmed.uniba.sk, UƵ stav lekárskej terminológie
a cudzı́ch jazykov, Lekárska fakulta Univerzity Komenského v Bratislave
Mgr. Zuzana Motešická, PhD., je absolventkou štúdia germanistiky a anglistiky na Filozoϐickej fakulte Uni-
verzity Komenského v Bratislave. Sƽpecializuje sa na výučbu odbornej komunikácie so zameranı́m na tech-
nické a prı́rodovedné odbory. Pracovala na Fakulte architektúry a dizajnu a na Fakulte Chemickej a potra-
vinárskej technológie STU. V súčasnosti pôsobı́ na Lekárskej fakulte Univerzity Komenského v Bratislave
na UƵ stave lekárskej terminológie a cudzı́ch jazykov.
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na vysokých školách
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